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1998 MINNESOTA EDUCATION YEARBOOK:
EXECUTIVE SUMMARY

MINNESOTA: A
STATE OF REFORM

independent Office of Educational Accountability (OEA) to advise

the education committees of the Minnesota Legislature and the
Commissioner of the Department of Children, Families and Learning, at least
on a biennial basis, on the degree to which the statewide educational account-
ability and reporting system includes a comprehensive assessment framework
that measures school accountability for students achieving the goals described
in the state’s results-oriented Graduation Rule. The University of Minnesota’s
College of Education and Human Development was contracted to establish

the OEA in early 1998.

Thc 1997 Omnibus Education Bill authorized the formation of an

The mission of the OFA is to analyze and periodically report on the needs of
students and the condition of K-12 education in Minnesota, as reflected in a
comprehensive set of indicators. Our reporting will be designed to inform
and facilitate the improvement of elementary and secondary education on a
statewide basis. It is our hope that the OEA will play an important role in
enhancing the capacity of local schools and school districts to use performance
information in their own continuous improvement efforts.

The educational system can be likened to a forest in which the districts and
schools are the trees. This initial report attempts to examine the forest, rather
than each particular tree. It is designed to be the first in a series of annual
reports charting the progress of Minnesota’s educational system. Data on
individual schools and districts appears on the website of the Minnesota
Department of Children, Families and Learning at: hup://cfl.state.mn.us .«

Our state’s current educational reform initiative, commonly referred to as the
Graduation Rule, has its roots in at least two other major policy initiatives over
the past twenty-five years (Mazzoni, 1993). The first was the school finance
reform initiative of 1971, known as the “Minnesota Miracle.” At that time,
Minnesota began financing elementary and secondary education through the
use of a2 minimum foundation program, which was intended to provide
adequate funding for the state’s public education system while compensating
for variations in property wealth among the state’s hundreds of local school
districts.

The second major reform period began in the mid-1980s, with several pieces
of successful legislation focused on school choice. The Postsecondary Enroll-
ment Options, the “open enrollment” options program, and the formation of
charter schools are all examples of Minnesota’s dedication toward providing
choice.

Our current drive toward standards-based reform began in 1992, when the
Legislature approved the Graduation Rule, comprised of: (1) the Basic Stan-
dards, representing the minimum skills required of all students for high school
graduation; and (2) a sequence of Preparatory Standards for grades K-8 and
High Standards for grades 9-12 that students are expected to achieve before
leaving school. New assessments followed the adoption of the Rule to evaluate

vii
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THE ORGANIZATION OF
THE REPORT

OUR FINDINGS ON
EDUCATIONAL INPUTS

. viil

student progress toward these new standards. The Minnesota Comprehensive
Assessments at Grades 3 and 5 assess students’ mastery of the Preparatory
Standards at those grade levels. The Basic Standards Tests of reading, math-
ematics and writing are now offered to students beginning in eighth grade,
and must be passed before graduating from high school. And finally, perfor-
mance-based assessments, or “packages” linked to the Preparatory and High
standards are completed by students throughout the grades. These classroom-
based assessments provide information for a Profile of Learning to be devel-
oped for each individual student.

The 1998 Yearbook is supported by a review of the research into what makes a
difference in our attempts to provide quality education to all our children and
youth, and builds upon earlier efforts in our state to identify the most impor-
tant educational inputs, processes and outcomes on which to focus our collective
work at helping students reach higher levels of achievement (e.g., Bruininks,
Bielinski, Danielson, Davison, Erickson, Lock, Lydell, Norline-Weaver,
Seppanen, Thurlow, & Ysseldyke, 1996). Educational #npu#s are commonly
thought of as the human, financial and material resources brought together in
teaching and learning. Indicators of educational inputs featured within this
report include school finance information, teacher characteristics, student
characteristics, and staffing ratios. Educational processes define the interactions
of these inputs—shifting from the question of “what is present in the school?”
to “what is happening in the school?” The process indicators included in this
report include student participation in challenging high school courses,
attendance patterns, and graduation rates. While we recognize graduation is
commonly considered an educational goal, it has been placed within this
report as a process indicator to reflect its critical importance to later achieve-
ment and student success after high school. Educational outcomes in this
report are framed in terms of student achievement, with the performance of
Minnesota students benchmarked at the international, national and statewide
levels. Also included within this outcome area are indicators of the academic
preparedness of college-bound students.

A number of data sources at both the national and state level were reviewed in
compiling the indicators of educational inputs featured within this report.
The report focuses primary attention on (1) the financial resources brought to
bear on our state’s public education system, (2) several characteristics of our
current K-12 teaching force; (3) the changing demographics of our student
population; and (4) the ratio of teachers and staff to students in Minnesota
schools. Among our findings:

* Minnesota’s per pupil funding (adjusted for inflation) has increased over
time, but at a slower rate than for the nation as a whole. During the 1959-
60 school year, Minnesota spent $2,177, or 13% over the national average
of $1,920. In that year, Minnesota ranked tenth nationally in per pupil
spending. By 1989-90, Minnesota’s per pupil funding had fallen below the
national average of $5,899, and did not again exceed the national average

until the 1994-95 school year.

* The age distribution of Minnesota teachers has shown a dramatic change in
the last ten years. In 1987-88, a majority of teachers fell in the 3544 age
bracket (40%). Today, the largest group (38%) of teachers is between 45
and 54 years old (Minnesota Department of Children, Families & Learn-
ing, 1997).
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* Minority students are characterized by higher rates of poverty, limited
English proficiency, and disability. If increasingly greater numbers of
Minnesota’s minority students are faced with these same challenges, higher
rates of achievement and graduation will require new strategies for instruc-
tion and curriculum.

Our FINDINGS ON Student achievement can never be realized without the active participation of

FDUCATIONAL PROCESSES: students in the learning process. This report investigated several dimensions
of student participation in school, including attendance rates, graduation

STUDENT rates, and measures of how well our students are taking advantage of course

PARTICIPATION IN opportunities. Among our findings:

SCHOOL; AND ¢ From 1987-88 to 1997-98, the proportion of college-bound ACT test-

COURSEWORK, takers completing a recommended basic academic core for postsecondary

ATTENDANCE AND success has risen from 55% to 73%. This rise in preparation is extremely

GRADUATION encouraging, but the uneven distribution of that preparation over
Minnesota’s ethnic groups is not.

* Increasingly, high school students in Minnesota can elect to take college
level work in Advanced Placement, International Baccalaureate, and Post-
secondary Enrollment Options programs, and they have been choosing to
do so in increasing numbers.

¢ There is a decline in school attendance from fifth to twelfth grade, which
may reflect the declining attendance of some students who eventually drop
out of school. Stemming the decline in attendance during the secondary
grades may be essential to cutting the dropout rate.

* For the state as a whole, 78% of the 1994 ninth graders in the study
graduated from a Minnesota high school four years later. Eleven percent
left high school, and another 11% were still enrolled in high school but had

not yet completed work for their diploma.

Our FINDINGS ON Our review of the achievement performance of Minnesota students in national
FEDUCATIONAL and international achievement testing was limited by the subject areas assessed
and the grade levels included in such studies. State level achievement data was
OutcoMEs: THE readily available for students in Grades 3, 5, and 8, due to the expansion of
ACHIEVEMENT OF OUR Minnesota’s statewide testing programs. Also included in our examination
STUDENTS IN was the performance of college-bound students in the ACT Assessment. Our
review of the performance of Minnesota students in these various assessment

INTERNATIONAL, programs leads us to the following conclusions about the performance of
NATIONAL AND Minnesota students:

STATEWIDE TESTING REGARDING NATIONAL AND INTERNATIONAL COMPARISONS OF READING

ACHIEVEMENT:

* Despite our state’s decline in reading scores in the National Assessment of
Educational Progress from 1992 to 1994, only Maine clearly outscored
Minnesota students, and the reading achievement of our fourth graders
remains near the top nationally. In a recent international study of reading,
the United States average was significantly exceeded by that of only one
country. Therefore, we can be relatively sure that Minnesota students’
performance in reading would be internationally very competitive, at least

at the fourth grade level.




REGARDING NATIONAL AND INTERNATIONAL COMPARISONS OF MATHEMATICS

ACHIEVEMENT:

* At both fourth and eighth grade, the achievement of Minnesota students
compared very favorably to that of other states in the U.S., but in math-
ematics comparing favorably to other states does not make the performance
internationally competitive. Based on our performance in an international
mathematics assessment and an analysis of our curriculum, a re-analysis of
our mathematics curriculum seems warranted.

REGARDING NATIONAL AND INTERNATIONAL COMPARISONS OF SCIENCE

ACHIEVEMENT:

* Minnesota’s public school eighth graders achieved an average NAEP science
scale score of 159, well above the national average scale score of 148, and
significantly exceeded by only two other participating states (Maine and
North Dakota). In a recent international science assessment, only eighth
grade students in Singapore significantly outscored Minnesota students.

REGARDING THE MINNESOTA STATEWIDE TESTING PROGRAM:

* The large number of eighth grade students failing to meet the high school
minimum on the Basic Standards Tésts remains one of the state’s most
pressing educational problems. By high school, students should move
beyond basic skills to more challenging outcomes in core subjects, in
vocational training, and in the arts. The uneven achievement of student

ethnic groups in the Basic Standards Tésts needs to be systematically ad-
dressed.

* The largest gender difference is in fifth grade writing, where 87% of girls
and 74% of boys scored at or above Level II; 52% of girls and 32% of boys
displayed the solid mastery of challenging material characteristic of Level
I1I.

* The large differences among various ethnic groups in reading, writing, and
math across all grades are incompatible with society’s diversity goals and
with our state’s drive toward higher standards for all students. Any ap-
proach toward addressing the inequity of achievement among Minnesota’s
minority students must take into account various factors: lower attendance,
higher rates of poverty, greater mobility, and higher proportions of students
with disabilities and limited English proficiency.

* The achievement levels in charter schools pose a challenge to parents and to
the agencies which charter those schools.

REGARDING COLLEGE ADMISSIONS TESTING:

* While ACT college admissions scores for Minnesota declined through the
1980s, they have risen through the 1990s. Of the states with 50% or more
of its students taking the ACT, only one state had an overall average scale
score higher than Minnesota in the 1998 ACT administration.

* With the emphasis on minimum competency engendered by the Basic
Standards Tests, there has been concern that the education of high ability
students may be neglected. Our state’s rising ACT scores and the increas-
ingly higher course preparation of college bound students should help allay

this concern.
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CHAPTER 1
INTRODUCTION

he state of Minnesota is

involved in a continuing effort
to evaluate and improve the

quality of education for all children.
To understand the complexity of such

an effort, one must remember that

Minnesota’s public system enrolls

840,000 students attending 2,000
school sites distributed among 350
districts. In addition, schools offer a
variety of programs designed to address
the needs of students, such as special
education programs, orEnglish instruc-
tion for children with limited English
proficiency; and any of these programs
may be administered separately from
the “regular” educational curriculum.

