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School Strains Under Effort to End

Social Promotion

* L.A. Unified: Extra classes, other steps yield
meager results as Nightingale Middle School tries to
raise Fs in English.

By LOUIS SAHAGUN, Times Education Writer

Standing at the front of a classroom, hands on
hips, Principal Marylou Amato faced a group of
uneasy eighth-graders. "Your ticket to this meeting
was getting an F in English," she said.

The students chewed their nails and squmned n
their seats as Amato made it clear that it was time to
get serious about schoolwork. The alternative, she
warned, was to repeat eighth grade while their peers
at nghtmgale Mlddle School moved on to high
school.

She also gave them rays of hope during the
meeting in mid-February. To help them pull up their
grades, the school was offering after-school and
Saturday classes and summer school. They could get
counseling and even medical examinations to spot
emotional and health problems that might interfere

with learning. Their parents, she said, would receive

weekly updates on their progress.

Next year, California will require all school
districts to end the practice of advancing falhng
students to the next grade.

Nightingale Middle School, in Cypress Park, like
schools across the Los Angeles Unified School
District, is in the vanguard of that statewide move,
struggling to implement a new policy that requires
every child in second and eighth grade who gets an F
in English to be held back. District officials have
estimated that thousands of children are at risk of
flunking this year.

Amato closed the meetmg with the nghtmgale
eighth-graders by issuing an order for-every student
to write her a letter--due the following day--listing
three things they were going to do to improve their
grades.

The letters dribbled in days late. One of them,
submitted unsigned, underlined the challenge facing
Amato and her staff: "What I'am planing to do for I
can go to Hischool is my homeworck and my class’
worck o and I am goin to improve on my reating and
raightin skills. Does are my plans"
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- Fifty-one eighth-graders were informed at the
beginning of the semester that they would be held
back if they didn't lift their English grades at least to
Ds. Another 98 students who earned Ds last
semester hover near the fail zone.

To step inside the lilac walls of Nightingale is to
feel the weight of the challenge bearing down on
Amato, her staff and similar staffs statewide. They
have launched a nearly nonstop series of meetings,
initiatives and programs in a rush to shore up the
grades of their failing students. In the process,
Nightingale has made some surprising and painful
discoveries.

A reading test of sixth-, seventh- and
eighth-graders revealed that their skills were far
worse than the staff had imagined. An analysis of
test data showed that no single strategy would be
effective with all the students; in fact, it became
clear that each failing student presented a unique set
of academic and emotional issues. And apathetic
parents.undermine the staff's best efforts.

Retention Could Worsen Crowding

The end of social promotion has profound
implications. With nearly 2,000 students, ,
Nightingale already is so crowded that holdmg back
even a dozen eighth-graders could mean busing an
equal number of higher-achieving students to
another school. Also troubling to many is how being
held back might affect adolescents emotionally and .
academically.

Through it all, Amato and her staff search for.
signs of potential and improvement. But they are
frustrated by a lack of time.

"I have every educational reform program known
to marn here; I have counselors and psychologists
and a $400,000 budget surplus,” Amato said. "My
teachers are doing their level best to help our kids
promote. '

"What I don't have is time to do this right," she
said. "The speed at which this change is being
implemented is mind-boggling.”

Nightingale's war on social promotion began in
November when the school administered a reading
test to get a better understanding of eighth-graders'
basic skills and to sharpen remedial techniques.

School officials discovered that roughly
three-fourths of their eighth-graders were reading at
the fourth-grade level or below--far lower than the
levels suggested by their Stanford 9 test scores. The
same could be said for roughly two-thirds of the
sixth- and seventh-graders.

No one anticipated such abysmal reading levels
in the school, which for four years has operated
under the guidance and financial support of highly
touted reform programs with such names as
LEARN, LAAMP, Parent Leamning Partners, L.A.
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Bridges, Healthy Start and DELTA.

"We are astounded by the results of the reading
test. They're appalling,” said Assistant Principal
Byron Maltez. "But, then, we now have a clear
picture of the immensity of the problem we face [m]
ending social promotion."

Even before the reading exam, school officials
knew they had their work-cut out for them.

Nightingale's ranking on the state's new
Academic Performance Index is among the lowest in
the city.

Four of its six elghth -grade English teachers are
first-year instructors with emergency credentials and
little or no training in teaching adolescents how to
read.

Eager to spot pattems in the test scores of the
lowest-performing eighth-graders that could help the
school focus resources and teachers' attention, ‘
Assistant Principal Cynthia Cordova, who is in
charge of counseling, flipped on the portable
computer in her cramped office and began crunchmg
numbers one day in early. March.

But as the data for one student after another
rolled past her professional eye, she grew
increasingly frustrated There were no discernible
trends.

One boy tested far above average in reading, yet
flunked first-semester English. A girl scored at the
21st percentile in reading in last year's Stanford 9
exam--not that far below the average 30th percentile
scored by eighth-graders districtwide--but bottomed
out.in a separate test that pegged her reading level as
early first grade.

In follow-up talks with the youngsters and their
parents, Cordova learned that one student's parents
were in divorce proceedings. Another shared a tiny
apartment in a nearby housing project with seven
brothers and sisters and a mother on welfare. Several
formerly above-average students were suddenly -
adrift.in the awkward period of life that school
officials referred to as "eighth-grade funk."

Getting Teachers on the Same Page

A few days later, Cordova and Amato shared the:
results of the data analysis with the school's
eighth-grade English teachers, whose assessments
would weigh heavily in deciding which students
should be held back.

"Your judgment will make or break these kids,"
Amato said. "Therefore, I want you to prepare a
syllabus detailing exactly what it will take for each
student to pass your class withan A,aB,aCanda
D. Parents will be given a copy and you will keep
| parents informed of their child's progress once a
week." -

"That way," Amato said, "there will be no
surprlses in June." '
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That meetmg was followed by others held after
school with the parents of the failing students. Only -
about half of those who had been invited showed up. -

They were encouraged to applaud the children's
efforts and to find children a quiet place to do
homework. They also were reminded that, even if
they struggle with math or reading, they should not
give their sons and daughters the impression that
these skills will be hard to learn.

In one meeting, parents sipped hot coffee and
munched on Mexican pastries as Cordova handed
out data sheets on their children. "You need to know -
what level your children are performing at so we can
make a plan for improvement," she said.

- The parents expressed surprise at their children's
abysmal test scores and grades. One woman even
asked, "My daughter says she never gets homework
from her teacher. Do you ever a331gn homework at -
this school?"

Cordova shot back: "Every day

That night, in the living room of their modest
wood-frame house just down the street from
Nightingale, Francisco Callejas, his wife, Sara, and
their 13-year-old son Alexander faced the tough
facts.

Staring into his father's eyes, Alexander
confessed, "I didn't do my homework because |
thought it was too hard." But he promlsed that

"everything 1s different now. I'm going to
intervention classes. I want to graduate.”

His father, a watch repairman from El Salvador,
responded with a lecture. "One of my dreams was to-
go to the United States and raise a family in my own
home with a clean room for every child. I have all
that now, but my dream is incomplete because I
want you to go to college.

"But I'm worried,” he added. "You don't drink,
smoke or belong to a gang and you're a happy
youngster--all great. But you won't do your
homework! What's wrong‘? What can we do for
you?i!

"I'm not going to stay behind, I promlse
Alexander said. "I'm really trymg now."

That kind of talk delights eighth-grade English
teacher George Gund, one of the first-year teachers
with emergency credentials. Gund has had more
failing students in his classes than any of his
colleagues.

Packing his briefcase at the end of a long day ina
classroom that had not been swept in days, Gund
said, "Sometimes it's hard to be optimistic.”

~ Gund, 27, says he works with a surprisingly large
number of students who "are not apathetic toward
instruction; they're resistant to it."

He must clean up after students who spit on the
floors, and Gund has to beg their parents to take an
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i active mterest in the children's schoohng He must
| comfort students who come to him with tears in their

eyes, pleadmg, "Teacher, I'm sorry; but I can't read

and I'm dumb.

During a recent "Welcome back o school week"
meeting, the mother of one failing student asked,
"My son watches five hours of television a night. Do
you think that's bad?" Gund replied, "Look at it this

| way: Your son is in my class less than five hours a

"It's Just School,’ Student Says
A struggling female student strolls into class on

| most days about 10 minutes before class lets out. "I
| recently said to her, 'How long do you think you

| could get away with that at a job in the real world

| without getting fired?' " he recalled. "She looked me

ight in the eye and said, 'This isn't my job. It's just

| school.""

Then there is the 14-year-old whose refusal to
emove her backpack in class--or to read or do her
homework--has led to a months-long standoff.
Overwhelmed by the generally low level of

| academic skills among his students, Gund has asked

for advice from his mentors and principal. They
uggested that he not spend so much time fighting
with students over such things as backpacks, and
make literacy his priority. They also urged him to

| take a hard look at his grading practices to ensure

hat he has not been holding his students to an

| impossibly high standard.

Applying that advice in class quickly produced
esults.
"In first semester, about half of my students were

» failing; now, I have about a dozen kids who

probably aren't going to promote,” he said.

| "Personally, I think it's better to hold a child back a
| year than have them grow bitter that the school
{ district let them down."

Mentor teacher Margaret Andrews, who is

| regarded as one of Nightingale's most effective

ntervention instructors, is opposed to retention.

As soft jazz played on a boombox behind her
desk between classes, Andrews said, "One year of
etention will not make up for every negative
variable in a student's life. ,

"We run a tight ship at school, but their home life

| may not be so tight--but that doesn't mean I accept
| excuses,” she said. "The parents of my after-school

ntervention students must sign their children's
homework folders every night. And the students
must arrive [in] class on time with a positive

Only 18 o‘f the 51 students who recewed grades
of F in English last semester showed up for the first
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day of such classes, which began March 6. Each of
those students is required to attend at least three
hours of intervention during the week or on
Saturday.

Although the intervention materials that Amato
had ordered months before had yet to arrive, the
teachers pressed ahead with instructional tools
geared to sixth- and seventh-graders. ‘

In one of those intervention classes, where only
two of the 13 students assigned to it showed up,
English teacher Brenda Chan read a ghost story
aloud and then discussed its plot and vocabulary.

Down the hall and around the corner, nine
intervention students sipped black cherry punch and
ate cookies as Dennis Greningeér, department head
for social studies and a mentor teacher, 1ectured on
the ethnic history of the region.

Midway through his lecture, a boy stood up,
walked to the blackboard and wrote an expletive
with chalk, then drew stars around it. Greninger
gently admonished the student, who returned to the
blackboard and erased the marks.

In a firm yet friendly voice, Greninger ended the
class with a reminder. _

"Next time, I want to see you here at 3:05 sharp,"
he said, as the students dashed out the door.
"Attendance is really important.

"You can't get anything out of this by staying
home," he said. "I dont want to see you back in the
fall."

Four weeks after that mid-February meeting with
the principal, 13 of the 51 failing students had
nudged their English grades up to Ds.

.However, an additional 14 students who had been
getting Ds saw their grades slip to Fs. They're now
in mandatory intervention classes.

3 Search the archives of the Los Angeles Times for
similar stories about: Los Angeles Unified School
District, Education Reform, Graduation, Students,
Academic Requirements.

You will not be charged to look for stories, only to

retrieve one.
-
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in for the Summer,"”

Aug. 6, 1997.

“Promote or

Retain? Pendulum

~ for Students

Swings Back
Again,” June 11,
19%7. .

Though workbooks lie open and students sit neatly at their desks, the 8th

wysiwyg://33/http://www.edweek.org/ew/1998/42summer.h17

graders assembled for the day's geometry lesson this morning at Beaubien a N

Elementary School seem lulled.

Annmarie Enright methodlcally ﬁlls the blackboard before them with
sketches and vocabulary words. "Can anyone tell me what 'congruent' is
another name for?" the teacher asks the class, her voice straining over the

~ hum of the air conditioning system. No hands go up. A pregnant pause

passes.

"You need to know this, class," she warns the quiet, racially mixed group
of about a dozen students "You're going to be tested on it."

And the tests are going to count.

This summer, Chicago and several other bi g-city districts have summoned
thousands of children back to school in attempts to hone the skills of
students who have fallen behmd

Many of these programs are a crucial element in districts' efforts to hold
students to higher standards and to end the "social promotion" of children
who aren't ready for the next grade.-

The stékes are high, both for the students, who in many cases must either
show improvement or repeat a grade, and for the districts, which are under
pressure to improve lagging achievement and show greater accountability.

'Targeting Resources'

In the District of Columbia, .é;bout 20,000‘*students who scored poorly on
standardized tests are slated for the 77,000-student district's first-ever ~

- mandatory summer classes. In 89,000-student Gwinnett County, Ga., east

of Atlanta, some 10,000 students were recommended for summer school.
In Milwaukee, officials have revived summer school after a five-year
hiatus, and some 17,000 of the district's 106,000 students are signed up.

Denver is requiring about 2,500 students who are reading below grade

level to attend summer school And administrators in the 68,000-student

Boston school system are working on a large-scale plan for mandatory
summer school, possibly for the summer of 2000.

In Chicago, which has the largest and perhaps most rigorous summer
school program, 60,000 students have been summoned back. For these

12/22/1999 10:48 AM
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2nd, 3rd, 5th, 8th, and 9th graders, whose low test scores, failing grades in |
readmg or math, or excessive absences have propelled them into the city's
mandatory "bridge program,” Iazy summer is a thing of the past..

If students in the program fail to show improvement, they'll lose their pass
to the next grade. In most cases, that decision will be based on
standardized tests that will be given early next month.

Robert Pavon admits that he 'd rather be playing basketball. But the

soft-spoken teenager says he wants to pass his 8th grade program at

‘Sharon Christa McAuliffe Elementary School "really badly."

- If he doesn't, Robert, who at 15 is too old by the dlstrlct's reckoning to

repeat the 8th grade in a regular classroom, will be sent to an alternative
school this fall. "I'm working hard," he insists, shaking his head almost in
disbelief. ' ’ ‘

Officials here say the six- and seven-week mandatory program, for which
they supply detailed lesson plans, is part of the system s push for higher
standards and greater accountability. ("Do or Die," Aug. 6, 1997.)

The program is not a stopgap measure, but part of a broad assault on

~ chronically low achievement, says Paul G. Vallas the district's chief

executive officer

"It's our version of year- round schools," he explained last week. "We're
taking advantage of the summer months targetmg our resources to kids
who have fallen behind."

The mandatory bridge prog}arﬁ is ohly one slice of the district's summer

- offerings. Schools are also open for special education, bilingual, and
. gifted programs and a variety of recreation activities. All told, about

175,000 of the system's 430,000 students are in schools this summer,
administrators say. .

Sweating It Out

The summer months can be a learning drain on poor and urban children,

~ experts say. Often, they have far less access to out-of-school learning

experiences than their suburban and middle-c]ass peers.

A recent report by socmlogxsts at Johns Hopkms University in Baltimore

documents that drain. Karl Alexander and Doris Entwisle followed the
academic progress of 790 Baltimore students who began 1st grade n
1982.

They found that, though poor and nonpoor children have similar test
scores during the school year, nonpoor students continue to make
academic gains over the summer, whlle less advantaged children typically
show declmes :

High-quality year-round schooling for less affluent children, the
researchers conclude, would help close that learning gap. Experts say that
conclusion has long been obvious, but until recently the will and
wherewithal to put those findings to good use have been lacking.

"It's a longstanding ﬁndmg that poor kids lose more academic ground

wysiwyg:/z‘?;thttp://www.edweek.org/ew/ 1998/42summer.h17
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over the summer months " said Michael D Casserly, the executive

~ director of the Washlngton-based Council of the Great City Schools.

"These summer school programs speak to that loss.”

But, as districts seek to end social promotion, Mr. Casserly worries about
research showing that holding students back multlphes their chances of
dropping out of school altogether .

Mr. Vallas says that Chicago's mandatory summer school, in conjunction

S .

wysiwyg:!/3anttp:/!www.edweek.org/e_\y/]998/423ummer’.h]7 -

with expanded after-school programs and remedial centers, is providing a »

safety net for low achievers.

"Kids are dropping out because they can't read,” he said. "They're
dropping out because, for so many years, they were passed along to the
next grade" wrthout having mastered the necessary skills.,

'D-Day’ Ahead

In Charles Saporito's readmg class at McAuliffe Elementary, 8th graders
read a short story that takes place in Australia's outback--far from the

liquor stores, boarded-up houses, and homeless people that dot their West
Side neighborhood.