The educational system can be
likened to a forest in which the

districts and schools are the trees.

charting the progress of Minnesota’s
educational system. For data on
particular schools and districts, the

Learning, at:
herp:/iwww.cfl stare. mn.us

This report covers the outcomes

currently in Minnesota’s educational

reporting system, the reforms

to achieve them.

Chapter 2 describes Minnesota’s
reform efforts and briefly explains
how they are different from reform
efforts in other states. The reforms

adopted by other states can suggest

modifications to our own current
efforts.

reader should consult the Minnesota
Department of Children, Families, and

designed to enhance those outcomes,
and the investments we are making

there are adequate resources to reach
the desired outcomes.

Chapter 4 addresses issues of
student participation, including
courses studied, attendance, high
school graduation rates, and dropping
out. These behaviors are of interest for
their own sake, and because they
contribute to achievement.

Chapter 5 describes achievement,
beginning with national and interna-
tional data benchmarking the
achievement of Minnesota students
against that of other students and
countries. It then moves to a more
detailed analysis of achievement
within Minnesota as reflected in the
statewide tests given to all students at
third, fifth, and eighth grades. Then
it describes the performance of
college-bound Minnesota students on

This report looks at the forest rather
than at each particular tree: it exam-
ines the entire educational system in
Minnesota, not individual district or

Chapter 3 describes educational
inputs: school finances, the teaching
faculty, student characteristics, and
school characteristics. These can form
the basis for a discussion of whether

the ACT Assessment (ACT).

We summarize our major ﬁndings

school performance. It is designed to and conclusions in Chaprer 6.

be the first in a series of annual reports

MAKING CHANGE WORK

The theme of this report is change: how
and what is changing in Minnesota’s
education system. The Minnesota
Education Yearbook is designed to
report on the status of education in
Minnesota, and to provide information
for policymakers and other stakeholders
that will facilitate the process of decision
making.

The vision of Minnesota’s account-

of information by making sure that,
figuratively speaking, apples are compared
to apples rather than to oranges.

The shaded boxes that appear throughout :
this report will help to supply some of
this type of information. We will include
comparisons of tests from the 1930s and
today, explaining some of the major
differences in what is tested and the
reasons for the change. We will also
include examples of real-life student and
teacher experiences with the Profile of
Learning’s High Standards. These sections
illustrate how the Profile of Learning
functions in an actual school situation
with real students: what a project
assignment looks like, how a student
might approach each kind of project, and
how projects might typically be evaluated.

Quantitative information is extremely
useful. It can help us to identify exactly
which students do well or poorly, help us
to see whether inputs such as dollars are
having the desired effect on student
performance, and tell where our percep-
tions of the public education system do
not match the reality.

Much of this information is very
quantitative: it measures how much,
how often, how many. It describes the
exact limits of the research that has
been done. It takes note of where exact
information has not been collected, and
it enables the reader to compare pieces

However, it may not be the best way of
conveying a sense of the totality of the
circumstances surrounding students’ or
teachers’ experiences with education.

Q
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HOW TESTS HAVE CHANGED

In the late 1930s, Minnesota had statewide examinations in both elementary and secondary grades, administered by the
Minnesota State Board of Education. Compared to our present focus on reading, mathematics, and writing, these earlier tests
covered several different content areas, including English, Mathematics, Science, Geography, and Social Studies.

How does the content of yesterday’s eighth grade Genera/ Mathematics Test compare with today’s Basic Standards Tes®

The 1938 General Mathematics Iltest was administered on Tuesday, May 31 starting at 10:15 and ran for two hours. As
compared to today’s Basic Skills Testin Mathematics, which students first take in eighth grade, the old test had more computa-
tion problems. For example:

Subtract: 8973 Divide: 3.2 541 .6
- 4316
The 1938 test also contained definitional questions. For instance, the student had to select one term (from a list of 15 terms)
that means “Profits divided among stockholders.”
There were also applied problems similar to the ones which dominate today’s test. For example:

Mr. Jones receives a salary check of $75 on the 1% and 15 of each month. Items spent were:

Food $20 Clothes $5.50

Rent $39 Savings $15

Gas $1.24 Books and shows $3.25
Telephone $2.75 Mear $3.00

Electricity $1.75 Milk $4.00

Whart is Mr. Jones’ monthly salary?

What per cent of his salary was spent on rent?

Find the area and the perimeter of a square 40 rods on a side. How many acres are there in the square plot?

(contd on p. 3)

ability and reporting system coversa  attention in upcoming reports. Post-  compliance with statutory require-
broad array of indicators spanning secondary outcomes, vocational ments (Minnesota Statute,
education from pre-kindergarten to  education, arts education, school §120B.30, Subdivision 1b [1998])
post-secondary levels. Of necessity,  safety, and adult education are data on student performance featured
this reporting system will continue  potential topics for future reports. in this initial report will serve as a
to develop over time, since some Graduation rates and educational baseline against which future perfor-
indicators are not available for all attainment data in Chapter 5 suggest mance can be evaluated.
schools before certain dates, and more attention to adult education in ) ..
. . Educational accountability in
other information has never been future reports. . . ,
Minnesota is part of the state’s larger,
collected at all. . . . . .
Besides reporting on these addi- system-wide reform effort. As in
Future reports will cover an tional indicators, future reports will  many states, our reform effort is
expanded set of indicators. For also provide trend information on standards-driven. That is, the state
instance, early childhood education  key indicators to provide a better and many districts began by estab-

and school readiness will receive more  picture of our continuing progress. In lishing educational standards—
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in this example:

Figure 1 Figure 2

i

income?
Clothi
10%

Food
40%

In the spinner game below, you win if you spin an odd number, and you lose
if you spin an even number. What is the probability of winning?

How Tests HAVE CHANGED (onci from p. 2

Today, because of the widespread availability of calculators, there is less need to do mathematical calculations by
hand. Students can use calculators for all but the estimation portion of the Basic Standards Testin Mathematics. There
is more emphasis on statistics. Students must still know definitions, but they must be able to apply them practically, as

Angelo saw the figures below on his way to school. In which figure did he see the shape of a pyramid?

Figure 3 Figure 4
) A Flgure 1
B. Figure 2
C Figure 3
] a D. Figure 4.

Most questions require students to apply their mathematical skills. These
simple statistics problems are typical:

The circle graph below shows how every dollar could be spent from the
family budget. How much money is spent for clothing out of every dollar of

A $1.00

B. 10 cents Hand calculation problems have been replaced by
C. 1 cent ones in which students must estimate the correct
D. 156 cents answer without the aid of a calculator:

The fuel cost of driving a truck is about 12
cents a mile. Approximately how much does
it cost to drive a truck 96 miles?

A $0.90
B. $6.00
C $ 8.00
D. $12.00
15 5 A loutof4
B 5outofl5
C. 3outof4
12 11 D. 2ourof4
statements of what students should importantly, for our purposes, these context of a variety of circumstances.
know and be able to do at various standards have guided our selection  In order to understand what is
points in the educational process. of outcome indicators — measures of happening now in our educational
These standards have served as wha.t students have learned and system, it is helpful to ta?ke a back-
attained. ward look, toward the history of

guides for curriculum reform,
instruction, and assessment. Most

O
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CHAPTER 2

SCHOOLS IN AN ERA OF REFORM

THE CALL FOR EDUCATIONAL
REFORM

ike most other states, Minne-

sota has embarked on a major

effort to transform its system
of public education so that
tomorrow’s students are prepared to
meet the challenges of the 21
century. Numerous federal education
initiatives, coupled with growing
public dissatisfaction over our
country’s present system of school-
ing, have fueled a serious reevaluation
of our traditional notions of educa-
tional policies and practices. Com-
munities of stakeholders at all levels
are being challenged to think differ-
ently about virtually every aspect of
elementary and secondary education.
On a national level, several factors
appear to have inspired our current
interest in reform:

¢ National reports of declines in
educational achievement

* Reports that American students’
mathematics and science achieve-
ment test scores are lower than
those of students from other
industrialized countries

* Taxpayer concerns about whether
increased spending is improving
the quality and the outcomes of

education

* A strongly-held perception that
educational reform is the pivot of
economic development

* Increasing demands that education
respond to our increasing orienta-
tion toward information and

technology

* Strong concerns about the poor
performance of students in our
core cities

* A focus on educational equity and
the achievement of female, minor-
ity, and disadvantaged students.

Identifying the exact origin of these
various concerns is difficule. How-
ever, in the opinion of many, the
major flashpoint of public concern
was the declaration in A Nation at
Risk (National Commission on
Excellence in Education, 1983) that
our country’s educational problems
were undermining the nation’s
future. The resulting national
discussion challenged states to
improve the quality of their educa-
tional systems and, at the same time,
their students’ ability to compete
successfully in a global market.

STANDARDS: THE COMMON
THREAD

If there is a common theme among
the various state-level efforts to meet
these challenges, it is undoubtedly in
the articulation of standards, the
knowledge and skills we expect our
students to have. Many would argue
that no other aspect of educational

reform can advance without first
specifically defining our expectations
for learners. Among educational
reformers, two different types of
standards are most commonly
discussed: content and performance
standards.

Content standards articulate and
define the knowledge and skills that
are expected of students in different
content areas, such as English,
mathematics, and science. Perfor-
mance standards are the established
benchmarks of student performance
that are linked to assessments of the
content standards. While content
standards answer the question,
“What is it we want our students to
know and to do?” performance
standards address the issue of “How
well do we expect them to know it or
do i?” Many states have identified
performance standards not only for
students, but for schools and local
school districts as well.

In 1997, the American Federation of
Teachers’ report, Making Standards
Matter (1997a), stated that 49 states

Figure 2.1 Statewide Assessments by Content Area
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Figure2.2 Statewide Assessments by Grade Level
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are either developing or implementing
a system of academic standards for
students. Thirty-nine of these have
developed new standards or revised
their current ones within the past year.
In almost all cases, states have focused
on developing content standards in the
four curricular content areas of lan-
guage arts, mathematics, science, and
social studies (Council of Chief State
School Officers, 1998). These stan-
dards are the product of extensive
input from various constituencies
representing students, parents,
teachers, school administrators, post-
secondary institutions, businesses,
and other community agencies.

ASSESSMENT: THE MEASURE
OF OUR SUCCESS

The setting of higher academic
standards has guided many other
components of state educational
reform efforts, including school
improvement programs, increased
requirements for high school course
work, staff development and training,
and the addition or revision of school
accreditation processes.

But nowhere is the influence of
standard setting more readily seen
than in the rapid expansion of
statewide testing programs. In its

[
Q
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latest national survey of statewide
assessment programs, the Council of
Chief State School Officers (Bond,
Roeber, & Connealy, 1998a) found
that the traditional subject areas of
language arts, mathematics, writing,
science, and social studies continue
to be the most commonly assessed
content areas in statewide assessment
programs (see Figure 2.1, p. 5).

The Councils 1997 survey also
revealed that states are using assess-
ment at all grade levels, with higher
rates of testing found at Grades 4, 8,
and 11 (see Figure 2.2, above). Tests
at these grade levels are used to mea-
sure overall student performance at
the elementary, middle school, and
high school levels.

CONSEQUENCES IN ACCOUNTABILITY
SYSTEMS

Along with higher standards, and
assessment programs realigned to
these standards, many would argue
that real educational reform cannot
be realized unless there are clear
consequences attached to student
performance. These consequences are
often described as “stakes” for indi-
vidual students, schools, or districts.
The terms “low stakes” and “high
stakes” express the varying levels of risk

0d

0

being placed on those responsible for
the expected results.

In regard to student accountability,
twenty-two states currently make, or
plan to make, a high school diploma
dependent upon a student’s perfor-
mance in particular tests commonly
referred to as graduation, proficiency,
or exit exams. Along with Minne-
sota, these states include Alabama,
Alaska, Arizona, Florida, Georgia,
Hawaii, Indiana, Louisiana, Mary-
land, Massachusetts, Mississippi,
Nevada, New Jersey, New Mexico,
New York, North Carolina, Ohio,
South Carolina, Tennessee, Texas, and
Virginia.

A relatively small number of states
have called for school or district
accountability by mandating conse-
quences for schools or districts based
on their students’ performance
(Bond, Roeber, & Connealy, 1998b).
Some of the most widely adopted
measures include:

* Probations or watch lists (14
states). Schools or districts with
low performance and little progress
are given cautionary notice that
improvements must be made
within a certain time frame to
avoid harsher consequences.

Watch lists are usually made
available to the public.

¢ Accreditation loss (11 states). A
lack of adequate performance or
progress in meeting goals leads to
losing status granted through state
accreditation agencies.

* Takeover by state agencies (11
states). A very high-stakes conse-
quence often involving removal of
local school board and top district
administrators, with temporary
governance provided by state
educational officials.

Funding gains (9 states). In this
case, monies are distributed to
local districts, principals, or school



staff as the result of meeting or
exceeding expected student
performance goals.

Regulatory waivers (9 states). State
educational agencies relieve local
districts or schools from certain
regulatory requirements in re-
sponse to positive student perfor-
mance.

Funding loss (3 states). A high
stakes consequence for Jow-
performing schools and districts,
involving the loss of state financial

aid.

Dissolution (4 states). This ex-
tremely high-stakes consequence
results in the entire school or dis-
trict being shut down under the
supervision of the state’s educa-
tional agency.

Researchers who have studied such
reward and sanction programs have
suggested that performance-based
rewards do not always provide suffi-
cient motivation for school improve-
ments. In their study of four states
using rewards for school improve-
ment, King and Mathers (1996)
found that intrinsic rewards, non-
monetary recognition of improve-
ment, and public awareness of poor
performance were more motivating
than money.

THE BorTrom LINE: ACCOUNTABILITY
Legislators and other policymakers
at state and federal levels increasingly
question whether greater regulation
of local school processes—the day-to-
day activities in which teachers and
stu-dents, schools and districts
engage— ensure excellence. Years of
process monitoring by state and

federal education agencies have not
yielded consistent and high levels of
student achievement. Thus, attention
has begun to focus on the results of
our educational endeavors, rather
than on the specific methods used to
meet our goals.

With the advent of new governing
structures like site-based manage-
ment, choice options, and charter
schools, schools have been given
increasingly more autonomy in
developing specific curricula, pro-
grams, and instructional approaches.
But this autonomy has a correspond-
ing expectation—namely, that school
systems, schools, and students will
now be held accountable for meeting
certain articulated results. It is a
political tradeoff that grants an
increase in local control of opera-
tions, but requires schools to meet

OVERVIEW OF THE PROFILE OF LEARNING

The Profile of Learning s a framework of
standards-based education and applied
learning. Itis designed to assure account-
ability for individual student results and
to ensure that students actually experi-
ence the learning that is necessary in
order to function successfully in post-
secondary education and in the work
world.

In the Profile of Learning, experiences are
organized into ten Learning Areas (see
Learning Areas table, p. 8). The Learning
Areas represent complex skills and
processes that build sequentially through
the primary, intermediate, middle, and
high school levels. While the categoriza-
tion of requirements in the Profile of
Learningis somewhat different from the
traditional subject categories employed in
most schools, there is a clear relationship.
For example, Learning Areas 4 and 6
focus on math and science respectively.
Learning Areas 1 and 2 elaborate the
essential components of communication:
reading, writing, and speaking.

Within each Learning Area, there are
specific standards that mustbe met. The
term, “standard, ”refers to what students
should know and be able to do. The
standards required in K-8 are called
Preparatory Standards. These Preparatory

Standards ensure that students have
sufficient content background and skills
to pursue the High Standards in high
school. For example, in Learning Area 2,
high school students may choose to
emphasize academic writing or technical
writing, after having completed prepara-
tory standards in both kinds of writing.

(See CFL web site htip://cfl state.mn.us/
grad/bighstandards.htm .)

To evaluate student progress on the
Preparatory Standards, Minnesota
teachers, national testing experts, and the
Department of Children, Families, and
Learning (CFL) developed the Minnesota
Comprehensive Assessments (MCA)for
third and fifth graders. These tests also
measure the success of schools and
districts in improving achievement over
time. They are used to generate informa-
tion for school improvement and
accountability, and they allow for
comparison of schools and districts.

To graduate from high school, students
must meet 24 of 48 possible High
Standards. Students demonstrate what
they know and are able to do by complet-
ing several assignments. These assign-
ments or “performance packages”
(developed locally based on Department
of Children, Families, and Learning

models) are designed to assess a
student’s ability to meet the standard. In
the course of this report, we will look at
several performance packages.

The score a student receives on a
content standard is determined by the
teacher or school district designee, after
taking into account the level of accom-
plishment at which a student performs
on a series of tasks (the performance
package) representing an entire content
standard. Within the performance
packages, checklists provide feedback to
the students about their work relative to
the content standard. The progress
guidelines consist of a Y (yes), meaning
that the student has met the perfor-
mance task; or an N (no) if the student
has not met the performance task. Once
the student has attained all Y’s on the
performance tasks (satisfying the content
standard requirements), their work will
be evaluated. The scoring criteria for the
completed content standard is based on
a four point scale:

4 - Exemplary: Indicates evidence of
student learning in all parts of the
standard at a level that exceeds expecta-
tions by using and applying knowledge
consistently in new and insightful ways.

(contd on p. 8)
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more externally imposed expectations.

MINNESOTA’S LEGACY OF
EDUCATIONAL INNOVATION

Educational reform calls for
innovation, a term that is often used to

describe Minnesota’s educational
policies. Our state’s current reform
initiative, commonly referred to as
the Graduation Rule, has been
preceded by at least two other major
policy initiatives over the past

twenty-five years (Mazzoni, 1993).

The first was the school finance
reform initiative of 1971, known as
the “Minnesota Miracle.” At that
time, Minnesota began financing
clementary and secondary education
through the use of a minimum foun-
dation program, which was intended

(contd from p. 7)
3 - Proficient: Indicates evidence of
student learning in all parts of the
standard at a consistently proficient level.

2 - Novice: Indicates evidence of
student learning in all parts of the
standard at an adequate level some or all
of the time.

1 - Emerging: Indicates evidence of
student learning in all parts of the
standard at a superficial level some or all
of the time.

The Minnesota Graduation Rule recog-

nizes that, while all students need a
comprehensive educational experience to
prepare them for lifelong learning, people
are different, having different skills,
interests, and areas of strength and
weakness. Therefore, the Graduation Rule
does not demand that all students achieve

outstanding levels of performance in all

areas. Rather, individual achievement on
content standards produces a student
profile, indicating those areas and

standards in which the student excels and
those in which the student has not

achieved at a high level.

The Graduation Rule also recognizes
individual learning styles and preferences
by allowing the achievement of High
Standards in varied contexts, programs,
courses, and learning environments. The
Graduation Ruleis also working to
establish a consistent means of recording
and reporting student results as scored
against high quality examples of excellent
achievement. This information - this
profile — will help the student, and those
who teach and employ the graduate later,
to recognize both strengths and needs for
further experiences and learning.

1.
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to provide adequate funding for the
state’s public education system while
compensating for variations in prop-
erty wealth among the state’s hundreds
of local school districts. Currently,
Minnesota schools receive a higher
proportion of state funding than do
schools in many other states. During
1994-95, 52% of Minnesota’s school
operating expenses came from state
sources, as compared to 47% nation-

ally (Snyder, 1997).

The second major reform period began
in the mid-1980s, with several pieces
of successful legislation focused on
school choice. In 1985, the Post-
secondary Enrollment Options Act
(PSEO) made it possible for Minne-
sota high

began during this time period as well.
Although early efforts at reform were
organized under the banner of Out-
comes-Based Education (OBE),
considerable resistance against OBE
and its perceived intrusiveness on local
instructional practices eventually
shifted the initiative toward a focus on
performance-based graduation stan-

dards.

In 1992, the Legislature approved a
standards-based Graduation Rule,
which included two distinct compo-
nents: (1) the Basic Standards, repre-
senting the minimum skills required of
all students for high school graduation;
and (2) a sequence of Preparatory
Standards for grades K-8 and High

before they can receive their high
school diplomas. In contrast to the
measures of basic standards, “perfor-

» .
mance packages” are designed by
classroom teachers to measure each
student’s attainment of the Preparatory

and High Standards.
In 1997, additional legislation called

for schools and districts to be evaluated
on their ability to help students achieve
the Preparatory and High Standards
through the administration of a series
of standardized assessments. Given in
the 1997-98 school year for the first
time, the Minnesota Comprehensive
Assessments (MCAs) measure third and
fifth graders’ mastery of the Preparatory
Standards in reading and mathematics.
The MCA:s also

measure fifth

school juniors
and seniors to fi 3 Educational Ind Covered in Chanters 3-5 graders’ writing
enroll in igure 2. lucational Indicators Covered in Chaplers 5—. skills. While no
courses or student conse-
CHAPTER 4
programs at quences are
eligible post- INPUTS AND PRgCESSES ®£$$ :’?r(lg:l)-ANCE AaﬂEVEMBzT attached to the
secondary AND GRADUATION MCA testing
institutions. By program, the
1988, the state scores show the
legislature had Finance High School Coursework International Comparisons public and
initiated the K- policymakers
12 “open how well
enrollment” Teacher Characteristics Attendance National Comparisons schools and
options districts are
program, doing at helping
allowing all Student Characteristics Graduation and Dropout Rates Statewide: All Students their students
students the attain higher
chance to academic
attend schools Staff and Teacher Ratios Statewide: College-bound standards.
. . Students

outside of their .