"There's a lot of resentment the first week the students are here, but we
turn it around pretty quickly and try to stay focused," the 31-year-old
teacher says as he checks on students' work. A sign in the corner of the'
blackboard reads "D-Day"--testing day for these teenagers--"Aug. 3 & 4."

But grudges are not a problem in Amalia Rini's Ist and 2nd grade

"early-intervention program" at Beaubien Elementary. Her seven students
seem eager to participate, and most raise their hands when she asks a
question. "They were excited to learn they were coming to summer
school," says Ms. Rini, 28. The summer school is "a great concept,” she
adds. "And I think it's a good start.”

On the Web

The "Online NewsHour," from PBS provides "Higher Learning?" an Aug. 12, 1997,
transcript on the Chicago Public Schools' mandatory summer school to bring test scores
up to par. .

PHOTO: Charles Saporito drills students enrolled in Chicago's mandatory surmmer
"bridge program” at Sharon Christa McAuliffe Elementary School. "There's a lot of
resentment the first week the students are here, but we turn it around pretty quxckly and
try to stay focused," he says. :
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MEMORANDUM

TO: Ceasar Soriano
‘ U.S. Weekcnd Magazme

FROM:  VeronicaO. White o ,
Education Program Research Analyst1l

DATE: June 24, 1997

RE: Information Raquest 4

tion regarding your request concerning what states are doing BEEERHIBHE
’ @ft, Some states have blanket legislation which does not mandate that pubhc
schools retain stud ts but gives to sugges‘uon and allows the dlsmct to impose their own
policies.

'FLORIDA :
Status: enacted 6/90
Summary: (Grade Retention Legislation) Lawmakers adopted a measure encouragmg districts to abolish -
' grade retention in the early grades. Also allows districts to apply for state funds to restructure their
primary grades. Although this bill does not authonze new funding, legislators said the state could
provxde grants through existing pmgrams .
. Source: Education Week (6/13/90)

ILLINOIS
~ Summary: Superintendent for public schools announced a policy to end social promotions. T o graduate
from the 8th grade, Chicago students will need to attain a minimum score of 7.0, the standard for a
beginning 7th grader on the Iowa Test of Basic Skills. Students required to attend summer school, take
the Jowa Test again and if they fail repeat the eighth grade. Eighth graders who are 15 or older and who
fail summer school or the Iowa Test will be enrolled in one of 12 new transitional schools in the fall, A
similar requirement will fall on approximately 48 percent of ninth graders,

Source: The New York Times (6/6/97)

MASSACHUSETTS
Status: enacted 5/90
Summary: (State Retention Policy) The Massachusetts Department of Educatxon advxsed districts to
eliminate grade retention and pursue policies that will improve success rate for all students:
Source: USA Today (August 9, 1990)

»
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NEW YORK |
Summary: New York’s policy for automatically promoting fallmg students is hemg reviewed by schools

Chancellor Rudy Crew.
Source: fI‘he New York Times (6/6/97)

OKLAHOMA

Status: enacted 4/21/95 '

Summary: (House Bill 1056 Retention of Students) Requires a school prmmpa] to review a teacher
recommendation that a student be retained at the present grade level or not passed in a course; provides
for a parent conference and an appeal process; authorizes the parent to prepare a written statement to be
placed in the student’s permanent record stating the reason for dxsagreemg wnh the decision of the

district board of education,
Source StateNet

SOUTH CAROLINA

Status: enacted 3/7/95

Summary: (H.B. 3507 Promotion of Students) Approves regulations of the Board of Education, relating
to criteria for the promotion of students to the next higher grade. ‘
' Source: StateNet

TEXAS
Status: passed by both houses of the legislatures but no governor stgnaturc or approved by the state
board. -

Summary: (Promot:on and Altematives to Social Promotion; Gradmg/Repomng Requirements; Course
Credit) Repeals rules concemning curriculum to comply with the sunset review process mandated by S.B.
1, 74th Legislatures, 1995. Repeals rules regarding grading and reporting requirements; promotion and
~ course credit; grade level advancement and course credit; encouragement of students to take advanced
courses; alternatives to social promotion; memorandum of understanding for multi-problem cmldren and
youth; and Texas advanced placement incentive program.

Status: enacted 7/96

Summary: (19 TAX 74.24 Curriculum Requirements; Credit by Examination) Establishes mquxrements

and procedures to advancing a student without the benefit of direct instruction. Provides guidelines

under which a school district must develop or select exams for this purpose. :
: . Source: StateNet

Starus. enacted 7/50

Summary (State Retention Policy) the Texas Board of Education voted to bar state districts, beginning

in 1991, from retaining students in pre-kindergarten and kindergarten—an increasing practtce by districts

using readmcss” tests to gauge a child’s preparedness for first grade.
‘ Source: USA Today (August 9, 1990‘)
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XEY:

Student Promotion/Retention

Propossd: Prezermad by govarnor, legislative body or athsr entity such aa ths state board of mcu[o&.

Panding: Written eg leglelstion or trard policy bul no fine! option taken.

Pessad: Passad by both housss of the lepislature but na governor sigrature, or upproved by the ststs bonrd.
Enanted: Pasasd hy tha legislsture and signed by the govemor.

EHactiva; Data of mplamsntation

05 90

: ) Ef. Dt.
St | Status Summary
, / FL | Enacted Florida lawmaicers adopted a measura ancouraging districts to abali retertion in the early grades.
: 08 30 This legisiation also allows districts to apply for state funds to restructure their primary prades, Although
4B the bill dees not authorize naw funding, lagalators said the state could provide grants throum emﬁng
programs,
i "Tikle: Grade Retention Legislation
Source: Education Week {June 13, 1890}
AREV ID: FL*88 ,
. | Proposed Revises provisions regarding the district’s camprehensive program lfor pupil progression; requires remediz)
- 103897 - instruction and remetion of students who have not mat district required and state required levels of
proficiency: provides student perfarmance standards, instrurnents, and agsessment procedures.
Titie: SB 1956 Pupdl Progression
Author: Lee
‘Source: Statenet
AREV ID: FL"98
MA | Enacted " The Massachusetts Department of Education advised districts to efiminate grade retention asdd pursue
palicies that will improve success rates for all students. The state cannot force the poficy on the locally .

controlied districts, but could use grant money to maks districts tae tha line, says drapout prevention
spetialist Dan French, .

Title: State Retention Policy

Source: USA Today (August 9, 1990!

AREV ID: MA®4A3
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Status

Summary

| Eff. Dt.

Veatoed
03 95

Gov. Gary E. Johnson of New Maxico has veloed legisiation intended to make "soclal promotian™ of
students more difficult. As approved by the legislature, the bill would have repealad a law that permits
parents to block 3 school's decision not to promote their child, it would have required that an advisory

-committes compesed of the student’s teacher, a school counselor, the principal, end ths parents make a

joint decision an whether to promote a child. if no consensus were reached, the district superintendent
wouid have final autherity in the matter. In-a veto message daliversd March 16, Mr. Johnson said the bill
would "change tha locus from one of merit 10 one of subjecliveress.”

Title: N.M. Governor Vatoes Schocl-Promotion Bl

Source: Education Weak (March 29, 1995)

AREV 1ID: NM*S7

Enacted
4 9%

Requires a schaocl principal to raview a teacher racommendation that a student be retained at the presant
grade level or not passed in a course; provides for a parent conference and an appeal process; authorizes
the parent to prapare a written statement ta be placed in the student’s permanant record stating the reason
for disagreeing with the dacision of the district board of education

Title: HB 1066 Retention of Students

Author: Staggs

Source: StateNet

AREV ID: OK*30

04/21/3 i

OR |

Preposed
03 97

Allows a student who has act met or exceaded mastery level or grade level smndards 1¢ advance to next
level if cartain reqmmmen:a are nnet.r

Title: SB 754

Author: Stull

Source: Statenet

AREV 10: OR*21

sC

Enacted .

395

Approves rouu!anons of the Board tﬂ Education, relating to criteria fur the promotion of students 10 the next
higher grada.

Title; HB 3607 Fromotion of Students

Author: Committee an Educmton

Sourca: StateNst

AREV ID: SC*26

03/07/3
8
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Status

Summary

Eﬁ‘ m

TX

- Passed

05 96

Rapeals ruler concerning curiculum to comply with tha sunset review process mandated by Senate Bili 1,
74th Legislature, 1995. Rapest!s rules ragarding grading and reporting requirements; promotion and coursa
credit; grade level advancement and coursa credit; encouragement of students to take advanced courses;
atematives to socizl pramotion; memorandum of understanding for multiproblemn children and youth; and
Toxas advanced placement incentive program.

Title: Pramotion and Altenatives 1o Soctal Pramation; Gradi nglﬂapmmg Requirements; Course Credit
Saurce: StateNet

AREV ID: TX*33

| 0srot/0

™

Enacted

07 96

Estahblishes requirements and proceduras related to advancing a studrmt without !hta banaﬁt of direct
instruction, Provides guidelines under which a school district must develop or select exams for this purpose
Title: 19 TAC 74.24 Curriculum Requirements; Cmd" t by Examination

Sowrce: Statenst

AREV ID: TX’.B?

09/019
a N

X

Enactad
a7 %0

The Taxas Board of Education voted to bar state districts, beginning in 18981, from retaining studants in
pro-kindecgarten and kindargarten - an increasing nractk:a by districts using "readinass” tests to gaugs a
child's preparednass for first grade.

Titde: State Hetantion Policv

Source: USA Today CAugusts 1980)

AREV ID: TX*38 .

TX

Enactad
04 91

To accommodate parents seeking aliernatives for children they fesl need mcra uma 1o maturs before

| entering the 1st grade, the Texas Beard of Education has softened its groundbreaking policy barring

retention in prekindergarten and kindergarten. The new rule still disallows ravention in pre-K and
kindargarten, inserting the words *without parental congent.” In addition, it states that, “with parental
consent, S-year-old students detarmined by the school not to be deveiopmentally ready for 1st grades may .
be assigned to a grade as deemad appropriate by the school.” To deter districts from placing children in

| such programs tao readily, however, the new rule bars more than ons ratention batween pre-K and 4th

grade - except in "exceptional cases™ and with the approval of the parent and a panel of teachers and
administrators. It also encourages districts to pmwde ’develoanmtallv appropriate instruction for afl
student populations.”

Title: State Ratention Policy {1981)

Source: Education Wesk (April 10, 1891)

SEP 29 1993 17:33 FR NCSL

AREV ID: TX*40
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St

1 Status

Wm

£1. De.

Propasad
04 97

Relates to pramotion to the nant grade lave! alter completion ol an extended year prugram
Title: SB 522 Studant Pmmotlon

Author: Biving

Source: StataNet

AREV ID; TX"*52

Proposed

0197

Refates to public education; provides for the administration of a reading proficiency tast in the 5th grade;
for an assessmant of emerging and early reading skills of children antering kindergarten and the 1st grade;

smerging reading skills and early reading skilis.
Title: HB 67 Studant Asseasments cf Reading Proficlancy
‘Author: Haymond
Source: StateNet
AREV 1D: UT*61.

raquires students 1o pass the 185t in order to advance te the 6th grade; providas far axemptions; provides

providas that school districts make available material to parents 1o aasist in helping thair chiidren ta master -

VA

Died
02 97

‘Requires school boards to establish criteria for promotion designed to require saﬂafacmry completion of the
requizements of the Board of Eduaction and locat raqu:raments

Title: HB 1939 Students Promation Requirements

Author: Marghall

Sourca: StateNet

AREV ID: VA*103

Faga 4 — May 2, 1987
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December 13, 1999

VIA FACSIMILE 202-401-0596

<2

The Honorable Richard Riley - =]
Sccretary of Education 3
Department of Education ‘ —
400 Maryland Avenue, SW o o
Washington, DC 20202 >
Jed 3

Dear Secretary Riley: ~, i

o

It has recently come to our attention that the Department’s Office of le@xghts (OCR)
is investigating the Chicago Public Schools’ grade retention policy to determine whether such
policy has a “disparate impact” on minority students. In addition, we have heard that OCR plans
lo examine Massachusetts’ graduation test for the same purpose..

1n his State of the Union address earlier this year, the President praised Chicago’s efforts

‘to end social promotion, and subsequently modeled his Elementary and Secondary Education Act
proposal on their efforts. Chicago has made tremendous progress over the last few years in
student achievement, including the achievement of economically disadvantaged students and
minoriiy students. Its promotion policy is based on attendance and grades, as well as test scores.
With these investigations taking place we are concemned that the Federal government is sendmg
confusing and contradictory messages to States and school districts with respect to social
promotion policies and high standards.

We want to do all we can to help and empower school districts and states in their efforts’ -
to strengthen accountability for student achievement. However, we are very concemned that these
inquiries may have a chilling effect on efforts to tum around low performing schools and narrow
achievemnent gaps.

Given that the Department has not released formal regulations or policy guidance on the .
issue of “disparate impact,” we are requesting information to better understand OCR’s policy on
this matter, how these inquiries were initiated, and how these investigations will be conducted.
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The Honorable Richard Riley
December 13, 1999
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In this regard, please provide a written response to the followmg requests no later than
December 29, 1999:

(1) a copy of the November 18, 1999 letter from the Office of Civil Rights to Parents United for
Responsible Education regarding Chicago grade retention policies;

(2) a copy of all written communications, including e-mail transmissions, that the Department
has had or is having in each of these matters with any individuals, groups, orgamzauons or
entities regarding the Chicago and Massachusetts inquiries.

(3) the regulatory or statutory justification(s) for OCR’s investigation of Chicago’s grade
retention policy and the examination of the Massachusetts graduation test for dlsparate
xmpact

{4) whether all cities with grade-retention pohcles that have effectively ended social promotion
arc subject to investigation by OCR to determine if there is a disparate impact on minority
students;

(5) whether improvements in minority academic achievement and graduation rates are taken mto
consideration when determining whether a policy or test has a “dlsparate impact” on minority
students;

(6) OCR’s operational definition of disparate impact and the written criteria in place to
determine whether or not an investigation is warranted; and

(7) the precise criteria OCR will use to determine whether or not Chicago’s grade retention
policy or Massachusetts’ graduation test have a disparate impact on minority students, a.nd a
detatled explanatlon of the process by which OCR will determine this,

. Thank you in advance for your cooperation in this matter and should yoﬁ have any
questions please do not hesitate to contact us or Christine Wolfe (5- -7101) or Kent Talbert -
6358) of the Commmec staff.

| Sincerely,

BILL GOOD MIKE CASTLE, Chairman, Subcommittee
Committee on Educanon and the on Early Childhood, Youth and Families
Workforce ' - :

HOWARD P. “BUCK” MCKEON, ' PETE HOEKSTRA, Chairman

Chairman Subcommittec on Oversight and
Subcommittee on Postsecondary ' Investigations :

Education, Training and Life-long Learming
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SHOULD WE END SOCIAL PROMOTION? TRUTH AND CONSEQUENQES o-»Q
Robert M. Hauser , /
Center for Damography and Ecology, The Umversuy of Wisconsin-Madison (Zv"-

Testing for readiness, achievement, or mastery plays a substantial~but not
quantifiable—role in grade retention, and it is likely to play a greater role if the present
movement toward test-based promotion policies should continue. Such policies might
well lead to substantial increases both in thc public and private costs of schoohng without
corresponding educational benefit.