_ The remain-
resident .

ing chapters of

district. In

1991, the ground-breaking legislation
for the formation of charter schools
was passed. Even before these initia-
tives, Minnesota had established itself
as a proponent of school choice by
allowing tax deductions for the
educational expenses of all families,
including tuition expenses of families
with children in non-public schools.

Minnesota’s present drive toward a
results-oriented educational system

Standards for grades 9-12, which
students are expected to achieve before
leaving school.

The need to assess the minimum
standards has since led to the establish-
ment of Basic Standards Tests in
reading, mathematics, and written
composition for students at or above
the eighth grade. With certain excep-
tions for students with limited English
proficiency and students with disabili-
ties, students must pass these exams

23

this 1998 Yearbook categorize discus-
sion around three interrelated compo-
nents of our educational system (as
shown in Figure 2.3).



CHAPTER 3

EDUCATIONAL INPUTS AND PROCESSES

INTRODUCTION

ecause of its inherent value to
B our democracy and economic

vitality, public education is
one of the most important, and
costly, enterprises of any state. In this
chapter, we report on several of the
characteristics of our schools and
students that are brought together in
the educational enterprise, and
reflect on how the current status of
each of these may be contributing to
the results of our efforts.

THE RELATIONSHIP OF
FINANCIAL RESOURCES AND
ACHIEVEMENT

Does the application of additional
financial resources improve student
success and achievement? This
fundamental question, perennially
posed by educational stakeholders at
all levels, has no simple answer.
Researchers vary widely in their
conclusions about the effects of
increased funding on achievement.
Increased funding can buy smaller
class size, higher teacher salaries, and
more experienced teachers, all of
which are associated with better
outcomes (Greenwald, Hedges &
Laine, 1996). But these factors, in
and of themselves, do not assure
improved student performance on
the intended outcomes (Hanushek,
1989). The proper application of
additional school finances appears to
depend on three critical factors:

1. A clear articulation of the ex-
pected application of additional
Junds and the expected outcomes.
Much of our inability to assess the
impact of additional funding is
based on the fact that the discre-

tionary control exerted over

additional funding by schools and

2

3.

districes often leads to a redirection
of these appropriated funds to other
areas in need. Such local reappro-
priation may well produce positive
results, but in areas other than what
was initially intended.

A careful consideration of the
interactive effects among the
various factors known to be
associated with achievement. Many
of the educational inputs known to
be associated with higher levels of
student achievement are interre-
lated, and must be carefully

Minnesotas per pupil funding
(adjusted for inflation) has
increased over time, but at a slower
rate than for the nation as a whole.
During the 195960 school year,
Minnesota spent $2,177 per pupil,
or 13% over the national average
of $1,920. In that year, Minnesota
ranked tenth nationally in per pupil
spending. By 1989-90, Minnesotas
per pupil funding had fallen below
the national average of $5,899,
and did not again exceed the
national average until the 1994—
95 school year.

balanced if additional funds are to
be applied effectively. For ex-
ample, the positive effects of
lowering class size in a school or
district may be inadvertently
diminished or lost if such a policy
reduces the local agency’s ability to

hire more experienced teachers.

A perspective that views improve-
ment in curriculum and instruc-
tion as the primary means through
which positive changes can occur.

Additional funding might best be

24

understood as a secondary or
enabling factor that can open the
door for other changes more
central to the mission of teaching
and learning. Increased funding
can only succeed when it leads to
tangible improvements in how
well teachers can teach and
students can learn.

FINANCING PuUBLIC
EDUCATION IN MINNESOTA

Figure 3.1 (p. 12) reveals that
Minnesota’s per pupil funding
(adjusted for inflation) has increased
over time, but at a slower rate than
for the nation as a whole. During the
1959-60 school year, Minnesota
spent $2,177 per pupil, or 13% over
the national average of $1,920. In
that year, Minnesota ranked tenth
nationally in per pupil spending. By
1989-90, Minnesota’s per pupil
funding had fallen below the na-
tional average of $5,899, and did not
again exceed the national average

until the 1994-95 school year.

EXAMINING THE SOURCES OF
ScHooL FUNDING

A closer look ar the sources of
funding for our state’s pre-K-12
educational system reveals some
interesting differences between
Minnesota and other states. Gener-
ally speaking, school revenues are
predominantly gathered through
three funding streams:

* Local sources, most commonly

through property taxes
* State allocations

* Federal funding, which is typically
targeted toward specific disadvan-
taged groups

Whenever school funding has come

11
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Figure 3.1 Expenditures Per Pupil in Average Daily Attendance: Minnesota and the National Average
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to depend too heavily on locally
generated funding sources, districts
with high proportions of economically
and educationally disadvantaged
students have tended to have lower per
pupil funding due to their lower
property wealth. In recent years, many
states have begun to fund proportion-
ately more of their elementary and
secondary programs through state
allocations rather than local sources, in
an attempt to alleviate this inequity.

The Minnesota and the national
funding proportions for the 1994-95
school year, the last year for which
comparative data for other states is
available, are shown in Figure 3.2
(Snyder, 1997). Overall, Minnesota
ranked 18% nationally on per pupil

funding received from state allocations:

52.4% of Minnesota’s funds came
from state sources as compared to
46.8% nationally. In Minnesota,
39.4% came from local sources, as
compared to 43.8% in other states.
Private contributions were above the
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School Year

average; Minnesota was 14% out of 50
states. Private sources supported 3.7%
of the cost of education in Minnesota,
as compared to 2.7% nationally.
Private sources include revenues from
gifts, tuition, and fees from patrons.
Finally, Minnesota received less
support for education from the federal
government than do most other states.
Our federal contribution is 4.4%
compared to 6.8% nationally, with

1959-60 1969-70 1979-80 1980-81 1985-86 1986-87 1987-88 1988-89 1989-90 1990-91 1991-92 1992-93 1993-94 1994-95

Minnesota ranking 46% out of 50
(Snyder, 1997).

How MINNESOTA’S
EDUCATION DOLLARS ARE
SPENT

Increasingly, as Minnesota has
moved toward statewide funding, it
has addressed two types of disparities

across districts: differences in local tax

Figure 3.2  Proportion of School Funding Received Through Federal, State, Local, and
Private Funding Sources, for Minnesota and the Nation
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bases and in the distribution of high

need students across districts.

Differences in local tax bases have
been addressed through the founda-
tion formula, which is designed to
provide a basic foundation of funding
for all districts irrespective of local
resources. It channels more state aid
to districts with low residential and
commercial tax bases.

Low levels of educational attain-
ment are associated with factors such
as poverty, limited English profi-
ciency, and disabilities, and some
districts in Minnesota have heavier
concentrations of these factors than

do others. Both federal and state funds

have been used to address needs create

funds include compensatory education
dollars (most heavily targeted to
districts with heavy concentrations of
poverty) and funding for students with
limited English proficiency. To help
prevent low achievement before it
starts, state-funded learning readiness
and first grade preparedness programs
help students begin their education
prepared to learn.

Like most other states, Minnesota
is involved in a continuing debate as
to whether the funding formulas
adequately recognize disparities in
local funding sources and the chal-
lenges faced by districts with high
proportions of students with special

d needs. In any case, differences in

Figure 3.3 Per Pupil Operating Expenditures by Minnesota Region
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Note: Operating Expenditure excludes capital outlays, debt service, community service, and building

construction.
by this uneven distribution of high
need students across districes. Federal
Title 1 funding is targeted toward
students from low-income families,
while additional federal, state, and
local dollars go toward supporting
students with disabilities in special
education programs. Certain state and
federal funds are also dedicated to
children of migrant workers and to
Indian education.

Other state funds are targeted to help
assure basic levels of education for low-
achieving students. Under the general
category of “Basic Skills” revenue, these

Minnesota Region

funding levels across districts reflect,
in part, state and federal efforts to
address disparities in local funding
capacities, the unequal distribution
of at-risk students, and the drive to
assure a basic education for all
students. Differences in per pupil
spending between districts (see
Figure 3.3, below), particularly
between Minneapolis/St. Paul and
other districts, reflect the uneven
distribution of students with special
needs (see Figure 3.4, below right).
It should be noted that we have not
adjusted any figures for differences in
costs of living.

Minnesota school expenditure data
are reported in eleven categories (see
Table 3.1, page 14). At a state level,
regular classroom expenditures are
allocated about half of the total
expenditures. Exceptional instruction
(non-regular instruction of students
with special characteristics such as
those with disabilities) account for
approximately 15% of the total
expenditures. When taken together,
expenditures in the four instructional
categories (regular, exceptional,
vocational, and instructional sup-
port) account for approximately 70%
of the total per pupil expenditure
statewide, as compared to the average
expenditures for administration

(approximately 5%), and for build-

Figure 3.4 Percentage of Students with /R Lunch, and Students with LEE, by
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Table 3.1  1996-97 Per Pupil Operating Expenditures in Dollars and Percent of Total

Region Strata
Metro Area Outstate . .
Region Region Mpls/St. Paul Suburbs Ozuotg?ic' O;(;Btgfc'

Demographics
% Eligiblc for F/R Lunch 24 28 64 13 25 31
% LEP 5 1 18 1 2 1
% Special Education 10 11 12 10 11 11
Mobility Rate 20 15 38 14 18 12
Expenditure Category
Administration 332 (5)* 345 (6) 350 (4) 327 (5) 303 (5) 385 (7)
Support Services 208 (3) 136 (2) 267 (3) 192 (3) 133 (2) 138 (2)
Regular Instruction 3017 (48) 2824 (49) 3505 (46) 2881 (48) 2780 (48) 2867 (50)
Vocational Instruction 121 (2) 135 (2) 108 (1) 125 (2) 138 (2) 131 (2)
Exceptional Instruction 993 (15) 803 (14) 1421 (18) 873 (14) 905 (15) 704 (12)
Instructional Support 334 (5) 242 (4) 409 (5) 313 (5) 272 (5) 214 (4)
Pupil Support 222 (3) 145 (3) 330 (4) 192 (3) 173 (3) 118 (2)
Operations/Maintenance 530 (8) 510 (9) 632 (8) 501 (8) 505 (9) 514 (9)
Food Service 259 (4) 252 (4) 301 (4) 247 (4) 235 (4) 269 (5)
Pupil Transportation 345 (5) 349 (6) 471 (6) 310 (5) 345 (6) 352 (6)
Other Operations 12 (0) 41 (1) -65 (-1)** 34 (1) 37 (1) 44 (1)
Total Operating 6373 5781 7730 *** 5994 5827 5737

Note: The 1996-97 Average Per Pupil Expenditure for Minnesota was $6,081. *Numbers in parentheses represent the percentage of each per-
pupil dollar spent in a category. ** A negative valuc represents an expenditure surplus. ***This figure is a weighted average of per pupil
expenditures for Minneapolis ($8344) and St. Paul ($7701).

ing operations and maintenance The differences are greater among  per pupil dollar on administration,

(approximately 9%). the four strata (Minneapolis/St. Paul, compared to only 4% spent for the
Table 3.1 (above) reveals differences suburban, larger outstate districts same function by Minneapolis/St.

in resource allocation between the {more than 2,000 students), and Paul schools. Smaller outstate schools

metropolitan area and outstate smaller outstate districts (2,000 also spend 50% of each per pupil

Minnesota, as well as between students or less). Particularly evident dollar on regular instruction, whereas

districes in different strata. The is the fact that, compared to the Minneapolis/St. Paul schools spend

other three strata, Minneapolis and ~ 46% of each dollar for regular
St. Paul spend a smaller percentage  instruction. Additionally, the small
(though not necessarily a smaller outstate schools spend a substantially

outstate region spends a slightly
greater percentage of each per pupil
dollar for regular instruction, opera- o : )
. . . . amount) on administration, regular  smaller portion of each dollar on
tions and maintenance, and adminis-

tration (64%) than does th
::;;0(21(% ) ?%hisazif}«;e;:eeisn;;::t tion. Schools in Minneapolis and St. compared with 18% for Minneapolis

Paul offset this difference by spend-  and St. Paul schools. There is very
ing a substantially greater percentage little difference in the expenditure
of per pupil dollars on exceptional pattern of suburban districts and

instruction. The largest differences larger outstate districts.

occur between Minneapolis/St. Paul
schools and smaller outstate schools. TEACHER CHARACTERISTICS

Outstate schools spend 7% of each When searching for the reasons

instruction, and vocational instruc-  exceptional instruction (12%),

by a lesser percentage of per-pupil
expenditure by schools in the
outstate region for support services,
exceptional instruction, and instruc-
tional support (20%) as compared to
spending on these categories in the
metro area {23%).

oo
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behind higher levels of student aca-
demic achievement, both researchers
and the public can easily agree on one
thing: quality teaching is essential to
learner success. In order to provide a
basis for discussion about what consti-
tutes quality teaching, we must look at
certain characteristics of the teaching
force in Minnesota, and examine how
our teachers compare to their peers
across the nation.

LEvELs OF TEACHER EDUCATION
AND EXPERIENCE

When examining the relationship
between teaching and achievement,
many researchers (Dolan & Schmidyt,
1987; Ferguson, 1991; Wright, Horn
& Sanders, 1997) agree that the
quality of the teaching staff makes a
difference in student achievement.
What contributes to “teacher qual-
ity”? In their review of 60 studies
examining the impact of various factors
on student achievement, Greenwald,

Hedges & Laine (1996) found that

increased levels of teacher education,
teacher experience, and teacher salaries
are associated with significant increases
in student achievement. They also
point out that there is vigorous debate
about the size of the contribution
made by each of these factors.

With regard to levels of teacher
education, approximately 53% of the
nation’s teachers held a Master’s
degree in 1990, up from 40% in
1975 (American Federation of
Teachers [AFT], 1997b). In 1996—
97, 42% of Minnesota’s teaching
force possessed a Master’s degree or
above.

Minnesota teachers had slightly
more years of teaching experience (16
years) compared to the national
average (15.2 years) in 1997. This
gives Minnesota a rank of 18* out of
the 50 states, in terms of average years

of teacher experience (AFT, 1997b).

Table3.2 1996-97 Minnesota Teachers Profile: Full-time Teachers (100% FTE)

Table 3.2 shows differences in the
educational attainment and years of
experience among the population of
fulltime teaching professionals
serving Minnesota public schools
during the 1996-97 school year. A
greater proportion of male teachers
(46%) held at least a Master’s degree
than their female counterparts
(40%). The metropolitan area had a
greater proportion of teachers with
advanced degrees (52% of the
teaching force) compared to outstate
Minnesota (33%). This may be due
to several factors, among them the
easier access to advanced degree
programs in the Twin Cities area.

The average length of teaching
experience varies in interesting ways
among Minnesota teachers. Male
teachers in Minnesota have taught an
average of three years longer than have
female instructors (18 years vs. 15
years). Teachers in outstate Minnesota,

% of

% of

T Average Number of Number of
eachers Teachers Average Average
. . Years of Teachers Teachers
N Holding Holding T . Teacher Teacher
eaching Aged 55 or Aged 60 or
BA or MA or Experi Salary Age Over Over
Higher Higher xperience
Total 44874 100 42 16 38232 * 44 6952 1817
Females 29671 100 40 15 37905 44 4078 1237
Males 14555 100 46 18 39367 45 2874 580
Elementary 22758 100 41 16 38649 44 3422 1016
Secondary 20086 100 43 16 37989 44 3357 742
Metro Area 21518 100 52 15 41008 44 3534 923
Outstate 22158 100 33 17 35707 44 3302 853
Mpls/S. 5081 100 52 15 43098 45 923 322
aul
TC Suburbs 16437 100 52 16 40363 44 2611 601
Outstate:
2000+ 10643 100 45 16 37916 44 1767 444
Outstate:
2000- 11515 100 22 17 33664 44 1535 409
* This figure varies slightly from the AFT average given on p. 16.
15
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on average, have taught two more years
than metropolitan teachers. More
specifically, teachers from districts
having less than 2000 students edge
out their counterparts from all other
strata, with an average of 17 years of

The age distribution of Minnesota
teachers has shown a dramatic change
in the last ten years. In 1987-88, a
plurality of teachers fell in the 35-44
age bracket. Today, the largest group
of teachers is between

45 and 54 years old.

teaching experience.

TEACHER SALARIES

The nation’s average teacher salary
for 1996-1997 was $38,436, repre-
senting an increase of 2.2% from the
previous year. For the same period,
the Minnesota average teacher salary
was $38,276, giving Minnesota a
rank of 18% nationally. However,
states vary considerably in their
economic condition and cost of
living. When cost-of-living differ-
ences are accounted for, Minnesota’s
adjusted average teacher salary rose to
$39,598, and our adjusted rank rose
to 13% out of the 50 states (AFT,
1997h).

Table 3.2 (p. 15) shows that male
teachers in Minnesota have a higher
average salary than female teachers,
possibly because male teachers may
be more likely to hold an advanced
degree, and because male teachers
overall have a greater average number
of years of experience. Elementary
and secondary teachers’ salaries are
vir-tually equivalent, burt there are
considerable differences between
metropolitan and outstate teachers.

Analyzing the data by region, we
find that teachers in the Twin Cities
average almost five thousand dollars
more in annual salary than teachers

outstate ($41,008 vs. $35,707).

Cost of living and the number of
teachers holding advanced degrees
may account for these differences.

AGE OF TEACHING FORCE

The age distribution of Minnesota
teachers has shown a dramaric
change in the last ten years. In 1987-
88, a plurality of teachers fell in the
35-44 age bracket (40%). Today, the
largest group of teachers (38%) is
between 45 and 54 years old (Min-
nesota Department of Children,
Families & Learning, 1997). Table
3.2 reveals that almost 7,000 of
Minnesota’s teachers are over 55
years old, with slightly over 1,800 of
those at or above age 60. The num-
ber of teachers at or over 55 years of
age is approximately 16% of the total
professional teaching force in Minne-
sota. A larger percentage of these
teachers are female, mirroring the
larger proportion of females in the

field in general.

While fairly evenly distributed
between elementary and secondary
settings, the greatest number of
teachers in the upper age groups are
found in the suburban districts sur-
rounding Minneapolis and St. Paul.

STUDENT CHARACTERISTICS

Commonly, reports of this type
include a lengthy section on student
characteristics. We have placed
extensive student characteristics data
elsewhere (Chapter 5: Achievement)
to provide context for the achieve-
ment information. That chapter
contains data on rates of poverty,
limited English proficiency, mobility,
and disability (special education
placement) for students taking the
achievement tests. In this section, we
merely underscore what many others
have said about the changing nature
of American and Minnesota schools.

From 1987 through 1994 the percent-
age of Black, Asian, and Hispanic
students in Minnesota almost doubled
(Minnesota Department of Children,

)

Families & Learning, 1997). The
percentage of ethnic minority students
in Minnesota increased from 6.1% in

1987 to 11.1% in 1994.

The changing composition of
students is clearly evident when one
examines the percentages of various
ethnic minority groups at each grade
(see Table 3.3). The best indicators of
the growing minority population are
grades kindergarten through eighth
grade, grades in which dropping out
seldom occurs. During these grades,
changes in enrollment are principally
affected by birth rates, immigration,
and migration.

Shifting demographics may have an
impact on state average test scores
and graduation rates in the years to
come. Minority students are charac-
terized by higher rates of poverty
(indicated by the percentage of
students eligible for free or reduced-
price lunch), limited English profi-
ciency, and disability (indicated by
placement in special education), as
seen in tables 5.7 — 5.13 (pp. 39-
42). If increasingly greater numbers of
Minnesota’s minority students are
faced with these challenges, higher
rates of achievement and graduation
will require new strategies for in-

Minority students are
characterized by higher rates of
poverty, limited English
proficiency, and disability. If
increasingly greater numbers of
Minnesotas minority students are
Jaced with these challenges, higher

 rates of achievement and

graduation will require new

strategies for instruction and
curriculum.

struction and curriculum.