The age at entry into graded school has gradually crept upward since the earl
1970s, reversing one of the major historic trends contribtiting to the growth of school
in the United States. Data on early school transitions and on the possible reasons for
change in those transitions are grossly inadequate, but it would appear that retention in
pre-ldndei'garten and kindergarten has played some, role in the rise of age at entry into the
first grade. Excepting the ubiquitous tendency for’gi'rls to enter (and complete) primary
and sécondary school at earlier ages tha:}'boys, there is little sign of social differentiation

 in age at school entry. :

Socially differentiated patterns of grade retention develop.soon aﬁer entry to
graded school, and they perslst through secondary school. White girls progress throuﬁgh :
school most rapidly, while African-American boys are most often held back in grade. | By
ages 15 to 17, about 30 percent of white girls and close to half of African-American boys
ate below the modal grade for their age—or have left school. ‘Rates of grade retardation
at those ages have remained high, even though school dropout has declined. )

Given the high rates of retention created by cutrent evaluation practices—and
their disﬁaratc' impact on minority youth-—the possibility of substantially increased, test-
based retention creates a number of concerns. For example, the costs of grade repetitipn
are large—bath to tl{osc mtz}ined and those who must pay for repeated schooling.
Moreover, the presencs of older students creates serious management problems for

" schools. Most uﬁi:c':t"fan; the available evidence shows that retention has no lasting
educational benefits, that it typically leads to lower achievement (than promotion) and to
higher rates of school dropout. It is possible to imaginé an educational system in whiclx
test-based promaotion standards are combined with effective diagnosis and remediation of
learning problems, yet past experience suggests that American school systems may not
have either the will or the means to enact such fair and effective practices.
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SHOULD WE END SOCJAL PROMOTION? TRUTH AND CONSEQUENCES'

Rohert M. Hauser
Center for Demography and Ecology
~ The Univerzity of Wisconsin-Madison
The typical organization of American schools into grades by the ages of their students is '
challenged by large variations in aﬁhievement within ages and grades. The resulting tension is
reduced somewhat by overlap in the curriculum from one grade to the fiext, Itis also reduced by
stra'teg'ics"fér grouping students by observed levels of apt\itude or masta:cy These include special
educatiqnplacement, academic tracking, extended kindergarten, and grade retention. In this .
paper, 1 discuss the extent and consequence:s, of grade retention in elementary and secondary
school. Testing fd: réadiness, achievement, or mastery plays a sul‘:'stantial—-but not é‘asily
quantifiable ’fole in grade retention, and it is likely to play a érmter role if the present movement
toward tést-based promoﬁqn policies should coritinne. Such policies might \‘well lead to
subsfanﬁgl incrcasc.svboxh in the public and private costs of schooling without corresponding
“educational benefit.
The age at entry into graded school has gradually crept upward since thé early 1970s,
' reversing oﬁe of the major historic trends contributing to the grthh of schooling in the United
States. Data on carly sch;ol transitions and on the possible reasons for change in thosé

h ] » A . ,
transitions are grossly inadequate, but it would appear that retention in pre-kindergarten and
e I , ' ,

! Prepared for a conference on Civil Rights and High-Stakes K-12 Testing, Harvard University, December 4, 1998.
This draft is based largely on material in Chapter 6 of National Research Council, High Stakes: Testing for
Tracking Promotion gnd Graduation, Jay M, Heubert and Robert M. Hauser, eds., Washington, DC: National
Academy Press, 1998. Samuel Messick, Marguerite Clarke, Jay P. Heubert, and Taissa S, Hauser contribnied
substantially to this chapter of the NRC report.
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kindergarten .‘has pIa.yed some role in the rise of age at entry into the ﬁrst grade. Excepting the
) ubiqu}ious tendency for girls to enter (and complete) primary and secondary school at earlier ages
than boys, there is little sign of social differentiation in age at school entry.
" Socially differentiated patterns of grade retention develop rapidly after entry into graded
- school, ahd they persist through secondary school. White girls progress through school most
rapidly, while African-American boys are most often held back in grade. By ages 15 to 17, about
-30 percent of white gitls, but close to half of African-American boys ;re"below the modal grade
for their age—-or have left school. Rates of grade retardatilm at those ageQ have r¢mained 'higb, .
even though school dropout has declined. ) ‘ ' .
Given the high rates of retention created by current evaluation practices—and their
disparate impact on minority youtl—the ps;sibiﬁty of suhstanﬁali&f increased, test-based retention
creates a number of concerns. For example, the costs ‘df graée repetition are large——.both to those
retained and those who must pay for repeated schooling. Moreover the presence of older
students creates serious Magqment problems for schools. Most important, the available
evidence shows that retention has no lasting educatio;xal benefits, that it typically leads to lower
achievement (than promotion) and to higher rates of school dropout. It is possible to imagine an
educational system in which test-based promotion stanﬂards are combined with effective diagnosis
and remediation of lca.l_'nixfg bi:oblems, y'et past experienéc suggests that American school systems

. .
may not have either th.c will or the means to enact such fair and effective practices.

e

SOCIAL PROMOTION, RETENTION, AND TESTING

2 -
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Much of the current public discussion of high-étakes testing of individual students is
moﬁvated by calls ’for “an end to social promotion.” In a memorandum to the secretary of
education, President Clinton (1998:1-2) ~wrbte that he had “repeatedly challenged States and

- school districts to end social promotions—to require students to meet rigorous academic standards
at key transition points in their schooling career, and to end the practige of promoting students
without regard to how much they have learned-. , , . Students should niot be promoted past the
fourth»‘ grade if they cannot read independently and weli, _gnd should not enter high schoot without
a solid foundation in fmath, They should get the help shey need to meet the standards before  »

 moving on.” g | |

The administration's proposals for educational reform strongly tie the eﬁding of‘ social
proniotion to early ideﬁt;ﬁcaﬁon and remediation of leamning }zroblems. “The president calls fc_;;
smaller classes, well-prepared teachers, specific grade-by-grade standards, challenging curdsulu@
early identification of students who need help, after-school and summer school programs, and

- school accountability. He also calls for “appropriate use of tests and other indicators of academic
performance in determining whether stadents should be promoted” (Clinton, 1998:3). The key
questions are whether testing will be used appropriately in such decisions and &"Eethér early
identification and remedia;;ion of‘ learning problems will take place successfully.

v
The prcsadent is by o means alone in advocating testmg to end social pmmotmn

-n- H [~ 2 v
Govemor Bush of Texas has prcposed that “3rd graders who do not pass the teading portion of
the Texas Assessment of Academic Skills would be required to recéive help before moving to
| reguiar classrdgmé in the 4th grade. The same would hold true for 5th graders who failed to pass

3
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reading and math exams and Btﬁ graders who did not-pass tests in reading, math, and writing,
The state would provide funding for locally developed intervention programs” (Johnston, 1998).
New York City Schools Chancellor Rudy Crew has proposed that 4th and 7th graders i:e held
back if they fail{ a new state reading test at their grade level, beginning in spring 2000. Crew's
- proposal, however, would combine testing of students with “a comprehsn;v.ive evaluation ;:f their -
coutse work and a review of their attendance records.” A two-year dclay in implementation of
the tests would permit schools “to identify those students deemed most at risk and give them
intensive remedial instruction” (Szeinberg, 19983),
Test-based requirements for promation are not julst being proposed; they are being | -
plemented According to a recent reporp by the Amsn::an Federation of‘ Teachers (1997b), 46 -
states either have or are in the process of dcvelopmg assessments ahgned with their content
standards. Seven of these states, up from four in 1996, require schools and districts to use the
state standards and assessments in determining whether students should be promoted into certain
grades.® At the same time, Towa and California have taken strong positions aéainst grade
retention, based on research or on'tbc reported success of alternative intervention programs
(George, 1993; Iowa Department of Education, 1998).
In 1996-1997 the Chicaéo Public thools instituted a new program to end social |
promotion. Retenﬁog‘deéisiops are now based almost entirely on student performance on the

) . .
Iowa Test of Basic Skil!s  (TTBS) at the end of grades 3, 6, and 8. Students who fall below

- 3 " [
specific cutoff scores at each grade leve! are required to attend hxghly structured summer school

~

? The states are Askansas, Florida, Louisiai\a. New Mexico, North Camlim, Sonth Carolina, and West Virginia. A
repert from the Council of Chief State School Officers (1998) lists five states with required testing for promotion:
Louisiana, North Carolina, New York, South Carolina, and Virginia.

4
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programs and to take an alternative form of the test at summer's.end.? At the end of the 1996-
1997 school Qear, 32 percent, 31 percent, and 21 percent of students failed the i_nitial éxam_inatinn
| at grades 3, 6, and 8, respectively. Out of 91,000 students tested overall, almost 26,000 failed,
After summer school, 15 percent, 13 percent, and 8 perceat of students were retained at the three
grade levels (Chicago Public Schools, 1998a).° -
~ The current enthusiasm for the wse of achievement tests to end social pramotion raises
three concerns. First, much of the public discussion and some rccentl; 1mplcmented or proposed
' testing grograms appear 10 ignore extsnng standards for appropriate test use (National Research
Council 1998 Ch. 6). Second, there is persuasive rgiear;h evidence that grade retention typicall ly
has nq beneficial academic or social effects on spudents.’ The past failures of grade retention
- palicies need not be repeated. But they pn;;fide g'cantiogary lessc;fx: Making grade retention--or
the thrt;at of retention--an effective educational policy réqui;és consistent and sustained effort.
. Third, public discussion of social promotion has made little reference to current retention "

practices--in which a very large share ofﬂArnerican schoolchildren are already retained in grade.

The 1997-1998 Guidelines for Promation in the Chicago Public Schools also list mininmuma report card
requirements and a mininum attendance requirement, but “students who score at or above grade level on both the
Reading and Mathematics sections of the ITBS are excepted from the latter requirement” (Chicago Public Schools,
1997a). This use of the ITBS appears to be in conflict with the publisher's recommendations gbont “inappropriate
purposes” of testing: “If a retention decision is to be made, classroom assessment data gathered by the teacher aver
a peripd of months is likely to be a highly relevant and accurate basis for making such a decision. A test score can
make a valuable contribution tp the array of evidence that should be considered. However, a test score from an
achievement battery shoutd mt be used alone in making such a sxgmﬂm decision” (Haover et al., 1994),

4 Berween 2 and 3 percent q; stm!ems failed the initial exam at each grade level but were ultimately “waived" into
the pext grade _

$The failure of past programs is recognized in President Clingon's initiative to end social prometion: “Endmg
sacial promotions by simply holding more students back is the wronig choics, Studemts who are required 10 repeat a
year are more likely to evenmally drop out, and rarely catch up academically with their peers. The right way is to
ensure that more students are prepared to meet challenging academic siandards in the first place” (Clinton, 1998).

5
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In part, this is because of sporadic data collection and reporting, but far more consistent statistical
«data are available about the practice of grade retention than, say, about academic tracking, It is
possible to describe rates, trends, and differentials in grade retention using data from the U.S,

Bureauy of the Census, but these date have not been used fully to inform the public 4cbate.
TRENDS AND DIFFERENTIALS IN GRADE RETENTION |

To support its analyses of high-stakes testing for promotipn and retention, the NRC
Commirtee on Appropriste Test Use assembled and agalyzed data on rates, trends, and o
differentials in grade retention (National Research Council 1998: Table 6-1). Some of the '
available data were collected by state educa;ion agencies, but the most ‘uniform, long-term data
have been collected by the UL.S. Bureau of the Census in connection with its Current Populatign
Survey, the same the monthly household survey that produces important econom';c statistics, like
the unemployment rate. |

No national or regional agency monitors social promotioh and grade retention.

Occasional data on retention are available for some states and localities, but coverage is sparse,

and little is known about the comparability of these data (Shepard and Smith, 1989). For

example, the denominatar; of reteation rates may be based on beginning-of-year orv end-of-year

enroliment figures. Tl;:: uugw:ators may inchide retention as of the end of an ac#damic year or as
i 0 : .

of the end of the following summer session. Some states include specia! education students in the

data; others exclude them. In the primary grades, retention is usually an all-or-nothing matter; in -
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" high schooi, retention may imply that a student has completed some reqﬁimi:mts but has too few
credits tlo be promoted.

Some states do not collect retention data at all, or collect very limited data. For example,
wé have confirmed that 13 states—éolorado, Connecticut, Illinois, Kansas, Montana, Nebraska,
Nevada, New Hampshire, New Jersey, North Dakota, Pennsylvania, Utah, and Wyoming-collect’
no state-level data on g;adc retention. Twenty-two states, plus the Dgstnct of Commbia, provided
data on retention at some grade Jevels, but in some cases the data were §cry limited. For
example, New York State cdllecté such data only at the 8th grade,

Retention rates are highly var‘iable acro;s statgs. They are unusually high in the District gf
Columbia, whose students are Iargely black Rates are relat:vely low in some states, like Ohio,
including states with relatively large mmonty pepulanons, like South Carolina and Georgia.
Retention rates tcnd 10 be relatively kigh in the early primary gradcs--though not in kindergarxen--
and in the early high school years. Perhaps the most stnklng faét from this effort ta bring together
available data is that—despite the prominence of social promotion as an issue of educational

‘policy--very little information about it is available.

The best current source of information on levels, trends, and differentials m gradé
retention is the Cutrent Populatioﬁ Sﬁfvey (CPS) of the U.S, Bureau of the Census. Using
pubhshed data from the annual October School Enroliment Supplement of the CPS, it is posmble
to track the dxstnbunqn Qf achool enrollment by age and grade each year for gioups defined by
sex and race/ethmc:t}: “The'se data have the advantage of comparable national coverage from year
to year, but they say nothing directl} about educational tran;itioas or about the rale of high-stakes
testing in grade retention. We can only infer thé minimum rafe of gxfade retention by observing

7.
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changes in the enrollment of children be!t;w the modal grade level for their age from ane calcndér | |
year to the next. Suppose, for example, that 10 percent of 6-year-old GNTM were enrolled

below the 1st grade in October o: 1994, If 15 percent of thoge children were moﬂed below the
20d grade in October of 1995, when they were 7 years old, we would infer that at least § percent
were held back in the 1st grade berween 1994 and 1995. | |

]

Extended Kindergarten Attendance -

Historically, there has been great variation in age ‘at school entry in the United States, -
which had more to do with the labor dpmgnd; of a farm economy and the availability of schooling
to disadvantaged groups than with readinc;; for school. The va.nabﬂxty declined as school
earollment completed its diffusion from middle childhood into younger and older age§ (Duncan,
1968; National Research Council, 1989), Over the past two decades, attendance in kindergarten
has been extended to two years for many children in American schools,® with the consequence
that age at entry into graded school has gxﬁdqally crept upward wd become more variable, The;'e
is no single name for this phenomenon, nor are there distinct categories for the first and second
years of kindergarten in Census cnrollme:;t data. As Shepard (1991) reports, the hames for such

‘extended kindcrgarten classrooms include “funior-first,” “prefirst,” “transition,” and “readiness
room.” Fragmentary reports suggest that, in some places, kindergarten retention may have been

v-a.r o

as htgh as 50 percent in the late 19805 (Shepard, 1989, 1991). ‘The degree to which early

¢ Another yelevant factor is change in state or local requirements gbout the exact age a child must reach before
entering kindeygarien or first grade, ,
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retention deci;ions originate with parents,.e. g., to increase their children’s chances for success in
athletics, rather than with teachers or other schoal personnel is not known. Morcover; there are
no sound national estimates of the prevalence of kindergarten rétention, and none of the available
state indicate exceptionally high kindergarten retention rates. \
The Census Bureau’s statistics on grade enrollment by age show that, ffrom the early
19705 to the late 1980s, entry into 15t grade gradually came later in the devélopment of many
children, but for the past decade there has been little change in age at sci'\ooi cntry Figui-e 1
shows porcentaggs of 6-year-old childrcn ﬁ:hq had not yet entered the 1st grade as of October of
the given year.” Among‘ 6-year-old boys,' only 8 percf:nt had not yet entered the 1st grade-in @ -
| 1971,% but 22 perceut were not yet in the I,st grade in 1987, and 21 percent were not yet in the 1st
grade in 1996. Among 6-year—old girls, only 4 percent had not yet entered the 1st grade in 1971,
but 16 percent were not yet in the Ist grade in 1987, and 17 pement were not yet in the 1st grade
in 1996. While boys are consistently mote likely than girls to etiter Ist grade after age 6, there are
only small differences between blacks and whites!in age at entry into graded school, and these
differences consistently favor black chddren. That is, 6-year-old black children are slightly less
‘ikiely than white children of the same age and sex to be enrolled below the 1st grade or not

-enrolled in school. Also, 6-year-old I-mpar;ic boys are consistently more likely-than white boys to

\

7 U.S. Burean of the Census, Gurrent Population Reports, “School Enrollment: Social and Economic
Characteristics of Studenis¥for various years, Unpublished data for 1996 were generopsly provided by Census
Bureau staff. Pcrcemages shown in Figure 1 are 3-year maving averages and do not agree exactly wuh the anmual
estimates reported in the text.

® The percentages include those enrolled below 1st grade level and a small share of 6-year-olds who were not
enrolled in schaol, The data are virmally unchanged if non-enrolled children are elinsinated from the analysis:
Ne:ther the trends nor the differences by race-ethnicity and sex are affected.