Finding new strategies is an issue
throughout the state, not just for the
core cities, although the core cities
carry the heaviest responsibility. Figure



Table 3.3 Number of Students for Each Ethnic and Gender Group by Grade, for the 1997-98 School Year

Grades Largely Unaffected by Dropout
Grade Boys Girls Amer Ind Asian Black Hispanic White Total
K 32126 (52%) 30000 (48%) 1361 (2%) 2940 (5%) 4593 (7%) 2093 (3%) 51139 (82%) 62126
1 32320 (52%) 30019 (48%) 1456 (2%) 2955 (5%) 4443 (7%) 2022 (3%) 51463 (83%) 62339
2 33057 (52%) 31087 (48%) 1412 (2%) 3154 (5%) 4398 (7%) 2003 (3%) 53243 (83%) 64131
3 32391 (51%) 31237 (49%) 1388 (2%) 2986 (5%) 4158 (6%) 1753 (3%) 53343 (84%) 63628
4 32731 (52%) 30763 (48%) 1362 (2%) 3137 (5%) 3972 (6%) 1690 (3%) 53333 (84%) 63494
5 32747 (52%) 30689 (48%) 1340 (2%) 2913 (5%) 3681 (6%) 1538 (2%) 53964 (85%) 63436
6 33737 (51%) 31903 (49%) 1406 (2%) 3076 (5%) 3460 (5%) 1552 (2%) 56146 (86%) 65640
7 34675 (51%) 32791 (49%) 1374 (2%) 2903 (4%) 3506 (5%) 1499 (2%) 58184 (86%) 67466

8 34005 (51%) 32431 (49%) 1389 (2%) 2957 (4%) 3172 (5%) 1521 (2%) 57487 (86%) 66526

Grades Affected by Dropout
Grade Boys Girls Amer. Ind. Asian Black Hispanic White Total
9 35491 (52%) 33248 (48%) 1389 (2%) 2965 (4%) 3546 (5%) 1507 (2%) 59332 (86%) 68739

10 35099(51%) 33304 (49%) 1235 (2%) 2809 (4%) 3107 (4%) 1337 Q%) 59915 (88%) 68403
11 33065(51%) 31663 (49%) 1045 (2%) 2456 (4%) 2506 (4%) 1074 2%) 57647 (89%) 64728
12 32160 (51%) 31200 (49%) 900 (1%) 2218 (4%) 2387 (4%) 1100 (2%) 56755 (90%) 63360

3.5 shows the percentage of students in  Figure 3.5 Percentage of Students in Each Ethnic Group, by Minnesota Region
each region of the state by ethnic
group. A large majority of black BMASS Pul BSububs @ Oustaze 2000+ 0 Qustaze 2000-
students, 68%, reside in the core cities.
Fully one-fourth, however, attend
suburban schools. A bare majority of
Asian students, 529%, attend in the core
cities, but one-third attend suburban
schools, and 15% attend schools in
outstate Minnesota. Most Hispanics
(70%) attend outside the core cities,
although a majority (57%) attend in
the metropolitan area. Most American
Indian students live outside the metro-
politan area, with fully 40% attending
in smaller districts outstate.

Percentage of Students

ScHOOL CHARACTERISTICS

Do some schools produce a higher
level of student achievement than other
schools that serve similar students? This Adm  Amian Indian Hak Hispeic Wi Tod
question has intrigued researchers, Ethnic Group
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policy makers, and practitioners for
decades. It served as the driving force
behind the initial school effects
research in the 1960s. Pioneers in the
effective schools research outlined
several correlates that were associated
with “effective” schools. These early
findings were quickly embraced by
American educators and soon found
their way into school improvement
programs across the United States.

By the mid-1980s, however, there
was mounting evidence that much of
the effective schools research suffered
from methodological limitations. First,
findings cannot be reduced to a
formula for school improvement.
Second, findings cannot always
be generalized to all schools.

Nonetheless, school-based factors do
have a major impact on student
learning. Wang, Haertel, and
Walberg (1993) summarized the
results of their meta-analysis by
rating the importance of 28 different
factors that influenced student
learning. The most influential
factors, based on their mean effect,
were classroom management, defined
as increased student engagement,
decreased disruptive behaviors, and
quality of instructional time. Other
influential factors included student-
teacher interaction, quantity of
instruction, school culture, classroom
climate, curriculum design, and
classroom assessment.

Data from other studies also confirm

Table 3.4 1995-96 National Pupil-Teacher Ratios

that school factors affect student
achievement. Teddie and Stringfield
(1993) conducted a study that found
school, classroom, and teacher factors
to account for 25 percent of the
differences in student achievement.
These findings are further supported
by Zigarelli’s (1996) empirical study,
which tested the effect of each of the
most commonly identified school
effectiveness variables on student
achievement. His analysis indicated
that an achievement-oriented school
culture, the principal’s autonomy in
hiring and firing teachers, and high
teacher morale were the most impor-
tant school characteristics associated
with student achievement. These
findings indicate that school factors

Level' Eprolment: Teachers (FTE)? [ UPil/Teacher
National Average 44,840,481 2,598,220 17.3
State Average

Illinois 1,943,623 113,538 17.1
Indiana 977,263 55,821 17.5
Iowa 502,343 32,318 15.5
Kansas 463,008 30,729 15.1
Michigan 1,641,456 83,179 19.7
Minnesota 835,166 46,971 17.8
Missouri 889,881 57,951 15.4
Nebraska 289,744 20,028 14.5
N. Dakota 119,100 7,501 15.9
Ohio 1,836,015 107,347 17.1
S. Dakota 144,685 9,641 15
W isconsin 870,175 55,033 15.8
Connecticut 517,935 36,070 14.4
Maine 213,569 15,392 13.9

! Snggcr, T.D. §1997). Digest of educational statistics (NCES 98-015). Washington, DC: U.S. Dept. of Education, National Center

ucation Statistics.

?FTE refers to “Full-time Equivalent.”
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can make a difference in student
academic achievement.

Salient questions still need to be
answered. In Minnesota, one of the
most often discussed school-based
factors is the ratio of teachers to
students. Specifically, where should
we focus our energies, and to what
degree do these factors influence
student achievement? To begin to
answer these questions, we must
examine our current understanding
of class size and its effect on achieve-
ment, and then compare class size in
Minnesota schools to class sizes in
other states.

CLass S1ZE

The association between reduced
class size and higher academic
achievement is not as clear as the
discussion sometimes suggests. For
example, Glass and Smith’s (1978)
meta-analysis of research on the
relationship of class size and student
achievement found that while
reduced class size can be expected to
produce increased academic achieve-
ment, the major benefits from
reduced class size are obtained as class

size is reduced below 20 pupils. These
findings, however, have been strongly
criticized because of the seemingly
arbitrary way in which studies were
selected for analysis.

A compilation of studies examined
by Robinson (1990) added an
important set of qualifiers to the
conclusions of Glass and Smith.
Robinson stated that research does
not support the expectation that
smaller classes alone will result in
greater academic gains for students.
Rather, the effect of class size on
student learning varies by: grade level
(small classes are more effective in the
primary grades); pupil characteris-
tics, (for example, whether students
are economically disadvantaged, from
some ethnic minority, etc.); subject
area (specifically, reading and math-
ematics in the primary grades);
teaching methods; and other learning
interventions. Unfortunately, this
wide-ranging review failed to distin-
guish the best-designed studies from
those using poor methodology, and
therefore, the findings must be

viewed as at least somewhat tentative.

Table 3.5 1996-97 Minnesota Pupil-Teacher Ratios
Leve Envollment K12 Teachers (FTE) T VP Loacher
State 827,490 48,168 17.2
Strata
Mpls/St. Paul 92,723 5,463 17.0
Suburban 326,313 18,081 18.0
Ourstare: 2000+ 201,555 11,668 17.3
Qurstate: 2000 206,860 12,881 16.1
Metro Area vs.
Outstate
Metro Area 419,036 23,544 17.8
Ourstate 408,415 24,548 16.6

The discussion surrounding class size
and student achievement continues to
provoke a great deal of interest. One
theme that consistently presents itself
is that lower class size alone seems
unlikely to improve student achieve-
ment unless it is accompanied by
improved classroom practices (Mueller,
in press). A study conducted by
Murnane and Levy (1996) highlights
this point. In their study, not all
schools that lowered class size suc-
ceeded in raising achievement. Those
that succeeded viewed smaller class size
as an enabling factor that allowed them
to make major curricular and instruc-
tional changes. Combinations of
changes, especially curriculum and
instructional changes, are what
teachers and administrators should
focus on if they wish to max-imize
the opportunities that smaller class
sizes offer. Improved learning arises
from the curriculum and in-
structional improvements that
smaller class size makes possible, not
from smaller classes per se.

The data represented in Tables 3.4
(page 18) and 3.5 (at left) are based
on pupil/teacher ratios. Pupil/
teacher ratio is not the same as class
size, however. Class size is based on
the actual number of students a
teacher has in his’her class or classes.
Pupilfteacher ratio is based on the
total number of licensed teaching
staff in a single school compared to
the total number of pupils—whether
all of these licensed staff are teaching
classes, or detailed for other teaching-
related tasks, such as curriculum
development. Pupil/teacher ratios
can often obscure the actual
workload faced by a teacher. Class
size—a more direct measure of class-
room organization—is more impor-
tant to academic achievement than
pupil/teacher ratio (Boozer & Rouse,
1995). We are using pupil/teacher
ratios in this report because class size
information is lacking.
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The national pupil/teacher ratios in
Table 3.4 (p. 18) are reported
according to regions defined by the
National Assessment of Educational
Progress (NAEP). These regions
include states that are clustered by a
set of shared characteristics—region
of the country, gender, race/ethnicity,
parental education, type of school,
and participation in federally funded
Title I programs and the free/

reduced-price lunch component of the
National School Lunch Program.
Maine and Connecticut, two states
that have student achievement levels
similar to Minnesota’s, are also

included.
Table 3.6 shows pupil/staff ratios.

“Staff” refers to licensed school
personnel, including administrators,
counselors, teachers, media specialists,

Table 3.6  1996-97 Minnesota Pupil-Staff Ratios

speech clinicians, psychologists, etc.
Student/staff ratios are not clear indica-
tors of student achievement because they
cannot isolate single variables in the
highly complex process of learning
development. They do, however, tend to
illuminate resource allocation decisions
made by school districts (i.e., how much
of each dollar goes for building improve-
ment, staffing, and curriculum and
instruction).

Licensed Staff

Level Enrollment K-12 (FTE) Pupil/Staff Ratio
State 827,490 55,092 15.0
Strata
Mpls/St. Paul 92,723 6415 14.5
Suburban 326,313 20,695 15.8
Outstate; 2000+ 201,555 13,303 15.2
Outstate: 2000- 206,860 14,679 14.1
Metro Area vs.
Outstate
Metro Area 419,036 27,110 15.5
Outstate 408,415 27,982 14.6
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CHAPTER 4

PARTICIPATION: COURSEWORK,
ATTENDANCE, AND GRADUATION

research confirms, that youngsters
participation outcomes and rarely learn what they do not study”

indicators of student participation
in education generally, or in particular
educational programs. Are students in
Minnesota high schools taking
challenging coursework? What are the
attendance patterns in Minnesota
schools? What are the patterns that
appear in Minnesota’s graduation and
dropout rates? This chapter addresses
these questions, both for Minnesota
students in general and for students in
selected subgroups.

l n this chapter, we have examined

addressing any educational enterprise.

interesting in their own right, but also
for their relationship to other out-
comes, such as later choice of college
major (Jones, Bekhuis, & Davenporrt,
1985) and higher scores on college
admissions tests (American College
Testing Program, 1992, 1997). What
do other states require of their stu-
dents? What do our students study,
and whar variation is there across
regions of the state and segments of
our high school population? To
partially address these questions, we
consulted several sources, most of
which focused on college preparatory
courses.

SECONDARY SCHOOL
COURSEWORK

William Bennett (1988) states, in
response to A Nation at Risk, “Com-
mon sense tells us, and education

(p. 23). Curriculum is important when

Patterns of high school coursework are

MINNESOTA’S PROFILE OF LEARNING
PERFORMANCE PACKAGES:

A SNAPSHOT FROM PELICAN RAPIDS,
MINNESOTA

LEARNING AREA: ARTS AND LITERATURE

Crystal Thorson, an elementary art teacher from Viking Elementary School in
Pelican Rapids, transforms her classroom into an “Art Museum.” The art museum
is based on 30 - 35 objects representing a variety of time periods, cultures, media,
and artists. While in the art museum, students look for works that best match the
art vocabulary studied in class. Students demonstrate their understanding by
logging their findings on a scavenger hunt checklist. Students must find straight
lines, geometric shapes, warm colors, and rough textures in the artwork. Once
they have identified the elements, students attempt to draw them. Parent volun-
teers are on hand to assist.

When students have completed this task they select a favorite art object and do a
more in-depth analysis. Students gather information about their favorite artwork
using an Art Detective Notes record sheet. The following figure represents one
student’s information gathering notes.

(contd on p. 23)

STATE COURSE REQUIREMENTS
AND NATIONAL
RECOMMENDATIONS

In their August 1998 report, the

Council of Chief State School Officers
(CCSSO, 1998) gave a comprehensive

" summary of course requirements

necessary for high school graduation in
all states and territories of the United
States. Minnesota was listed as a
“standards-based system,” and had no
statewide course requirements listed in
any content area, although schools and
districts do have requirements that
vary by district. In place of course
requirements at the state level, Minne-
sota has specified basic and high
standards in its Graduation Rule,
standards that every student is ex-
pected to meet.

Minnesota is one of a handful of
states with no high school course
graduation requirements at the state
level and which leaves course require-
ments to districts. Most states have
requirements in English (with most
states requiring four years), mathemat-
ics (usually two or more years), social
studies (usually three or more years),
and science (usually 2 or more years).
Some states have additional graduation
requirements in the arts, foreign
language, and computer technology.
Table 4.1 (p. 22) shows the recom-
mended course credit requirements in
core academic areas recommended in A
Nation at Risk (NCEE, 1983) and by
the ACT Assessment program.

In contrast to most other states,
Minnesota has expressed its statewide
requirements, not in terms of courses
taken, but in terms of what students
should know and be able to do—the
Graduation Standards. The Basic
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Table4.1 Recommended Course Credit Requirements

Nation at Risk ACT
Mathermatics 3 3
Sdence 3
English 4 4
Sodal Studies 3 —
Sodal Sdences — 3
Foreign Language 2 0
Computers Ya ¢*

! ACT makes more specific suggestions concerning which math courses to rake.

2ACT sug%?ts threc credits in social science, which includes social studies. A Nation at Risk just

recommends social studies.

3 A Nation at Risk recommends foreign languages only for college-bound students.

4 ACT places computer courses with mathematics.

National Commission on Excellence in Education (1983). A nation at risk: The imperative for educational
reform. Washington, DC: Superintendant of Documents, U.S. Government Printing Office.

American College Testing Program (1997). ACT high school profile report high school graduating class
% ﬁerg : 120-000, Io:%a City, ﬁ\.f\ foe % & "

1997: State comp ota. Code 2

uthor.

Standards Tests and the performance
packages associated with the Prepara-
tory and High Standards give students
the opportunity to demonstrate
attainment of those standards.

ACT CoRE COURSE PREPARATION
As shown in Table 4.1 (above), the
ACT Assessment Program, the major
college admissions testing program in
Minnesota, asks students to report on

completion of core academic courses as
they enroll to take the college entrance
test. ACT has found that taking the
recommended ACT core sequence is
associated with higher scores on the
admissions test. The recommended
core sequence includes four years of
English and three years each of
science, social science, and mathemat-
ics. Figure 4.1(below) shows the
proportion of Minnesota test-takers
completing the core over an eleven-
year time span (ACT Assessment
Program, 1992, 1997, 1998). From
1987-88 to 1997-98, the proportion
of college-bound ACT test-takers
completing a basic academic core has
risen from 55% to 73%. This rise in
preparation is extremely encouraging,
but the distribution of that prepara-
tion over Minnesota’s ethnic groups is
not.

Figure 4.2 (p. 23) shows the per-
centage of 1997-98 Minnesota test-
takers in each ethnic group who report
having the core (ACT Assessment
Program, 1998). Among presumably
college bound students, there are
marked differences across ethnic
groups in the percentages of students

Figure 4.1 Percentage of Students Having Completed the ACT Recommended Core Academic Preparation for the Years 1987-98

100-

90

80

70

60

50

40+

30

20-

10+

79

ERIC

Aruitoxt provided by Eic:

BEST COPY AVAILABLE

Year

1987-88 1988-89 1989-90 1990-91 1991-92 1992-93 1993-94 1994-95 199596 1996-97 1997-98



Figure4.2 Percentage of Minnesota ACT Test-takers Having the Recommended Core
Academic Preparation, by Ethnic Group (1997-98)

Table 4.2 (p. 24) shows the growth

of participation in AP programs.

Since 1993, the number of participat-
100 ing schools has increased from 165 to
20 205. The number of students taking
80" | the exams has more than doubled
701" || from 4,438 to 9,369. The number of
60" || exams qualifying for a score of three or
50 higher has increased over the period
40 | since 1991. The percentage of exams
gl scored 3 or higher (qualifying for
2 - scholarship recognition and college
3 credit on a scale of 1-5) hit a peak
10 (66%) in 1994, dropped to 58% in
0 Suate Blck  Amedan Hipanic  Asan White 1995 and rose to 61% in 1997
Indian (Minnesota Department of Children,
Families, & Learning, 1998d). Un-
Ethnic Group

within which a student can take

doubtedly, increased participation in
AP programs has had some impact on

completing a basic academic core.
Not only do these data raise serious
questions about the equality of
preparation for college across ethnic
groups, they also raise doubts as to
whether the preparation of some
students is consistent with their future

advanced coursework for high school ~ overall test performance.

credit, and potentially, also for college
credit: the Advanced Placement (AP)
program, the International Baccalaure-
ate (IB) program, and the Post-
secondary Enrollment Options (PSEO)
program. Advanced Placement and
International Baccalaureate courses are
taken at the high school; PSEO
courses can be taken either at the high
school or on the campus of a post-

The number of schools and students
participating in the International
Baccalaureate program is smaller than
for the AP program, just nine schools
) and 815 students in 1997. It too,
educational plans. however, is growing, and the percent-
age of exams achieving a score of 4 or
better (qualifying for Honors status on
a scale of 1-7) increased from 65% in

1996 to 71% in 1997.

COLLEGE-LEVEL COURSEWORK
FOR HIGH SCHOOL STUDENTS

For Minnesota high school students,

there is an array of three options secondary institution.

(cont'd from p. 21)

ART DETECTIVE NOTES
Task 1

Directions: Choose your favorite artwork from the Museum. Write down
information about it on the Museum label below.

Title: St Basil’s Cathedral
Artist: Postnick and Barma
Year or Time Period: 1555
Medium: stone

Place created:Russia

What does this artwork tell you about the = What tools and materials did the artist use?

artist’s time and place?

llold”
“far, far away”
“princesses might have lived in it”

How does the artwork make you feel?
“stone” “wonderful”
What is the subject of this piece?

“a castle”

(cont'd on p. 24)
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In the case of both AP and IB
programs, Minnesota post-secondary
institutions award college credit to
students who pass the various exams
at certain levels (generally at a score of
“3” for AP exams and “4” for IB
tests). State funds also provide for
scholarships to students who pass at
these levels, for use in any Minnesota
post-secondary institution.

Participation in the PSEO program
has generally increased over time (see
Figure 4.3, at right). From 1992 to
1995, the number of students taking
PSEO courses on post-secondary
campuses steadily increased from
5,457 to 6,671. After a slight decrease
during the 1995-96 school year, the
numbers again increased during the
1996-97 school year to 6,552 stu-
dents. The decline in 1995-96
reflects the fact that students are
increasingly taking PSEO courses at
their own high school, rather than on
post-secondary campuses. At present,
more than half of all PSEO courses are
taken at high schools as part of a

Table 4.2 Growth in the Advanced Placement Program

1993 1994 1995 1996 1997
Schools 165 167 193 201 205
Candidates 4,438 4,890 7,278 8,465 9,369
Exams 5,794 6,491 9,401 11,169 12,641
Exams/Candidates 1.306 1.327 1.292 1.319 1.349

Minnesota Department of Children, Families, and Learning (1998). Advanced Placement and International
Baccalaureate Bugram:. St. Paul: Author.

Figure 4.3 Number of Students Participating in Post Secondary Enrollment Options
Programs on Post-secondary Campuses for the years 1992-97

6671

6552
7000 6232

6000

5000

4000 -4

30004

2000

1000 -

1992-93 1993-94 1994-95 1995-96 1996-97

Year

(contd from p. 23)

ARTS AND LITERATURE
Task 2

The second task requires communicating
ideas using visual arts. Crystal facilitates
this process by introducing Faith
Ringgold’s “Narrative Story Quilt”
artworks. After learning about the Story
Quilts, students develop an idea for a
story, using their favorite artwork as a
springboard. Once the story has been
formulated, students begin preliminary
drawings which tell their story without
words.

Before students complete their Story Quilt,
they are taught a variety of art processes
(printmaking, design & layout, mixed
media techniques, etc.) to incorporate into
their final Story Quilt.

The Story Quilts measure atleast 18 by 18
inches. Each quilt has a border made of
relief prints which include elements from
their favorite artwork. Students create the
design, choose the colors, and determine
what other media (foil paper, origami
paper, wallpaper, craft paper, magazine
paper, etc.) that they will use to depict
their story.

To help parents understand the new
graduation requirements, Crystal set up an
exhibit of student Story Quilts. The exhibit
was used to guide parents through the
tasks in the performance package. Crystal
sees the graduation standards making the
classroom more student centered, witha
much stronger emphasis on individual
student achievement. Although the
paperwork associated with the perfor-
mances has been burdensome, Crystal says
she now knows her students better.