9
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have entered the Ist grade, but 6-year-old Hispanic girls are leﬁs likely than white girls to have
entered the 15t grafle. |
. One of the contributing factors to the rising age at entry into 1st grade has been a rising
age at entry into kinderganes, which need have nothing to do wn.b kindergarten-level retention
and would presumably reduce rates of dcvc:lopniemal immatﬁd;y among kindergartners.” Since
the early 1970s, as shown in Figure 2, enrollmeat of 5-year-olds beiov’r the kindergarten level, that
'_ is, in nursery school, grew from about 2 percent in 1972 to 7 percent in'1992.%° Du@ the same
period, the percémdge of non~enralled children fluctuated around 8 percent, 50 fhe combined
percentages of S-Qear-o!ds who were either not em'olled t’sr who were earolled in nursery schoolr‘
grew in parallel with nursery school enroliment. However, there is no firm rdaéionsﬁi;: between
thcée trends and enrollment below the 1st é;gde atage6. Children may enter first grade without
ﬁrs; attending kindergarten, and in many of the carly years, the shérc of S.year-olds who were oot
| enrolled or in nursery school exceeded the share of 6-year-olds who were enrolled below the 15t
grade in fhc following year.

‘ National statistics do not tell us exactly how‘much extended kindergarten has contributed
té the rise in age at entry into graded schaol because they do not providé direct information about
transitions between grade-Jevels (or retention in grade) from year to year However, thereisa
clear downward trend i in the mtm of 1st grade enrollment of S—year-alds ineach Ocmber to the

_ksndergarten enrollment of 4-year-olds one year earher For examp!e among white males, this

n
04'! 3

 However, the possibility ofmnuon in kindergarten could lead some parcms 10 hold their youngsters in nursery
school a year longer.

'° There is a very large incresse in the enmlhnem of S<year-olds below kindergarten in 1994, but this may be
atm’butsbla to changes in the mode of data collection in the Current Population Snrvey.

10
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ratio declined almost linearly ﬁ'ém 0.9in 1972 to 0.4 in 1587, There is reason to doubt the
accuracjr with whiph parents report kindergartcn' rather than nufsery school atténéance, but the
declining ratio suggests that kindergarten retention has increased.

" The Census enrollment data are even less informative about the rate at which children who
entered kindergarten at age S were retained for an additional year at age 6. For example, in 199(4;3, .
15 percent of 6-year-old boys and 12 percent of 6-year-old girls were enrplled in kindergarten.

_ The Census data on enroliment of 5-year-olds in 1995 and of &year-:;ldélin 1996 are consistent
with the possibility that ;ll of the 6-yea1;;01§i kindergartners in 1996 were in t_heix; semvmd‘ year,
The .enrnument data are equally consistent with the péssi&ility that all ;thhose children had been‘
in nursery sghocl or had not attended school at all in the fall of 1995. That i is, all we can leamn
from national stausucs i that retention in, kmdergarten affected no more than 15 percent of 6.
year-old boys and no more than 12 percent of 6-year-old girls in 1996."

Although it is not kﬁown how widely tests are used in assigning students to extended
kindergarten, there is substantial professional critiéism of the practice. According to Shepard
(1991), such decisions may be based on evidence of “immaturity ar academic deficiencies.”
Shepard adds, “Tests used to make readiness and retention decisions are not technically accurate
enough to justify making special placemegts .+ .. Readiness tests are cither thinly disguised IQ
tests (called developmental sﬁreening measures) or academic skills tests . , .. Both types of tests

tend to identify dispro}:or;ionéte numbers of poar and minority children as unready for school”
s 5 ‘ it a5 Utle
.- .I‘ ’""'

-
]

"' These inferences are based on the assumptions that immigration and mortality between ages 5 and 6 can be
ignored and that no children move down in grade between ichool years, i.e., from kmdergarten to nursery school
or from 1st grade to kindergarien or nursery schaoL
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(1991:287). Other educatars, however, believe that such tests may appropriately be used for
placement decisions about young children. |

An advisory group of the National Educational Goals Paﬁej has recomlﬁended against the
use of standarqizcd échievcmcnt measures to make decisions about young children or their
schools; “Before\age 8, standardized achievement measures are ot sufficiently accﬁrat;e to be
used for high-stakes decisions about individual children and schools” ('Shepard et al, 1998). At
the same time, the advisory group encouraged one type of testing ofym.\';ig children: “Beginning
at age 5, it is possible to use direct measures, including measures of children's leamning, as part of
a comprehensive carly ch:ldhood system to monitor treuds Matrix sampling procedurcs should
be used to ensure techmcal acecuracy nnd at the same time protect against the misuse of datato
make decisions about individuals” (1998: 27) 2 With young children, it is especially important to
distinguish between uses of tests to mo;m:or the progress of large groups and to make decisions
about the future of individual sﬁxdgnts.

Resear;h on kindergarten retention suggests that it carries ﬁo academic or social benefits
for students. Shepard's (1991:287) review of 16 controlled studies found “no difference
acadgmically between unready children who spent an exm; year before first grade and at-risk

. controls who went directlf on to first grade.” She did, however, find evidence that most children
were traumatized by bcing held back (Shepard, 1989, 1991; Shepard and Smith, 1988, 1989).

Shepard further n:ports that “matched schools that do not practice kindergarten retention have

"0“ '

? In matrix sampling, each child takes part of a tes, :md petformance levels are estimated statistically for groups
“of students. -
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just as high average achievement as those t%aat do but tend to proviéie more individualized
instruction wiﬂﬁn posmal grade p!a.cemem.%’ (Shepard, 1991:287).

In some cases, even with special treihtment for retained students, they were no better off
than similar students who had been promotéd and g’rveﬁ no exceptional treatment. Leinhardt
(1980) compared at-risk childrenin a transximn room who received individualized instruction in
reading with a group of aterisk children wha had been promoted and rcoctved no individualized

. instruction. The two groups performed cor;zparably at the end of first grade, but-bath pezformed
worse than a second comparison g'roup thati:had been promoted and given individualized reading

inst:uqﬁon. s ) ‘ /. Y
ot

Retention in the Primary and Secondary Grades

¢ i
.
§

Age-grade retardation refers to enroﬂment below the modal grade level for a child’s age
(and no broader meaning is either intended 61' implied). We have looked at national rates of age-
grade retardation by age, sex, and race ethmpty for three-year age groups at ages 6 to 17 from
1971 to 1996 and, also, at pafallel tabulauc:{s for young children by single years of age, 1971 to
1996, In each case, we have organized the data by birth cohort (year of birth), rather than by
calendar year, so it is Eoss: ible to see the evoiunan of age~grade retardation throughout the

schooling of a birth cohon:, as well as changes in age-grade retardation rates from year 10 year

*0“ v‘
3

;
13 Thege data have been asspmbled from Historical gtanstxcs, Table A-3, “Persons 6 1o 17 Years Old Enrolled
Below Modal Grade, 1971 to 1995,” which is available from the U.S. Bureaw of the Census at
MMQMMM&M&@M& and from selecied publications in the P-20 series

of Current Population Reports, “School Enrollment: | Social and Economic Characteristics of Students,” from the
U.S. Burean of the Census (Nos, 241, 260, 272, 286, 303, 319, 333, 346, 360, 400, 408, 413, 426, 439, 443, 452,
- 13




JAN. 4.1993  9:59AM DEFT OF ED/DEP SECY NOC. 488 P.16746

The recent history of age-grade retardation is summarized in Figure 3. It shows age-grade
' retardat-ion atages 6t0 8,910 11, 12to 14, and 15 td 17 among children who reached ages 6 to
8 between 1962 and 1996. The horizontal axis shows the year in ﬁhich an age group reached
ages 6 to 8, so vertical comparisons among the trend lines at a given year show how age-grade
~ retardation cumulated as a birth cohort grew older. |
For example, consider children who were 6 to 8 years old in 1987 —~ the most recent
cohort whase history can be traced all the way from ages 6 to 8 up throﬁgh ages 1510 17. At ,'
é.ges 6 to 8, 21 percent were enrolled below the modal grade for their age. By 1990, when this
cohort reacﬁéd ages 9 to 11, age-grade retardation grew 'to 28 percent, and it was 31 percent in .
1993, when the cohort rcachgd ages 12 to 14. By 1996, when the cohort reached ages 15 to 17,
the pcrccntagé who were either below the ;l;;:dal grade level or had left school was 36 percent,
Almost all of the growth in retardation after ages 12 to 14, however, was due to dropout (4.§
‘percent), rather than gfade retention among the enr&llcd. |
One could read the kate of enrollment below the modal grade at ages 6 to 8 as a baseline
measure, that‘is, as if it did not necessarily indicate that grade retention had taken place. Relative
to that baseline, increases in enrollment below the modal grade at older ages clearly show the net

effects of retention in grade. This reading of the data would suggest that, in most birth cohorts,

retention occurs mainly bétween agesto 6to 8 and 9to 11 or between ages 12 to 14 and 15 ta
. .

'

X
o -
RV e

460, 469, 474, 479, 457 and 492). Unpublished data for 1996, as well as corrections in the Hmmncal Statistics,
Table A-3, were kindly provzdcd by Census Bureau staff, )
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17." This way of looking at the data mely understates the prevalenée of grade retention, for
" much of it acgus within or below ages 6 to 8. |
' The series for ages 15 to 17 includes early school dropout, which is also shdwn’as a
separate series along the bottom of the figure. -Dropout, rather th::n retention, evidently accounts
for a substantial share of the increase in age-grade retardation between ages 12 to 14 and ageg 15

to 17.

14

The trend in age-grade retardation at ages 6 to ‘8, 910 11,12 to"IA4.,' and-15 to 17 can be

. read across Figure 3 from left to righ;. Age-grade retardation increased. in every age group from
cohorts of the early 1970s through those of the middle to late 1980s. Age-grade retardation
incrnased» at ages 15 to 17 after the mid-1970s despite the slow decline in its early school dropout
component throughout the period. That isjérade retention increased while dropout decreased.
Peak rates ocrurred earlier at ojder than at younger ages, suggesting that policy changes occurred
in specific calendar years, rather than consistently throughout the life of successive birth coht;rts._
Among cohorts entering school after 1970, the pgrécgtagq enmﬂed below thé_mpdal grade lével
was never less than 10 percent at ages 6 to 8, and it exceeded 20 percent fér pohorts'of the Jate
1980s. The trend-lines suggeét that age-graﬂe retardation has declined slightly for cohorts

- entering schoql after the mid-1980s, but rates have not moved back to the levels.of the ealy

1970s.

* We ignore the lagml possibility that age-retardation at younger ages could be coumcr-halanced by double-
promotion at older ages. .

15
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5

Overall, a large share of each birth cohort now experiences grade retention during
eleméxita:y school, Among children aged 6to 8 ﬁon; 1932 to 1992, ape-grade retardation has
reached 25 to 30 percent by ages 9 to 11.

L4

Retention after School Entry

14

Enroliment below the 1st grade at ag:e 6 is 2 convenient baseli!{e"e;gainst which to assess
the effects of later grade retention. The comparisons of age-grade retardation at ages 7 to 9 with
that at age 6 are shown in Figux;e 4. There are two'm,ain' .pattcms in the series. First, grade -
rctcnnon continues through the elementary years at each successive age. Retention cumulates
rapidly aﬁer age 6. For example, among chsldren who were 6 ycars old in 1987, enrollment below
the modal grade increased by almost 5 percentage pcmts between ages 6 and 7 and by S more
percchtage points between ages 7 and 9. Second, there appears to have been a decline in
retention between ages 6 and 7 after the early 1980s, That is, comparing Figure 1 with. Figure 4,
we can infer a shift in elementary schoo! grade retardation downward in age from the transition
bet\w(een ages6and 7 to somelwhere between ages 4 &and 6.

How much grade retention is there after ages 6 to 8‘? And does the recent growth in grade
retardauon by ages 6 to 8 account for its obsetved growth at older ages? Figure 5 shows changes
in age-grade retardaugn bgtween ages 6 to 8-and each of the three older age groups S Age-grade
retardation grows s.u!;s:anually after ages 6 to 8 as a result of retention in grade. For example, |

* among children who reached ages 6 to 8 between 1972 and 1985, almost 20 percent more were

'* Again, mrly schaol drapom (at ages 15 10 17) is counted as ape-grade retardation.
: 16
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below the modal grade for their age by the time théy were 15 to 17 years old. Among children
who reached ages 6 1o 8 between the middle 1970s and the middle 1980s, grade retardation grew
by about 10 percentage points by ages 9 to 11, and it grew by close to 5 percehtége points more
by ag&é '12 to 14. Relative to ages 6 to 8, age grade retardation at ages 9to 11 and 12 1o 14
increased for ;uhorts'who were 6 to 8 years old in the early 1970s; it was stable from the middle -
1970s to the middle 1980s, and it has declined since then, However, the gap between retention at
ages 15t0 17 and thét at ages 6 to 8 has been relatively‘ stable—close to io percentage points-? |
possibly excepting a very recent downward furn. Thu’s, the rise in age at entry into Ist grade—
which is partlf due to kindérgaﬂen’ retention—accounts for much of the overall increase in age- v

grade retardation amang'teenagers.

o

In summary, grade retention is pervasive in American ;choﬁls. It is cautionary to think

| about the implications of “an end to social promotion™ when_ ;ges at school entry are incrcasiné,
and a large share of each new cohort of youth already experiences grade re;ention after the 'early
years of schooling. To be sure, the temporal location of age-grade retardation appears ta have
changéd over time. Cumulative rates of‘ age-grade retardation have incfeased for cohorts entering
school since the early 1970s, but this has occurred through a combination of later entry into 1st
grade-~possibly ihvolving retgntion in nursety school or kindergarten-reduced rétention betwem;
ages 6 and 7, and varia‘ble'patt‘ems of retention in the pre-adolescent and adolescent years.

;) ’

A
_-x*." » r
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Social Differences in Retention

While there are similarities in the age pattern ofgcnde retardation among major popﬁla:ion

groups--boys.and girls and majority and minority groups--there are also substantiai differences in

| rates of retardation among them, many of which develop well afier school entry. Figure 6 shows -
differences in grade-retardation between boys aqd Birlsatages 6to 8 gnd ages 15to 17. Overall,
the sex differential gradually increases with age from 5 percentage poi;m'; 'at ages6t08to 10
percentage points at ages 15 to 17. That is, boys are initially more likely than girls to be placed
below the modal grade for their age, and they ful further behind girls as they pass through o
childhood and adolesceﬁcc. |

The diﬁ‘e’rentiatioh of age-grade rell;;i‘onships by race and ethmcxty is even more striking

than that by gender. Figures 7 to 10 show trends in the amfopgnent of age-grade retardation by
race/ethnicity in each of the four age groups; 6 to 8 years old, 9 to 11 years old, 12 to 14 years
old, and 15 to 17 years old, Here, unlike the case of gender differentiation, the rates of agé‘grade
retardation are very similar among whites, blacks, and Hispanics at ages 6 to 8. However, by ages
9to 11, the percentages enrolled below modal grade levels are typically 5 to 10 ﬁercentage points
higher among blacks or Hispanics thap among whites, The diﬁcr@ﬁﬂs continue to grow with
age, and at ages 15 to !7, rates of grade retardation range from 40 to 50‘ percent among blacks
and Hispanics, while tl?eyrt}ave' gradually drifted up from 25 percent 1o 35 percent among whites.
By ages 15 t0 17, ttre;efs a?diﬁ'crential between Hispanics and black;, favoring the latter, and this

* appears to follow from high rates of early school dropout among Hispanics. Figure 11 shows the -
rates of school dropout amouig 15 to 17-year~old whifes, blacks, and Hispanics. Thcré is almost.

18
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no difference in the dropout rates between whites and blacks, ' but Hispanics are much more
l{ikely'to leave school at an early age. Thus, early high schoo] dropout contributes very little t6
the abserved difference ini age-grade retardation between blacks and whites, which is mainly due
to retention in grade. Early dropout does account in part for the difference in age-grade
retardation between Hispanics and whites or blacks. | | |

In recent years, gendgr and race-ethnic differentials in age-g;aﬁle retardation, even at
young ages, are a consequence of school experience and net pnmmly q,f: dxﬁ“crannals in age at
schaol entry. Social differentials in age-grade relationships are vague at schnc;l entry, but a
ﬁierarchy is clearly established by age 9, and it persistg' and grows through the end of secondary -
schooling. This growth can only be explained by grade-retention. dBy age 9, there are sharp sacial
‘diﬁerentia.ls in age-grade retardation, favor;;g whites and girls reléiive to blacks or Higpanics and
boys. By ages 15 to 17, close to 50 percent of black males have fallen behind in school—30 .
percentage pnints. more than at ages 6 to 8--but age-grade retacdation has never exceeded 30
percent amaong white gitls of the same age. If these rates and differentials in age-grade retardation
are characreristic of a schooling regime in which social prox;loﬁSn is perceived to be the normy, it

is cautionary to imagine what we might observe when that norm has heen elimingted.

B

The Effects of Retention

* '8 Dropout by ages 15 to 17 does not indicate nltimate rates of failure to complets high schiool because large
numbers of vomh complete regular schoohng through age 19 or, aliernatively, pass the GED exam through their
Iate 20s (Hauser, 1997).
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. Detennihiné whether the use of a promotion test produces better averall educational
outcomes requires weighing the intended benefits against unintended negative consequences for

individual students and groups of students (American Educational Research Association et al,,

' 1985; Joint Commirtee on Testing Practices, 1988; Messick, 1989; National Research Council, <

1998), Most of the retevant research focuses on one outcome in partgcular—-retention in grade.

- Although retention rates can change even when tests are not used in making proimotion decisions,

there is evidence that using éccres fromlafge-scale tests to make such decisions may be-

associated with increaseﬂ retention rates (Hendrie, 1997). ' - : ’ -
Increased retention is not a ncgauve outcome if it benefits students. But are there positive E

conscqucnces of being held back in school becausa of a test scare? Does the student do better

after repeating the grade, or would he have fared just as well or better if he had been promoted

- with his peers? Research data indicate that simply repeating a grade does not generally iniprove

achievement (Holmes, 1989; House, 1989); moreover, it itcreases the dropout rate (Gampert and
Opperman, 1988; Grissom and Shepard, 1989; Olson, 1990; Anderson, 1994; Darling-Hammond
and Falk, 1995; Luppescu et al., 1995; Reardon, 1996)

'For example, Holmes (1989) reports a meta-analysis of 63 controlled studies of grade-
retention in elementary and junior high school through the mid-1980s, When promoted and

v
retained students were compamd one to three years later, the retmned students‘ average levels of

-— v [T v
academic achievement were at least 0.4 standard deviations below those of promoted students. In
these comparisons, promoted and retained students were the same age, but the f)romoted students
had completed one more grade than the retained students. Promoted am:f retained students were

20
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also compared after completing §ne or more grades, that is, when the retained students were a

| year older than the ﬁram’ote’d sfudents but had. completed equal numbers of additional grades.
Here, the findings were less consistent, but still negative.. When the data were weighted by the
number of estimated effects, there was an initially positive effect of fetcntibn on academic
achievement after one more grade in school, but it faded away completely after three or more
grades. When the data were weighted by the mumber ofindependent}st,u‘dics, rather than by the
estimated number of effects onbachievemelklt, the average effects were n;'gligible' 351 every year
after retention...Of the 63 studies reviewed by Holmes, 54 yielded overall negative effects of

* tetention, and only  yielded overall po&iﬁvc effects, ,.Some stadies had better statistical controls,

* than others, byt those with subjects matched' on 1Q, -achievgment test scores, sex, and/or |
socioeconomic status showed:large’r nega;i;re effects of retention t]mn studies Qi;h wéaker
designs. Holmes concluded, “On améc, retained children ;z:e warse éﬁ‘ than their promoted
counterparts on both personal adj;xsunent and academic ontcomes” (1989i27). A more recent |
study of Baltimore schoolchildren concludes that grade retention does jncrease the chances of
academic success (Alexander et al., 1994), but a detailed reanalysis of those findings yielcis no
evidence of sustained positive effects (Shepard et al., 1996).

| Anderson (1994) catried out an extensive large-scale national study of the effect of grade

retention on high school Erop}:ut_rates. He analyzed dats frém the National Longitudinal Study
of Youth for more th:;: 5;,:5.00' students whose schagl attendance was féuowed annually ffom
1978-1979 to 193;1.9§6. 'W’lth staﬁstical controls for sex, race/ethnicity, social background,

cognitive ability, adolescent deviance, early trapsitions to adult status, and several sphool-related
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measures, siudents who were currently repeating a grade were 70 percent more likely to drop out
of high schoo! than students who were not currently repeating 2 grade,

There are also strong relar.onships between race, socioeconomic status (SES), and the use
of tests for promotion and retention, A receﬁt national longitudinal study, using the National
Education Longitudinal Study database, shows that certain students arc far likc!ier than others to

be subject to promotion tests in the 8th grade (Reardon, 1996:4-5): ,

[S]tudents in urban schools, in sqhnbls with high» concentrations of low-income and
minority students, and schools in southern ang western states, are considerably more likejy
to have [hxgh-stakcs] test requxremems in exghth grade. Among eighth graders, 35 percem
of black smdnnts and 27 percent ofH:spamc students are subject to[a Iugh-stakcs test in
at least one subject] to advante to nioth grade, campared to 15 percent of white students.
Similarly, 25 percent of students in the lowest SES quartile, but cnly‘ 14 percent of those
in the top quartile, are subject to eighth grade [high-stakes test] requirements.
Mo;éover, the study foun'd that the presence of high-stakes 8th grade tests is associated with
sharply higher dropout rates, especially for students at schools serving‘ mainly low-SES students.
For such students, droppmg out of school early~between the 8th and 10th grades—-was 6 to 8
percent more likely tb;.n for st'udcnts from schools that were similar excepting the high- stakes test
requirement (Rear:o;a,nl 99‘6). |
What does it mean that minority sti';dent_s and low-SES students are more likely to be
.subject to highastakes tests in the 8th grade? Perhaps, as Reardon points out, such policies are
22
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“related to the prevalence of low-achieving students--the group pmponenis believe the tests are
most likely to help” (1996). Perhaps the adoption of high-stakes test policies for individuals
serves the larger social purpose of ensuring that promotion from 8th to 9th grades reflects
acquisitioh of certain knowledge and skills. Such tests may also motivate less able students and
teachers to work harder or to focus their attention pﬁ the knowledge domains that test developers
value most highly. Bui if retention in grade is not, on balance, heneﬁc}ql far students, as the
research suggests (Shepard and Smith, 1989), it is cause for concemn tha; 'low-SES children and
minority students are disproportionately subject to any negatwe consequences
Those who leave school without diplomas have dxrmmshed life chances. High dropout
“rages carry many social costs. It may thus bq problemauc if highestakes tests lead individual
students who would not otherwise have dnne so to drop out. 'I‘here may also be legal
" implications if it appears that the public is prepared to adopt high-stakes test programs chiefly,
when their consequences will be felt disproportionately by minority students'” and low-SES-
studeats. | |
Negativé findings about the effects of gradé rétention on dropout rates are reported by
Grissom and Shepard (1989), iaased on data for seyeral localities inélﬁding the 1979 to 1981
freshman classes from the Chicago Public Schools. Another Chicago study of s;u&ents, in 1987,
by Luppcscix etal (1995) 'showed that retained students had lower achievement scores.

Throughout this penod, the Chxcago Public Schools cycled through syccessive policies of loose

-w-r" 9
o

" For a discussion éf pbssiblc claims of discrimination based on race or national origin, sce National Research
Counci] (1998 Chapter 3).

23



JAN. 4.1999 18:81AM DEPT OF ED/DEP SECY NO. 488 P.26746

and-rest;ictive promotion policies, and it is not dear hrow long, and with what consequences, the
. present strict policies will hold (Chicago Public Schodls, 1997a).

New York City éppears to be following a similar cycle of strict and loose retention
policies, in which the unsuccessful Promotional Gates program of the 1980s was at first
“promising,” thcn “withered,” and was finally canceled by 1990, only to be r:vived in 1998 bya
new central adm:mstranon (Steinberg, 1998a, 1998b). This cyclc of pohmes, camhxmng strict
retention criteria with 2 weak commitment to remedial instruction, is hkely to reconfirm past
evidence that retention in grade is typically harmful to students,

| Another important question is whether the usf,of'a test in making promotion decisions .
exacerbates existing inequalit'ics or creates new :ones. For example, in their case-stud} of a school |
district that decided to se tests as a way t5 raise standards, Ellwein and Glass (1989) found that
test information was being ﬁsed selectively in m;aking promotion and retention decisions, leading
10 what was perceiired as negative copsequences for omam gmups~ of students,'* Thus, aithough
minorities accounted for SO percent of the students who failed the 1985 l&ndergaxten test, théy
made up 69 percent of the students who were retained and received transition services. A similar

. pattern was observed af grade 2.

In addition, there Toay be problems with using a test as the sole measure of the
effectiveness of rctenuon or ather interventions (summer school, tutormg, and so0 on). This
concern is related to the fact tﬁa: the validity of test and retest scores depends in part on whether

the scores reflect studeﬁ*ts' famd:anty with actual test items or a particular test format. For

W Ellwein and Glass (1989) assumed that the iniczvention, i.e. retention, was not as befieficial as promotion to the
next grade level. : .
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example, there is some evid’ence to indica‘tp that improved scores on one tesf may not actually
" carry over wﬁen a neiw test of the same knowledge and skills is introduced (Koretz et al., 1991).
The current réform and test-based accoumability system§ of the Cbicagd Publié Schools
br'ovide an exﬁmple of high-stakes test use for individual students that raises serious questicmé
about “teaching to the test.” Although Chicago is developing its oﬁ{n standards-based, course-
) Speéiﬁc assessment sys-:tcm, it is committed to using the Iowa Test of Ba;ic Skills as the yardstick
for student and échool accountability. Teachers are given detailed manials on preparing their
! ‘ students for the tests (Chicago Public Schoo!s 1996a, 19961:) Student test scores have increased
substant:aily, both during the intensive summer remedial segsions—the Sumnier Bridge programeg,
and between the 1996-1997 and 1997—199§:§ch001 years (Chicago Public Schools, 1997b,
1998b), but‘ the available data provide no means of distinguishing true increases in studeént
 learning from artifactual gains. Such’ gams would be expccted from the combined effects of -
teaching to the itcst', repeated use of a similatfest, and, in the case of the Summe; Bridge program,

the initial selection of students with low scores on the test.®
Alternatives to Retention

Some pohcymakers and pracutlonera have rejected the simplistic alternnuves of promoting

'

- oor retammg students based an test scores. Instead, they favor intermediate appmaches' testing

—oq v

ly to 1dent1fy students whose petformancc 15 wcak providing remedial education to help such

students acquire the skills necessary to pass the test; and giving students multiple opportunities to

1%1n the Chicago Public Schools, each retest is based on an alternative farm of the laowa Test of Basic Skills, |
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retake .diﬁerent forms of the test in the hope that they will pass and avoid retention. Here, testing
can play an important and positive role in eaﬁy diagnosis 'and targeted remediation.

Intervention strate::ies appear to be particularly crucial from kindergarten through grade 2

| (Shepard et al., 1998; Ame:can Federation of Teacherﬁ, 1997a). Some of the intensive strategies
being used at this level include pi'eschool expansion, giving children who are seriously behind their.
age-level peers opportunities to accelerate their instruction, and pusting children in smaller classes
with expert teachers.” Such strategies are being impl;smented in scho;l'éistricts across the
country.?! Data on their effectiveness are as yét unavailable,

These alternatives to social promotion and Qimp!e 'retmticm in grade should be tried and
evaluated In our judgment, however, the eﬁ‘ecuveness of such approaches will depend on the
quahty ofthe instruction that students recewe after faxb.ug a pramotxon test, and it will be neither
simple nor mexpcnswc to provide high-quality remedxal instniction. At present only 13 states
require and fund such ﬁtmenﬁon programs to help low-peffomiug students reach the state
standards, and 6 additional states require intervention but provide no resources for carrying it

out.*

% General intervention strategies employed throughoms grades K-12, as described to the committes by James Wans
of the Southern Regional Education Board, include clear core-content standards for cach grade and course, clear
communication of these standards to teachers and parents, baving expert faculty, professional development for

. teachers, and extra msuucuonbeyond the regular school day.

% In the Long Beach Schotl District in California, children are assessed beginning in kindcrganm When
problems are found, interventions includs parent-teacher conferences and mandatory summer school after grade 2.
If aficr completing the 3rd gradEand subsequent summer school a student has not reached the 1st grade reading
{evel, he or she is retained in the 3rd grade until reaching the 1st grade reading level. No one test holds eudents
back (interview with Lynn Winters of the Long Beach School District). Cincinnati uses grouping and intervention
as well as intensive instruction and emaller classes to help children who appear to be having difficulty staying at
grade level (Ammmn Federation of Teachers, 19973) ,

= In Chicago, there is a standard summer program for students who fail the lowa test at designated gmdcs Many
schools also offer extended-day programs aimed at helptgg6 students pass the test. The decision 1o offer these
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Figure 1
Percentage of Six Year Old Children Who Have Not Entered First Grade
25 £ .
20 - . , <s— :
15 ' , I i = T
) o . -Ved -—dX = ‘« b
X -—-F’l"‘—-ﬂ" A’
10 Te— ) = Dl & '/ —K" .
{}ﬂ“E}"H —a° ,lﬁs K
5 'B~"‘ b 3 A A"‘ﬁ-—'ﬂ
ey SO R

AR RPRPARRIIT YIS PSS FFTP
Year
—®- Whitemale —2- Blackfemale . °

—a-- White female —®— Hispanic male
—— Blackmale —®- Hispanic female

Source: U.S. Burean of the Census, Current Population Reports,
Series P-20. Entries are three-year moving averages.

6667 P NOL

WHEBD : AT

AD3s 430,03 40 1434

88p "ON

SprsoE"d



Figure 2 -

Percentage of Five Year Old Children Enrolled Below Kindergarten or Not Enrolled
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| Figure 3 _
Percentage of Children Enrolled Below Modal Grade for Age
by Age Group and Year in which Cohort was 6 to 8 Years Old
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Figure 4 ’ .
Change in Age-Grade Retardation from Age Six . -
to Ages Seven to Nine by Year When Cohort Was Six Years Old
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) Figure 5
Changes in Age-Grade Retardation from Ages 6 to 8
to Ages 9 to 17 by Year When Cohort Was 6 to 8 Years Old
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- Figure 6
Percentage Enrolled Below Modal Grade at Ages 6 to 8 and
at Ages 15 to 17 by Sex and Year Cohort Reached Ages 6to 8
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-Figure 7

Percentage Enrolled Below Modal Grade

at Ages 6 to 8 by Race-Ethnicity and Year
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. Figure 8 .
'Percentage Enrolled Below Modal Grade at Ages 9 fo 11
by Year Cohort Reached Ages 6 to 8 by Race-Ethnicity
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Figure9
Percentage Enrolied Below Modal Grade at Ages 12to 14
by Year Cohort Reached Ages 6 to 8 by Race-Ethnicity
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Figure 10

Percentage Enrolled Below Modal Grade or Dropping Out by Ages 150 17

+ By Year Cohort Reached Ages 6 to 8 by Race-Ethnicity
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Figure 11
Y Percentage Dropping Out by Ages 15to 17
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April 22, 1999
DRAFT MEMORANDUM
¥R i ';'7-‘ '%

FROM ~ Bruce Reed
‘ . Tanya Martin

RE: - _ .. Florida Education Reform Legislation.and

B Texas Education Acoount‘ability System
As you requested, we are providing this memorandum to outline the Flonda educat1on
reform legislation that would, among other things, institute the nation’s first statewxde
voucher system. We have also described below key aspects of Texas’ accountability
system, including recent proposals by Gov. George Bush to end somal promotlon and
TK. . ‘ o o

FLORIDA

In January Tn January of this year, Florida’s Governor released his education reform proposal — the
“A+ plan” which drew on many of his campaign themes - and called for strengthenmg
accountability through measures such as rating schools, rewarding high-performing *
schools and providing vouchers for parents to move their kids out failing schools. The
Governor identified this proposal as his top legislative priority and lobbied hard to move
* the legislation quickly through Florida’s House and Senate. [TK -- The A+ Plan also
called for separate bills to address standards and training for educators and school safety
and antl-truancy measures — what happened to these proposals‘?] ‘ ’

" In March, the Florida House approved a bill that largely mlrrored Bush’s plan by a vote
of 79-41, split mainly among party lines. On April 16, the Florida Senate approved its
own version of the education bill by a vote of 26-14, a party-lme vote broken only by one
Democrat. ‘The Senate Democrats, joined by eight Republicans, were able to pass some
amendments to place more restriction on the vouchers than in the House version.

Key Provisions of Legislation

o Testing. Studentsin grades 3-10, will be tested annually with Florida’s new rigorous T

“assessment. This test, first mstltuted by former Gov. Chiles, is currently only given to
students in grades 4, 5, 8, and 10. The legislation would implement yea.rly tests for
~ the remaining grades by the TK 2000 2001 school year.

o Ratings. Each school will be ass1gned a grade of A-F based on student achlevement
largely measured by 'scores on the state assessment.” Other criteria that factor into the
ratings include attendance, dropout, and suspension rates, and standardized test
performance for minority groups — but these would apply only for schools seekmg to
earn an “A” or a “B”.



Vouchers. Children in schools that receive “F” grades in two of the preceding four
years will be given a choice of attending another higher-graded public schools or _
receiving a $4000 “opportunity scholarship” for use'at a private school of their choice
— including a religious school. A private school accepting the voucher cannot collect )
any additional money for the student’s enrollment, or compel any participation in -~
religious activity. Students at only four schools statewide would qualify for the
vouchers next fall. However, as the new assessment test is implemented, the state
education department estimates that 170 of its 3,000 publlc schools would be
designated as failing within two years. :

" The Senate has proposed limiting the vouchers to only the 'lowest-scoring children —

scoring in the bottom 25 percent on the state’s assessment tests — in the schools

~ deemed as failing or “F” schools. News reports conservatively estimate that this

would halve the number of students eligible for vouchers. The Senate would also
require private schools that accept.voucher students employ teachers with college
degrees or experlenced teachers, to teach certain topics that public schools are
required to teach, e.g., the history of the Holocaust and of African-Americans, and to

- allow students to attend for at least three years. (TK contributions of women, African-
Americans and Hispanics.) : ,

Failing School Intervention. Schools performing at a failing level will be given two
years to improve, during which time they will receive assistance from the district and

states. If the school fails to improve beyond an F in the second year, 1t w111 be sub]ect; o

to sanctions, including reconst1tutlon

Rewards and Flexibility. Schools that either receive “A” ratings or that improve their
grades by TK [one or two] levels would receive an additional $100 per student for the
school to spend as its discretion. The state will also free top-performing schools from
most of the state’s regulations and allows those schools to manage their own budgets.

Ending Social Promotion. Students will be required to meet standards in order to be

promoted or to graduate. TK interventions.

- Teacher Quality. Those teachers whose students show galns in test scores w111 be

e11g1ble for additional pay. TK training

Report Cards. Parents will receive report cards on how the1r student and the1r :
student’s school, is performmg each year.

The leglslatlon also covers truancy, and prov1des for one district to exper1ment with
‘increasing the compulsory school attendance age from 16 to 18.°

Leglslatlve Status S

Conferees have been appointed and a final bill is expected by the end of Florida’s
legislative session within the next two weeks. A few Senate Republicans have publicly
expressed reservations about the bill and have stated that they voted to advance the bill to



a conference with the House, but are reserving final judgment until they see the bargained
bill. Bush has stated that the Senate limitations on voucher eligibility and the stricter
requirements for private school participation are unacceptable to him — and many

- observers expect negotiators to emerge with a final bill that is closer to the House
version. The Govemor is expected to have the votes to secure ﬁnal passage

Public and Constituency Groun Opinion

Teacher unions strongly oppose this bill and have launched a public campalgn against it.
They are pleased with the Senate limitations on the vouchers — but are still working hard
to eliminate the voucher provisions altogether. A business- backed Mlam1-based alliance
has advocated the bill with their own ads and lobbyists. : ‘

The NAACP and other groups are preparlng for a lawsuit over the legislation and- argue
that it conflicts with the state Constitution’s ban against any pubhc money, directly or
indirectly, supportmg religious institutions. L

In a Florida VOter poll, conducted while the voucher plan was under debate in the Florida
legislature, showed that 45% of voters were opposed to the vouchers, 39% viewed them
‘as very good or somewhat good and 16% did not know about the issue. In general,

" Democrats overwhelmingly opposed the idea while most Republicans favored it.
Independent voters were almost evenly split. South Florida — with the state’s largest
block of Democratic voters — was the geographic region most opposed to vouchers.

TEXAS

Texas has one of the nation’s most comprehenswe school accountability systems Over a
decade old, the accountability system is comprised of the followmg key components
state-wide standards, assessments linked to standards, consequences for results, increase
local control and access to data. Texas has also enacted accountability reforms to link
teacher and principal assessments to student performance and to focus attention on early
reading interventions. Most recently, Governor George Bush has proposed expanding the =

accountability system to prohibit social promotlons and to allow students in low= - o

performing schools in eight urban districts to receive vouchers.

Accountablhty System ~ S
e State-wide academic standards. Texas adopted statew1de academlc standards for each
- grade and in several subjects in TK year. Efforts were made to align textbooks and
curriculum with the statewide standards. These standards were recently revised (see
below)
e . Assessments linked to standards. A new statewide assessment (TAAS) tied to
standards was implemented in 1993-94. The assessment is given in grades 3-8. -

e All students held to same standards. The only students exempted from state standards
are children with significant disabilities who are held to their individual education
plan. . Texas requires TAAS results to be disaggregated by race, ethnicity and socio-
economic status. To meet the accountability requirements, each subgroup in a school



or district must meet performance targets. In 1998-99, for the first time, state
assessment reports will also include results from students taking the Spamsh language
and Tk versions of the state assessments. :

School Ratings. Texas rates schools based on théir performaﬁce on the TAAS.

Schools are rewarded financially for improved performance and both school districts
and principals can be penalized for poor performance. The systém takes into account
both absolute scores as well as year-to-year gains in scores. :

Local control.  Strategic plans implemented in the late 1980s and early 1990s give

. district administrators and principals more control over budget, and flexibility in

determining how to meet standards.

Reports and Data. State assessmens are graded centrally in Texas. Test scores are
provided to students, parents, teachers, schools and school districts. Access to school .
level results is provided on the Internet. Teachers have access to summaries and
individual tests of students entering their classes. Test items ar made avalable to'the
public after each test.

Targeting. TK somethmg about failing schools or schools with high-poverty
populations.

Recent changeS'

Revised academic standards. TK TEKS. New standards assessments aligned w1th""'j--~ B

revised standards. , -

Teacher evaluation. Last year, Texas instituted the first — and very controversial --
state teacher evaluation program that linked teacher appraisals to student
performance. Teachers are evaluated in eight areas, including one section that rates
teachers based on the schools’ rating. The schools rating is derived from attendance,
dropout rates, and scores on TAAS. All teachers at a particular school receive the
same score on this component based on how their school rated. A similar model for

- principals took effect during this current school year. A plan for superlntendents is

still a year away.

Early Reading Intervention. Last fall, Texas began requiring that districts assess the
reading skills of K-2 students - The state 1ssued model readlng assessments, but
districts are fee to use their own. \

College teacher certification. Under rules implemented last fall, programs will be
rated on their graduates’ scores on certification exams. Low-performing programs
will receive technical ass1stance Persistent low performers w1ll lost their state
accreditation. S :

Proposed Changes:

Vouchers -- TK

Social Promotion — TK

~ Notes:



TAAS 1mp1emented in 1993. Problem many students expempted from TAAS Pass
rates should reflect students enrolled not just students taking the test

TEKS became effective for all content areas in Sept 98. Sprmg 2000 fine tunmg done
make sure tests refletc TEKS students have learned, and that non-TEKS tems drpopped

-~ from TAAS. .
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Dr. Eric J, Smith

. Superintendent @
‘Charlotte-Mecklenburg School -
701 E. 2nd Street ' '

Charlotte, NC 28230 -7

. phone: (704) 379-7135
fax (704) 379-7318

2. Dr. Gerry House /DM
Superintendent R
Memphis City Sehools ‘
2597 Avery Avenue, Room 214
Mermphis, TN 38112

phone: (901) 325-5444

fax (901) 325-5578

™ 3. Paul G. Vallas, CEO
Chicago Public Schools
Central Service Center.
1619 West Pershing Road

Chicago, L 60808
. phone: (773) 535-3700
4, Arleneg.ﬁ\ckerman
District of Columbia Public Schools
415 12th Street, NW, Suite 1209
phone: (202) 724-4228 ‘ff :
Fax (202) 724-8855 o
'G Superintendent of Education ‘ :
’ \(\ Maryiand State Department of Education
Baltimore, MD 21201
phone: (410) 767-0462

fax (773) 535-8481 bf"}/ ‘
o
Superintendent {V
VWashington, DC 20004
. " Dr. Nancy S Grasmick %
\ 200 W. Baltimore Sireet
fax (410) 333-6033

6. Dr. Judith Rizzo . .
Deputy Chancellor for Instruction Lim o/ 3
New York City Board of Education

110 Livingston Street ‘

Brooklyn, NY 11201 41\, . L
phone: (718) 935-2800 g,ﬂ : W
fax (718) 935-3383
-
. V7. Dave Homnbeck .
(@

~—

. White House Sacial Promotion Meeting

. 9. Karl Alexander
. Professor of Sociclogy

" Balimore, MD 21218

10. Naney L. Karweit

L 19/

- invitation List

Superinteh'dent "

- Philadelphia School Distriet

Administration Building, Room 218 .
21st Street South of the Parkway .
Philadelphia, PA 19103-1089

phone: (215) 289-7823

© fax (215) 299-4687

" (Need to Invite Following Meeting with Mike

Smith) «

chooling for

533 Mergenthaler

Johns Hopkins University -
3400 N. Charles St. /] %
(410) 516-7626
kiz2@jhu.edu

Principal Research

er for Socis
N. Charles St. .
Baltimore, MD 21218
(410) 518-0370

:,I?neil@cscis.jhu.edu
' . Samuel J Meisels

Organization of Schools 3505
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Professor of Education 3210 SEB-
University of Michigan-Ann Arbor o @\l'/Ann Arbor, Mi 48109
: (734) 76347306 ;
seipéls@umich.edu (out untit August 18)

12. Lorrie A, Shepard
Dean, School of Education
O\V Box249 ) ,
o University of Golorado-Bouider
Boulder, CO 80309
{303) 492-6837 ‘
Lorrie. Shepard@Colorado.EDU
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. Tanya:
Also on the list of potentwa1 1nv1tees are:

A representat1ve from NEA

A representative from AFT .

A representative from Council of Great City Schools
~ A representative from MALDEF or its equwva]ent |

Let me hear from- you ASAP on aTternatlve dates for the Conference
Thanks so much.

E1len Conaway
260-1922



Agenda For Kick-Off Meeting On
Ending Social Promotion

April 1,1998

10:00

OEOB

* - Purpose of Guide--Relationship to Administration initiatives, pfoposals

. Audlence and Level for Guide --State & local pohcy makers school officials & staﬁ

parents '
. Timing--Schedule;ﬁand"“Back to School” activities
. - Specific issues that need to be diséussed:

-- Problem of ending social promotlon wh11e not promotmg grade retention
(research shows poor prognosis for students from both social promotion and grade
retentlon) .

-- . Problem of not placing blame on students and parents while conveying some
respon51b111ty

-~ Problem of high-stakes testing and differential impact on'minorities

- Recommendmg spec1ﬁc gates in students’ academic career vs. interventions when
appropriate

- Other substantive issues



Time Lme for Presxdent’s Drrectlve on Helpmg Schools End Soclal Promotmn

March 16, 1998

2/23 Presndent announces that ED will produce w1th1n 6 months (1) guidelines for educators and
policymakers on effective approaches to ending social promotions; (2) a plan and an
inventory that identifies how federal funds can be used to assist states, districts and schools in
this effort. :

3720 Team requests literature search of the research evidence on social promotion and retention.
3027 Team meets with White House staff to identify scope of the guidelines and audience.

327 Kickoff meeting with senior officers. Discuss nature of plan to assist schools and districts.
Discuss and approve protocol for case studies. Identify federal programs for inventory, and
sources of mformatmn for guide. DlSCUSS the look of the report :

3727 Team meets with Susan Frost s Thursday afternoon group.

4/3 Teamv sends out protocol for listservs and requests 2-week turnaround.

4/3 Team procures task order for focus groups with administrators, teachers parents, and

- students. -

4/24 . Team completes literature search and. complles review. Examples of effectrve approaches
received. ‘

5/8 Team develops and revises outlme of report and plan

5/22 Team researches sources, makes external contacts chooses srtes for examples '

' Writes up mventory of federal funds. :

5/29 Team meets with White House staff to present evidenee.;.outline, and examples.

6/12 Team writes up case studies of effective practices.

6/26 Team drafts the report.

6/26 Team works with 1-800-USA-LEARN and Kickbush/Winters to establish dissemination
process and website. Drafts Secretary 3 etter Arranges graphlc design, copy editing, and
publication.. :

7/10 Team sends produets to reviewers: Mike Smith, Terry Peterson and external people (to be
identified). . : :

7/31 Team reVises products based on comments.

8/14 Team sends products out for ﬂnal revrew »

821 | Team ﬂnallzes report, prepares press copies w1th OPA installs gu1de on Web

8/28 Secretary transmits report to Presrdent. Press conference.r Guide is on Web, copies are
available for press, big distribution plan is announced.

KASOCPROM\TIMELINE -



Opinions of the Ame_rican Public and Teachers on Social Promotion

The public overwhelmingly favors setting “higher standards than are now
required about what students should know and be able to do” in “math,
history, English and science for promotion from grade to grade”: 87% are
in favor, and 10% are opposed. And 65% favor requiring public school
students in their community “to pass standardized, national examinations
for promotion from grade to grade” (32% are opposed)(sauup, 1995b). ’

More than two-thirds (70%) of the pubhc and 62% of teachers want

- to raise standards of promotion from grade school to junior high and

require students to pass a test showing they have reached these

“standards (Public Agenda, 1994 & 1996).

| Fully 84% of the public supports requiring public school students in

their community “to meet higher standards than are now required in
math, English, history, and science in order to graduate from hxgh

. school” (13% are opposed) (Gallup, 1995b).

The public favors “stricter requnrements for high school graduation,

-even if it meant that significantly fewer students would graduate than |

is now the case” (65% favor; 29% would be opposed) (Gallup, 1995b).

‘Moreover, there is strong support for “having students pass an

_-academic examination in order to graduate from school” (67%

March 8, 1998

strongly favor, 20% favor, 6% oppose 5% oppose strongly) us -
News/World Report 1996h). ~

Almost nine in ten members of the pubhc (88%) and 83% of teachers
support not allowing students to graduate from high school unless
they demonstrate they can write and speak Engllsh well (Public
Agenda, 1994 & 1996).

Teachers believe that automatic (sooia!) 'p}omotion is “the single
biggest cause of the tremendous disparities in student preparation,”
and while teachers believe the practice should end, '54%.

“acknowledged that they have promoted unprepared students during
the past year”; 6 in 10 “say they fear that students repeating the

same grade might create social and disciplinary problems for a

‘class” (AFT, 1996).

KASOCPROMVPOLL
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BELDEN RUSSONELLO &5 STEWART
RESEARCH AND COMMUNICATIONS

MEMO
TO: Judith Johnson, Deputy Assistant Secretary { ? r % }
' Office of Elementary and Secondary Education ) ~ Y\
US Department of Education
- FROM: Nancy Belden
RE: . Enclosed summary of focus group research

DATE: July 13, 1998

Attached is a summary of the focus groups on social promotion. It was gratifying for me
to Tead these groups, as it gave me an opportunity to concentrate on an issue which comes
up so often in other focus groups and has so much bearing on education reform. I hope
that the ideas the research generated will be useful to you as you develop guidelines, and
would be happy to come over and discuss findings and the application with you at any
point. We will also be sending you transcripts of the entire discussions -- but knowing
that you all were anxious for quotes, we excerpted a bunch and attached them in an
appendix. Also there are video tapes enclosed.

Please give me a call when you have a chance.

Regards.

CLINTON LIBRARY PHOTOCOPY



BELDEN RUSSONELLO &’ STEWART

RESEARCH AND COMMUNICATIONS

Seeking Remedies to Social Promotion
in American Schools

Summary of Findings from Focus Group Research
For the United States Department of Education

Intrc‘)duction

The Department of Education (DOE) is developing a Presidential Directive to help schools
reduce social promotion, that is the practice of promoting students to the next grade level
regardless of their academic readiness. Belden, Russonello & Stewart (BR&S) conducted focus
group research in Philadelphia and Houston on June 29 and July 2, 1998, respectively to provide
perspective on American public opinion in this area. In each city one group each was conducted
among parents of public school children and one among public school teachers. In Houston, a
third group=was conducted in Spanish among limited English proficiency (LEP) parents. A
diversity of viewpoints was sought for these groups: participants represented a spectrum of race,

_ethnicity, education, and income. The parent groups represented a mix of grades of children and
the teachers represented a range of grades taught and years of experience. (Please refer to the
table in Appendix A which lists characteristics of the parent and teacher groups.)

The discussion guide was prepared in consultation with Judith Johnson and the working

committee on the Directive. All groups were led by partner Nancy Belden. The sessions were -

audio and videotaped and transcripts of these discussions are currently being prepared.

In using this analysis, readers should keep in mind that focus groups are qualitative research and
are not intended to quantify public attitudes on issues. The findings of this research are not

. projectable to the population. Rather, our purpose in focus group research is to understand
fundamental reactions and concerns people bring to the topics at hand, examine attitude
formation, gather reactions to materials and language for communication purposes, and examine
the different ways in which people react to and evaluate specific pieces of information. The
review of existing survey research which accompanies this analysis prov1des some quantitative
data on the topic of social promotlon and related issues.
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Key points -

Advocating reductions in social promotion is a very worthy step, according to our focus group
research. The parents and teachers alike are negatively disposed toward social promotion and are
very receptive to policies to reduce the practice by 1nst1tutmg interventions that bring students up
to grade level. :

Good practices are beneficial to weak and strong students. Social promotion is not a burning

- issue with many of the teachers and parents we interviewed, however, they recognize the
- problem easily and see every reason why it should be tackled. Talking solutions to social
promotion with the target audiences is facilitated by the fact that they appreciate the solutions as
- being good for all children, not just students who are failing. So the parents and teachers are
delighted to endorse policies that help strong or adequate students be even more successful while
helping weak students advance.

It is necessary to frame the issue for the public. The teachers and parents bemoan retention as
an imperfect solution but do not spontaneously, themselvcs suggest interventions to solve the
underlying causes for student failure. - ~

Several recommended policies are quickly appreciated by the parents and teachers. When
asked to think of ways to reduce the dilemma of social promotion, we found much agreement
among groups in Philadelphia and Houston, among LEP and English fluent parents and among
the teachers. We tested a series of possible policies and practices developed by the Department.
(Please see Appendix B for talhed reactions to specified alternanves ) - Those four perceived as
~ most useﬁ;l are these: ’ :

. Providing summer school, tutoring, and after-school programs: Supplying more
instruction via tutors, summer school, and other means is a very popular idea among
participants. The parents and teachers believe that a direct response to the particular needs of
individual students is extremely effective in bringing them back up to grade level.

The teachers and parents indicate that programs such as direct tutoring should be especially
effective because students can receive the individual attention they need. Also, they may
offer a chance to work with a new teacher who may be able to connect with the student in a
~ better way. The parents and teachers in our groups believe that since many parents are not
involved in their child’s education, one-on-one programs offer an alternative forum for
students to receive help with homework and concepts they find difficult. In Philadelphia,

e -
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parenté and teachers are concerned that summer school is not free to students who need it. In
Houston, parents and teachers are concerned that there is no transportation for students who
are recommended for summer school. In ordeér to make it feasible, it must be accessible to
students who need it.

. Helping families develop skills to help students succeed: Parental involvement is the
highest ranked item among the teachers in both cities. The teachers state that involving
parents more effectlvely would help develop a culture that supports education in the
community. :

The parents in Philadelphia are more skeptical that there would be much to-gain from the
creation of these types of programs. Though the parents agree that the programs could be
beneficial, they also argued that the people who want to be mvolved already are and that
offering new programs is unlikely to stimulate new interest.

. Reducing class size: The idea that smaller classes will result in more attention to each child
and thus in more achievement is familiar and spontaneously suggested by all groups.
Participants are quick to add that reducing class size is not a cure-all, but that it should be
kept in the forefront as part of any package to reduce social promotion in the schools.

.« Early childhood programs: The teachers and parents are receptive to the creation of early
childhood programs in their school districts. Participants emphasize that these programs -
need to be open to all students. ‘Support is less enthusiastic among Philadelphia parents who
argue that many of these programs are either too much pressure for chxldren or that they can
be simply playtune and of no academic value.

Other policies receive more mixed reviews and would require more explanation before the
teachers and perents like those in our research would endorse them enthusiastically.

_« .Improving diagnosis: The parents and Philadelphia teachers endorse the idea of better
testing to help pinpoint students’ weak areas and intervene more effectively to meet students’
needs. In Houston, however, the teachers argue that an experienced teacher can just as
effectively assess student deficiencies and that there are already so many tests required of
students it would be a waste of instructional time. The word “assessment” needs to be
monitored and possibly replaced to convey the meaning the Department intends.

- Ability grouping -- pulling promoted, but failing, students out of class during the day to
" address individual instructional needs: The teachers and parents in both cities told us that
pulling students out of the class to address their instructional needs is something that works
very effectively at present in their schools. The main draw of this approach is that it provides

BELDEN RUSSONELLO & STEWART.
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students with individual attention that is often not available in a classroom full of students
and allows a chance to focus on the particular obstacles faced by that student.

Setting high academic standards: Setting high academic standards generates less interest
among the parents in part because they do not see low expectations as a defining factor of
their schools and partly because many fail to see how expectations drive improved learmng
The public generally prefers direct intervention (as encompassed in the earlier, popular-
policies) over the more overarching principles of higher standards.

Different grouping strategies: The most controversial suggestion is multi-age classes and
ungraded schools, and it met with the most resistance from focus group participants. The
teachers have some positive experiences with this policy, but the parents fail to see the
benefits or to be convinced by the argument that children leam differently enough to make
multi-age classes an effective solution. This is the only suggested policy that receives more
negative assessments than positive.

The participants in our focus groups recommend three other types of solutlons to social
promotion that we had not proposed. :

Address the psychological and discipline issues: Participants conceive of the roots of the

. social promotion/academic failure issue to be in the psychological needs of students rather

than as a functmn of their 1ntcllectual fa111ngs

This is important because the proposed solutions tend to be expressed in terms of addressing
academic problems. We suggest developing a conceptual overlay to the social promotion
policies that acknowledges the belief or fact that failure to thrive-academically among
students is often a breakdown in personal, family, and general social supports rather than a
breakdown-in the academic programs and instructional skills of school systems.

Also, it would also be useful for the Department to consider what kinds of specific policies or
practices to address psychological and behavioral problems could be included in guidelines to
reduce social promotion.

Professional development for teachers: The parents and teachers agree that today’s student |

is very different than the student of twenty years ago. To meet the new challenges associated
with the modern student, participants recognize the need for professional development to

~ keep teachers up-to-date with solutions to current problems.

Alternate sites: In every group, parents and teachers suggest that one possible solution .
would be to offer a way to move failing students out of classrooms and out of schools, into

BELDEN RUSSONELLO & STEWART
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special settings. Focus group participants acknnwledge that this might be a throwback idea,
but also suggest ways of adapting alternate sites to be more acceptable. ,

Addressing social promotion is good policy. The focus groups suggest that the Department is on
the right track with both parents and teachers in addressing social promotion. The parents and
teachers alike believe that interventions such as those highlighted by the DOE would be effective
at bringing students up to standards. The teachers and parents spontaneously suggest many of
the items on the DOE list and some ideas not on the list. The discussion is fueled by the
frustration with social promotion and the inadequacy of retention as the only means for copmg
with students who are not ready to move ahead.

Participants also believe that implementing these programs is financially feasible if school
chstncts are willing to make them a pnonty :

Finally, the parents and teachers are receptive to leadérship on this issue coming from the federal
level. Participants know the President has focused on education as one of his policy priorities
while in office and these parents and teachers believe advocating for increased student
achievement by reducing social promotion is a very worthwhile endeavor for the Administration.

BELDEN RUSSONELLO & STEWART




Appendix A:

Composition of Focus Groups

Total

Gender
Females
Males

Age

23 yrsto 29 yrs
30 yrsto 39 yrs
40 yrs to 49 yrs

50 yrsto 59 yrs
60+

Race
White
Black
Hispanic

Education

Less than HS.
HS grad

Some college
College graduate

Income
0-25K
25-50K
51-100K

Grade of children/taught

Elementary school
“Middle school

High school -

| Primary Language
English
Spanish

Location
Philadelphia
Houston

Years in teaching
0-5

5-10

1 10-20

20+

Parents

23

15
8

-1

SO oo N

N oo

10
13

Teachers

20

(=)}

- 00 O Wk

20

h

- 20

10

~3 O\ =~ O
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Appendix B:

Participants rate alternatives to

social promotion offered by the DOE’

a. Reducing class size
b. Setting challenging academic.
standards for students and outlining
specific proficiency levels expected of all
students ‘
¢. Developing better testing so teachers
and principals can identify problems
earlier and use that information more
effectively to identify and address student
needs. S
d. Creating more early childhood
programs such as Pre-Kindergarten and -
Head Start so that preschoolers are
prepared to leam when they come to
Kindergarten and first grade.
e. Providing summer school, tutoring, or
after-school programs for students who
need extra help.
f. Using different grouping strategies
such as multi-age classes or ungraded
schools. '
g. Ability grouping, that is leaving .

_ children who are having trouble in their

"grade, but pulling them out periodically

* during the day to address their individual
instructional needs.
hT Creating programs that help families

- develop skills to help their children with
homework, discipline and other
developmental needs.

" Parents ' Teachers
Good - Bad | Good Bad
idea idea | idea idea
22 2 15 2
14 2 12 i
21 1 11 2
17 0 17 0
20 2 19 0
4 10 9 5
17 3 14 1
18 4 20 0

Total’

33

23

29

34

37

-2

27

34

'Focus group participants were given a list of alternatives to social promotion Apfepared by BR&S in
consultation with the DOE. Twenty-three parents and twenty teachers were asked to mark those they
felt were good ideas with a check and those they felt were bad ideas or useless with an x. :

* The total column represents thé sum of the teachers and parents who checked the item as a good idea

minus the sum of teachers and parents who marked the item a bad idea.




Appendix C:

Quotes from focus group participants al'ranged by subject .

Social promotion defined

“That you promote the child basically due to age. My daughter’s been promoted constantly and I was told that they
wouldn't leave her back because it would be detrimental to her age.” -- Philadelphia parent

“If you’re such and such an age, you have to be in such and sucha grade No matter what, even if you are not
within the ability.” -- Philadelphia parent

Standards

“If we can do anything to...hold students feet to the fire to make them rise up to the standards that they need to have
then we are moving in the right direction. But I don’t know how the district is going to fund it because it is an
enormous amount.” -- Houston teacher

“If you’re sitting there saylng to this child, ‘If you don’t do this, if it doesn’t meet these requirements you wiil be
retained.” And some of those children may say, ‘If I want to get out of thls grade, I am going to have to meet this
requirement. I’m going to do |t *” - Philadelphia teacher.

_ “They‘re excellent they are excellent. But in practice it doesn’t always work out that way.” -- Philadelphia teacher -

“I don’t see what’s different. I mean, they always had standards. Settmg the standards doesn’t mean anything if

you don’t make students stick to the standards or the teachers or whoever the standards are set for. It's like makmg a’

law and not enforcing it.” -- Philadelphia parent

“If everybody knows what the agenda is then it’s up to those three [parents, teachers, students]” -- Philadelphia
parent '

“I thmk all kxds need to have a goal to reach for ‘cause they need to know what’s expected of them.” - Houston :
teacher .

“I think it’s just setting it up so if the kids don’t get there it’s like, ‘Who’s the failure in it all?’” -- Houston parent
“That's life. Yof‘u have a job, you meet the standards.” -- Houston parent

“But I think that...if they’d begin at age four or five with this greater firmness with their studies and qualifications
they’d have to have 100 percent doing better, then everybody would do better. Now. But much earlier, no...it
wasn’t like that.” -- LEP parent

“Because one has to know first where a child is going to end up for hiln to get there.” -- LEP parent
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Social Promotion is negative

“She’s not working on the seventh grade level. Why would you push her on?” -- Philadelphia parent

. “He just doesn’t have the skills to even fill out an application for anything because of them just passing him-along,

passing him along. It reaily was really bad for him.” -- Philadelphia parent

“But in certain subjects where you need the basics, like math, and the next course is based on the previous one they
are going to do the same mistakes as in the previous year. They are going to fail again.” -- Philadelphia parent

“If they are just going to pass them to the next grade they are dooming them to fail. They need that background to
go onto the next level and you're not helping them socially or academically. Definitely not!” -- Philadelphia teacher

“I think there should be some kind of ;Srogram'to send those kids to because they are not ready. I mean, they A
actually lack skills that’ll hurt them in the future. They may not be able to read a job application in the future. I just
don’t think social promotion is appropriate at any level.” Philadelphia teacher‘

“It's supposed to get tougher at each grade and they're aiready behind. How can just moving them on possibly do
them any good at all.” -- Houston parent

Social promotion can be appropriate

“There are children that really try hard and need that little extra something to maybe get them over the hump. If
they’ve demonstrated through the course of the year that they’ve done their homework, they actively participate,
but, God help them, they just can’t do well on tests or their projects aren’t quite the way they should be. But you
see the effort compared to the other kids who aren’t even trying. I think to leave this child down would be a sin.” --
Philadelphia teacher ‘

“Well you can have a fifteen year old in seventh grade and it can just be more socxally appropriate. That s the

i ratmnale -- Philadelphia teacher

1

“It depends on the individual child.” -- Houston parent

“I think that wé‘ ‘have to analyze what is wrong with the child. If the child is taking five classes, and of these five
classes, there are three or four in which the child isn’t doing anything, this child needs to repeat a year. But ifit’sa

<child having problems in one class out of five, then, they should give him the opportunity to go to summer school

and help him...” - LEP parent

Environment distracts students from achieving

“If it’s based strictly on grades then fine. But sometimes other things play into why a kid got retained...” --
Philadelphia parent -

“Well you know how some people become complacent. They’re just not in tune with what’s going on and maybe a
new subject could boost their interest and maybe they’re [teachers socially promoting a child] doing it with the hope
that they will grasp it. Or maybe they think there is something wrong within their life that is holding them back
from learning and push them on. Like maybe this is just a bad year and it might not be that they can’t do the work...
And sometimes teachers can sense that,” -- Philadelphia parent

BELDEN RUSSONELLO & STEWART
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Appendix C: Quotes from focus group participants 3

“We’re talking here about schools that are in the communities where sometimes the children have to work and go to
school. These students have a much harder life than those in another community that only have to go to school and
study ” -- LEP parent

“The parents lots of times don’t know about the problems that their children are havmg in school, and the children
don’t know that the parents can help. And, sometlmes it could be that the parents have probiems, and those
problems affect the chtldren ” -~ LEP parent

‘Social promotion as a district policy

“I believe the district is going through some policy changes with this issue -- from my understanding. So they are
going to do away with social promotion. What they are going to instill I don’t know.” -- Philadelphia teacher

“There have been times when it has been strongly suggested to you that ‘this child needs on should move on-and let
the world and the community take care of the needs that are missing. We have done as much-as we can do. Soitis
advisable --.and I’'m not telling you what to do -~ but I would strongly take a look at that, Ms. * And I go back
and I say, ‘No, this is not what I think we should do.” And maybe I am wrong but I do not believe in social
promotion.” -- Houston teacher

“Twenty years ago the principal I had said, “You make sure you flunk at least ten.... Now, a year after that I failed
seven or eight and he said, ‘Seven or eight! You failed seven or eight?!” And I said, “Well you told me to fail at
least ten!” And he said, ‘Oh no, oh no - it’s all been changed. Now it’s one or two. It's all been changed...It'sa
question of money and it costs a lot of money to fail a child.” -- Philadelphia teacher

“And if you fail too many kids, they’re gomg to look at you and they’ re going to wonder what happened »
Philadelphia teacher

“It runs in cycles. Thirty years ago it was one thing, then ten years later it was something totally different, then
fifteen years later it was a new program and then it all comes back again.” -- Philadelphia teacher -

“You just do the best you can...they do it, they still do it [socially promote students]. They re not really supposed '
-- Houston teacher .

“And then they [students] get to me in the elevemh or twelfth grade and it’s the last semester before they graduate
and you are expected to help.this student to ex:t -- Houston teacher
“Then it makes us look bad, like we don’t have any control and I get real angry...we get overridden by [the
administration}” -- Houston teacher

“They don’t challenge the kids that [are] laid back...that need that little push. They don’t really challenge them and
-academically...and if you don’t come to school, if you want to cut, that’s on you and they don’t say and force that
education is important: you’re going to need this someday. They.don’t really instill it in the kid’s mind to make
them see they’re really going to need it. The ones that sit there and don’t do anything -- thcy Just let them!” --
Philadelphia parent

“I think they do it so they don’t look bad...They don’t want to Iook like they’re doing a bad job.” -- Phil adelphla
parent

“It’s an assernbly line...Let’s push them through and then get paid.” -- Philadelphia parent
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“The administration expresses their personal feelings to the teachers to keep a certain percentage of kids passing...[If

you fail a student] it’s saying to your administrator that you’re not doing your job as a teacher.” -- Houston parent

“_..administrators just basi;:ally come down and tell their teachers, ‘Look you knov}, we just can't have that failure
rate because if we do, I look bad. And if | look bad, you look bad, They’re [teachers] more or less powerless.
They are more or less passing the problem onto the next teacher.” -- Houston parent

Parental involvement

“If you have parents who are concerned and anxious to succeed then they are there and they support the children.
~ And the children succeed.” -- Houston teacher

* “There are some programs. Not enough.” -- Philadelphia teacher
“Yeah but it would only help those people that come.” -- Philadelphia teacher

“I don’t think it’s a realistic expectation that you’re going to be able to teach some of these adults enough math to be
. helpful to a student. What would be helpful are the other issues, the underlying issues. If you could help them with
discipline and developmental needs then they could be tutored to handle with the math and the homework piece... If
you take care of those other two things with an intervention with the guardian or whatever then the academic stuff
can be worked out in the framework of school.” -- Philadelphia teacher

“A Iot of it stems from their family backgrounds. There was a lot more involvement with the home years ago. You
saw the parent, the parent saw you, there was a constant go between. Nowadays, I can’t find some of the parents.”
- Philadelphia teacher -

' “The people that want to do it are going to do it anyway regardless' of a policy.” -- Philadelphia parent

“Outreach to parents. Say, ‘Hey! we need your input. Please come to these meetings. Not everyone is going to
come but at least some will get involved...” -- Philadelphia parent

“You have'some parents that can’t participate because they are a single parent and they have to work. It’s not that
they don’t care but they are the sole providér in their home and they just cannot get up to their schools to participate.
If you could set it to a schedule for that parent, or to their individual needs...yeah, I think that would be great.” --
Philadelphia’partht

“You see how you have parents who are involved with their own children. Since they have time to be involved with
their own children why can’t you develop a group for those parents who have the time to donate the time to kids
whose parents don’t have time...And it’s not even time sometimes. Some parents are on the same education level as
their child.” -- Philadelphia parent

“It’s not just the parents, it’s the whole community.” -- Houston teacher
“Just like [ think we should take into consideration the individual needs of the individual children, we also need to
take into account the needs of the parents. Even though we really wish it was like it used to be and all that, it’s

really not. Soif we could have different kinds of parent things and to help the parents and bring them up to where
are standards are.” -- Houston teacher
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“A parents return to school program...be in the school where they can learn the things their students are learning,
refresh themselves, become familiar with the language Whatever they need.” -- Houston teacher

“Some of the things their kids are doing in school they can’t do. They can’t help them with those skills and they
really would like some help to help their child.” -- Houston teacher

“It would be a good thm<7 g just at certain levels to explain to parents what techmques you re using.” -- Houston
parent :

“You have some parents who didn’t finish school. You have parents who can’t even read.” -- Houston parent

Alternate sites

“The only solution that I can se€ is to go ahead and keep kids who are on track or within a few years of track at their
home school and then to make altematwe sites, alternative schools for kids who are off track -- letting them move
into a much slower paced program -- Houston teacher

- “When you get into high school and not elementary and middle school, would you want your child going to school
with someone who’s an adult and thinks like an adult and you have a ninth grader with a twenty-one year old. So, [
think there should be a program for thiem; but [ don’t think they should be in high school.” -- Philadelphia parent

“Just like they have magnet schools they can have special education school.” -- Philadelphia parent

“A school where they hire teachers who can teach them because I think the average teacher can’t.” — Philadelphia
parent

“They should be able to get a child who will not do, who is a problem, out. They should not have to deal with it.” -
Philadelphia parent

“We could do charter schools that focus on one way that children learn or you could do the format system in which
every way the child learns the child is exposed to. Alternative school does not need to have a negative
connotation.” -- Houston teacher

“It could be an alternate site on campus.” -- Houston teacher

-

“They expect for the teacher to take her time out from twenty to twenty-five kids to modify this student hére, to help

»n

this student... the teacher, she just can’t take time out just because this student is not on grade level!...” -- Houston

parent
“Send him to a different school and have a specialized school for kids with learning problems.” -- Houston parent A
“Alternate education...like trade school.” -- Houston parent

“I think they should have a center: a special place where they concentrate on whatever...” -- Houston parent
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Retain at what age?
“If they could do something prior to high school, that’s different.” - - Philadelphia parent

“[ think the problem becomes the more years you promote someone, the more years you do that, you can’t retain
them because you compound the problem every year as that child falls farther and farther behind and we are not -
going to accomplish anything. If you don’t do it in the beginning and get that child up to speed, you go six, seven,
eight years and each year they lose more and more.” -- Philadelphia parent ‘

“It’s usually going to start in 'the lower grades.” -- PhiladelphiaAte‘acher

“There is another break point - it seems to be between sixth, seventh, eighth grade where adolescence kicks in and I
see, especially a lot of boys, are getting left down during that period of time because of the changes and so forth that
they must be going through. So, there’s more to it than just academics there’s a whole physiological and :

psychological thing going on here that impacts on the kids and that is not being addressed.” -- Philadelphia teachers

“When you are [grades] one to three or one to four these are not things kids think about. But moving from fifth to
sixth -- it becomes a social thing.” -- Houston parent

Retention and its connection to dropping out

“We have fewer chlldren drop out if we can keep them into schiool... that’s what [ keep hearing: that if we keep
them with their group they will stay in school longer.” -- Houston teacher

“When those kids get retained then they get in High School and they are nineteen, twenty years old!” -- Heuston
teachers

“Thereisalso a psychofogical factor when you fail.. It can be so detrimental to you...That failing could ruin a
child’s whole life.” -- Philadelphia teacher :

“I think [social promotion] at the higher level, it deters drop outs.” -- Houston parent

“It seems to me that this practice of retaining the child one or two years can really affect the student a lot because,
logically, his elasemates pass and he is left behind, I think that that can affect the child a lot, psychologically. And’
in the future he could say that he’s leaving school, because he doesn’t want to feel ashamed that all of his classmates
passed on to the next grade while he was left behind. Me, I think that it’s something that a child at this age, who
wants to be popular, I think there is a large emphasis on the child’s psychologlcal state and what is done.” -- LEP
parent

Other options

“Is there another alternative? Can’t you intervene before retention and can you extend time periods so you spend
more time with these children? Does it [retention] have to be your only option?“ -~ Houston teacher

“What [ would rather see, instead of socially promoting this child, is like you're saying, the other altemative. There

should be other alternatives for... the ones who are to0o old and shouldn’t be in there because they might hurt the
little ones and the others one when he’s really trying hard and just isn’t quite there. He’s not quite ready to go to the
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next grade so he shouldn’t reaily go to the next grade. There should be some alternative like summer school, where
he can go and pick it up and then go to the next grade...” -- Philadelphia teacher

“It is not a solution. There have to be other alternative places for students to meet the standards and the
benchmarks.” -- Phi adelph!a teacher. :

Funding

“It’s reconsidering and looking at things again and rerouting it.” -- Philadelphia teacher

Feasibility of solutions’

“ don’t think any of these on an individual basis is,going to solve the problems. They're all pieces of the puzzle
that can be put together-and collectively they might answer the problem. But I don’t think any one of these is going
to answer the problem in and of itself.” -- Philadelphia teacher

“It depends on how they prioritize it. For me it would be a priority.” -- Houston teacher

“It’s more expensive, but we’re growing. There are more people here now than we have had in the past. We are
growing...everyone is coming here. There is more money.” -- LEP parent

3

Class size
“Nobody would object to it, that’s for surel” - Philadelphia teacher

~“I think a big issue is class size. Until classes are made smaller...s0 many other things could be put into place if the
class size was smaller.” -- Phtladelphxa teacher

- “Class size is not the answer to everythmg, though...Adjusting class size in and of itself is not the answer. There are
a lot more parts to it” -- Philadelphia teacher '

“I think with ‘the stream of children that’s coming through schools now you need smaller classes because they need
more attention to be able to learn. And the teacher doesn’t reaily have the opportunity to get those who realiy need
her help because she has thirty-five kids.” -- Phllade:lphxa parent

“When there are more students you have a higher chance of disciplinary problems.” -- Philadelphia parent

“It’s not a cure-all.” - Houston parent

“It should be kept in the forefront.” -- Houston parent

“Smaller classes is more individuality.” -- Houston parent

“There isn’t enough time...for each course, to explain and answer questlons and keep order or explam something if
there is a problem. There isn’t enough time.” -~ LEP parent
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Assessment and developing new testing -

“It has no purpose. We see no benefit. That’s where I come from.” -- Philadelphia teacher

“The school district uses it for funding purposes.” -- Philadelphia teacher

“They don’t have to develop them, they already exist...the stuff is out there. There don’t need to reinvent the
wheel.” -~ Philadelphia teacher .

“The, only reservation [ have is some students don’t test well. They may be a very good student but they don’t test
well...” -- Philadelphia parent

“It really depends on the child’s environment, it depends on what district you are in. Idon’t think we can make a

 general, blanket statement like one test for all tenth graders.” - Ph;ladelphla parent

i

Y
“We want our children to be successful and a lot of things that make them successful in the world cannot be tested
on a traditional test. So we need to look, and see.” -- Houston teacher - : : :

- “I'm so tired oftesting thesc kids! They’ve been tested, tested, tested!” -- Houston teacher

“And experienced teacher knows within a week what that child’s weaknesses are. Better diagnostic testing may or
may not be beneficial. It may just take up more time.” - Houston teacher :

“At the high school level we have the Stanford 9 test, the TOS test, the end of course exams for biology, algebra,
etc. And to add another test when we have lost so much instructional time already may not be beneficial for the
students.” -- Houston teacher

“Sometimes, the children suffer from dyslexia, and they can’t learn—-they can’t. With all of them, in'Kindergarteh,
in first and second grade, and they can’t. And the teacher repeats that they can every two years, three years the
child is there, and nebody ever knew that the child had dyslexia. And they deal with these children, and they

‘acquire problems because nobody ever thouvht ‘Oh! What’s happening with this child?"” -- LEP parent

Early childkood pfograms

 “That’s an excellent, excellent idea.” - Philadelphia teacher

-~ -

“I think by the time they get into first grade they wouid be ready to learn.” -- Philadelphia parent

“1 think it would have a long-term effect because it would let them mature a little more.” -- Philadelphia parent

‘“Some of the parents now don’t take the time with their children...this kmd of program would help a lot.”

Houston teacher

~“If a child starts out in Head Start, by the time they get to third grade they pretty much have it.” - HOuston parent :

“A lot of them {early childhood programs] are like baby~sxttmg 'I’herc s no educatlon in there at all It’s like
daycare.” -- Houston parent
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“They can teach them other things, like how to behave. Because when they are very small, sometimes if there are a
lot of children, and they are in a program, they can learn how to behave themselves, or listen to someone, or how to
act with a group, all of this. This is important in the program.” -- LEP parent :

Ability grouping
“It’s like tutoring and mentoring...and all that other stuff.” -- Philadelphia teacher -

“It starts with ability grouping but the movement, especially at the middle school, is toward heterogeneous
grouping.” -- Philadelphia teacher

“It’s just not the PC thing right now though it’s been done for years and may come back.” -- Philadelphia teacher
“Some children might put a stigma on those chnldren,. - Phdade Iphia parent
“We do that sort of thing and. it’s been really successful.” -- Houston teacher

“I don’t think they should be isolated. I think the young adults should be identified and possibly place, the ones that
[are] almost on the same level, together so they don't feel inferior. Those should be taken out of the normal
classroom.” -- Houston parent

“They do that a lot.” -- Houston parent

“It’s realistic. Ours already does it.” -- Houston parent

* Special populations
“There are a lot of the same strategxes we use.” -- Philadelphia teacher

..my son had a teacher, but the teacher moved and he didn’t have a teacher. And they had to wait a month or more
for a bilingual teacher because they didn’t have one. And he was falling behind in his classes.” - LEP parent

Extra help

“Remedial programs, things that get the student up to grade.” -» Philadelphia parent

“Sometimes their achxevement is based on their relatlanshlp with their teacher and S0 anew teacher can cause them
to excel.” -- Philadelphia parent

“We’ve been trying to beef up the program. One of the things we have this year that works nicely and supports
those people who are having such a hard time is a one-on-one readmg program.” -- Houston teacher

“There are jump-start programis for kids who are borderlme...so for a child that has been rétaihed, gét them the extra
help they need and it will maybe get them back on grade level.” -- Houston teacher

«_..if the mother is informed about the programs that'the school has that they can find out about...I think that the

schools have a lot of programs, that if the children investigated them from the beginning, they’re going to make use
of them...” -- LEP parent ‘ : ‘
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Summer school

“They were ab!e to go to summer school, to kind of make it up and then they went to Star Academy for the first
semester If they tested out they were sent on with their class.” -- Houston teacher :

“We need to include transponation in that. One of the problems with the programs now is that transportation is not
extended to the children who need it.” -- Houston teacher

After-school programs

“You tell a child to stay off the corner and get an educatmn but what are you giving them afterwards...they don’t
have anything interesting to do. They [are] in school all day and you want something to do afterwards.” --
Philadelphia parent

“They get that help they didn’t get while they were in school.” - Houston parent

Multi-age grouping

“I taught in a school that was ungraded for three years and it was not successful...And the parents cou ld not handle it

at all.” -- Houston teacher
“I think it’s going to be a hard community sell.” -- Houston teacher

“I think kids need to be with their peers...Socially a fourteen year old doesn’t belong w:th a ten year old or a nine
year old.” -- Houston parent

“Maybe that happened.in days past, in a one room schoolhouse.” -- Houston parent

“It does happen in high school.” -- Houston parent

Professional development .

“Teach the teachets how to handle certain problems...the kids are different than they were when we were kids. So
they can’t use the tactics they used in the ‘50s.” -- Philadelphia parent

Presidential role

“The President says that education is very important and he is putting a couple of policies in that he felt were
important to education and I think that if he promotes it them the rest of the people down the ladder will fall in place
with it if he really lets them know that it’s important to help our children better themselves.” -- Philadelphia parent
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Other

“The school and the surrounding area -- you have people hanging out around the area, around the schools. And
sometimes its not heated right...And when you get into warmer days they have to open the windows and there is

stuff going on outside.” -- Phifadelphia parent

“The ratio of student to counselor should be real low. Not 700 to one.” -- Philadelphia parent
“Put an extra teacher in there, or a teacher aide.” -- Houston parent

“Talk to the children. Ask them what’s on their mind.” -- Houston parent
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Appendix D: | Handout

For English dominant groups

Name:

Date:

a. Reducing class size.

b. Setﬁng challenging academic standards for students
and outlining specific proficiency levels expected of
_allstudents.

¢.  'Developing better testing so teachers and principals
can identify problems earlier and use that information
more effectively to identify and address student needs.

d. Creating more early childhood programs such as Pre-
Kindergarten and Head Start so that preschoolers are
prepared to learn when they come to Kindergarten ‘
and first grade.

e. Prbviding summer school, tutoring, or after-school .
programs for students who need extra help.

f. Usiﬁg different grouping strategies such as
multi-age classes or ungraded schools.

g. . Ability grouping, that is leaving children who are
having trouble in their grade, but pulling them out
periodically during the day to address their individual
instructional needs. S

h. Creating programs that help families deveh;p skills
to help their children with homework, discipline and
other developmental needs.




Appendix D: Handout

For Spanish dominant group

Nombre:

Fecha:

a.

C.

€.

Reducir el niimero de estudiantes por clase.

Dar a conocer de antemano los niveles de desempeiio
y estandares académicos que cada estudiante debe
alcanzar.

Desarollar técnicas de evaluacion que permitan a los
profesores y directores identificar los problemas que
enfrentan el estudiante y responder a sus necesidades.

. Establecer un mayor niimero de programas a nivel

preescolar que proporcionen las herramientas
necesarias para que al ingresar al Kindergarden o
primer afio escolar.

Provenir escuelas de verano, tutores, o cursos extras,

despues del dia escolar, para los estudiantes que necesitan

ayuda especial.

Utalizar estrategias d@férentes para agrupar a los
estudiantes, por ejemplo clases con edades mixtas.

-~ - .

Agruparse de habilidades, es decir, mantener en el curso
a estudiantes con dificultades y ofrecerles asistencia
adicional a través de reuniones periddicas en las que se
acometen sus necesidades de aprendizaje.

Crear programas de capacitacion para enseiiar a la
familia a apoyar al estudiante en sus tareas,en
disciplina, y en otros necesidades de desarollo.