The students are evaluated on the perfor-
mance tasks using a feedback checklist. The
scores consist of Y (yes, the student has
met the performance requirement) or N
(no, the student has not met the perfor-
mance requirement). Crystal uses the
checklists to monitor student progress on
the standard. Once students complete all
the performance tasks, Crystal will assign
the students a score for the standard taking
into account their previous performance.
Below is a partial feedback checklist for
Task 1.

o Partial-Feedback Checldist: Task1 :
Y = YES, MET PERFORMANCE STD. . - N=:NO, DID NOT MEET PERFORMANCE STD.

Makes Ioglcal observations about the artist’s time and, 'place from the

 Identifies tools and materials that would logically have been used by
Describes feelings related to the artwork dearly
Uses art terms correctly to answer guestions

Identifies strong examples of each art element in chosen artwork (line,
shape, color, texture) ‘ ,

BEST COPY AVAILABLE
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Table 4.3 Percentage of Students in Attendance for Third, Fifth, Eighth, and 25% nationally (Shaughnessy, Nelson,
Twelfth Grades & Norris, 1998). Only four states
(Utah, Maryland, Massachusetts, and
Delaware) enrolled a higher percentage
of eighth graders in algebra. Hence,
Total 95 95 94 92 Minnesota’s enrollment compares
favorably to that in most other states.

Grade
Third Fifth Eighth Twelfth

Girls 95 95 93 92
Boys o5 o5 94 03 Finally, the participation of h.lgh
school students (grades 9 - 12) in
Asian 97 97 94 92 advanced high school mathematics
Black 94 94 90 88 (defined as geometry, algebra 2,
o trigonometry, or calculus) and science
Hispanic 93 93 89 87 . .
courses (defined as chemistry, physics,
American Indian 92 92 86 84 .
or advanced or second-year science
W hite 95 95 94 93
Special Education 95 94 91 90 Inma‘”ngb" ,”gb school students can
Limited English 96 96 92 o1 elect to take college level wor/e. n
Advanced Placement, International
Metro Area 94 94 93 92 Baccalaureate, and Post-secondary
Outstate 96 96 95 93 Optwm Pr_ogram’ a”d. th"y ha.ve
been choosing to do so in growing
Mpls./St. Paul 94 94 90 89 numbers.
TC Suburbs 94 95 93 92
Ourstate 2000 ° 96 96 94 92 courses) is also monitored at the
Outstate 2000 ° 96 96 95 93 national level. In the latest year for
Public/N which we found data, 1996 (Editorial
ublic ot . . .
Charter 95 95 94 92 Projects in Education, Inc., 1998),
Public/Charter 94 94 91 79 45% of Minnesota high school

students were reported as takin
Data Sources: For third, fifth, and cighth ﬁgradcs, attendance was calculated using all students in 1998. p | g
Twelfth grade atendance was calculated from the 1997 completion study file of the Minnesota advanced math (Flgurc 44) Fifteen
Department of Children, Families, and Learning. R
states reported more students doing so

(including Illinois, Massachusetts,

cooperative effort between the high Nebraska, North Carolina, North
school and a post-secondary institu-

tion. Social studies and language arts  Figure 4.4 Percentage of Fighth Grade Students Taking Algebra and High School

courses are most popular. Selections Students Taking Advanced Mathematics and Science
also include vocational/technical,
math, science, foreign language, 50 45
business, and health courses. Increas- 45 8 Nation
. . M Minnesota
ingly, high school students can elect to 40
take college level work in Advanced 34
Placement, International Baccalaure- 3 28
ate, and PSEO programs, and they 30
have been choosing to do so in 25 27
growing numbers. 20— |
Another coursework indicator s
monitored on the national level is the 10 —
percentage of eighth graders taking 5 |
algebra (see Figure 4.4). In 1996, 0
34% of Minnesota eighth graders B e e Sl mﬁdmng

enrolled in algebra, as compared to

o 25
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Dakota, Pennsylvania, South Dakota,
Utah, West Virginia, and Wisconsin,
all of whom reported more than 50%
of their students taking upper-level
mathematics). Sixteen states reported
more students in advanced science
(including Connecticut, Illinois,
Kentucky, Massachusetts, Mississippi,
Nebraska, North Dakota, Pennsylva-
nia, Utah, West Virginia, and Wiscon-
sin, all of whom report more than
30% as taking advanced science). In
Minnesota, 28% were reported as

doing so (see Figure 4.4, p. 25).
ATTENDANCE

One of the strongest foundations for
school success is regular school atten-
dance. During the 1997 fiscal year, the
Minnesota Office of the Legislative
Auditor performed an analysis of the
Basic Standards Test scores in reading
and mathematics (1998). Of the
variables analyzed, attendance had the
strongest relationship with average
school test scores.

Table 4.3 (p. 25) shows the percent-
age of students in attendance at each
of four grade levels. At grades three
and five, the Minnesota average is
95%. At grade eight, it is 94%, and
decreases to 92% by twelfth grade.
Girls and boys have identical atten-
dance rates at third and fifth grade,
and there is only a one-percent
difference at the eighth and twelfth
grades.

Differences among ethnic groups are
small in third and fifth grades but
become more marked in the secondary
grades. Asians have the highest
attendance rates of any ethnic group in
third and fifth grades (97%); in eighth
and twelfth grades, they have the same
attendance rate as the state overall
(94% for eighth grade; 92% for
twelfth grade). From 95% in third
grade to 93% in twelfth grade, white
students’ attendance rates change very
little as students get older. Rates for
black students drop six percentage

ERIC
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points between third and twelfth
grades, from 94% to 88%. Attendance
rates for Hispanic students also fall 6%
between third and twelfth grades, from
93% to 87%. American Indian
students begin from the lowest atten-
dance rate, 92% in third grade, and
suffer the largest decline, 8%, by
twelfth grade.

Students receiving special education
and students with limited English
proficiency have rates within 1% of
the state as a whole at the third and
fifth grade levels. These special popula-
tions experience a decline in atten-
dance from the fifth to the eighth
grades. By twelfth grade, their atten-
dance rates are 90% for Special
Education students and 91% for
limited English proficiency students, 1
— 2% below those of the state as a
whole.

When categorizing the state’s

districts into four groups—Minneapo-
lis/St. Paul, the Twin Cities suburbs,
large outstate districts (more than
2000 students), and small outstate
districts (less than 2000 students),
attendance rate declines are sharpest in
the two core cities. Across these four
regions, rates differ by at most 2% in
third grade. By twelfth grade, how-
ever, there is a 4% difference between
the Twin Cities and the small outstate
districts.

Attendance rates for charter schools
were also calculated. In third and fifth
grades, the attendance rates for charter
schools were one percent below that of
other public schools (94% versus
95%). The charter school attendance
rate declines 3% between fifth and
eighth grades to 91%. The twelfth
grade attendance rate is only 79%,
although it is based on a very small
number of twelfth grade charter school

Table 4.4 Four Year Graduation and Dropout Rates

4-year

Catego Number of Numberof = Number of Number Graduari Dropout
gory Students Graduates Dropouts Continuing l{it:z?/;;m Rate (%)

Total 59699 46680 6758 6261 78 11
Girls 29298 23870 2801 2627 81 10
Boys 30401 22810 3957 3634 75 13
Asian 1784 1216 317 251 68 18
Black 2506 891 998 617 36 40
Hispanic 993 434 373 186 44 38
American Indian 1089 447 413 229 41 38
White 53327 43692 4657 4978 82 9
LEP 571 285 193 93 50 34
Special Ed. 5830 3403 1180 1247 58 20
Metro Area 26581 20138 3769 2674 76 14
QOutstate 30583 26109 2297 2177 85 7
Mpls./St. Paul 5759 2704 2050 1005 47 36
TC Suburbs 20822 17434 1719 1669 84 8
Qutstate:2000+ 15215 12083 1516 1616 79 10
Qutstate:2000- 15368 14026 781 561 91 5
Public/Charter 149 37 54 58 25 36
Public/Non-

Chareer 59550 46643 6704 6203 78 11



E

students in the 1997 high school
completion study (Minnesota
Department of Children, Families,
and Learning, 1998b).

Educational researchers have long
studied the association between
attendance and leaving high school
€€ . »

(“dropping out”). Poor attendance

often precedes dropping out. Indeed,
the decline in attendance from fifth to
wwelfth grade, as shown in Table 4.3
(p- 25), may begin to reflect the

PROFILE OF LEARNING PERFORMANCE PACKAGE:
A SNAPSHOT FROM CANNON FALLS, MINNESOTA

LEARNING AREA: DECISION MAKING

Mr. Lindow and his fellow teachers in
Cannon Falls have teamed up to deliver
the decision-making standard in 6%, 7%,
and 8" grade using a modified version
of the performance package, “Under-
standing Career Options.”

In sixth grade, students take an interest
and ability survey. Teachers guide
students through the use of the self-
assessment survey and the interpreta-
tion of the results. Teachers discuss the
findings with their students, helping
them to see connections among
interest, ability, and career choices.

In seventh grade, students
take partin another interest
survey. Using the results of
this survey and last year’s
survey, students select two

information about the student’s career
option. It will identify the specific skills
and abilities needed to do the job, and it
should contain information regarding the
preparation for the career (e.g. education
and training). Students may present this
information to the class in a variety of
formats: speeches, workshops, bro-
chures, power point presentations,
videotaped productions, etc.

One student created a poster that
outlined the specific skills and abilities of

a retail sales clerk in her local community.

The following are excerpts from her
report:

RETAIL SALES CLERK

Skills and Abilities:

Aretail sales person has several responsibilities. First, they

standard and performance package have
given them a stronger focus and a
common language.

The final portion of the Understanding
Career Options performance package is
completed in eighth grade. Students
refer back to their career file and
explore their other career option. This
exploration is mainly conducted on the
students’ own time. Their findings may
again be presented in a variety of
formats: written, oral, audio, video,
workshop, etc. An interesting question
that students must address in their
essay is the impact their career might
have on personal, family, and
community life.

The score a student receives for
the Decision Making standard is

possible career options to
pursue in more depth.
Seventh grade teachers build
in class time that allows
students to gather information
on one of their career choices.
Students typically use the
media center to begin their
information search. Books,
periodicals, the Internet, and
CD-ROMs make up a portion
of the resources that students
use in the development of
their career file.

The next stage involves a real-
life experience. Students
spend a half-day working with
(shadowing) a person in their
preferred profession. Accord-
ing to Mr. Lindow, “This real-
life context is a critical
element in understanding
what the career is all about. It

portfolio.”

After completing the shadowing
experience, students put together a

tion will include current, accurate

also serves as a reference in their career

presentation for the class. The presenta-

need to be knowledgeable about the cash register and the cost
of items in the store. Second, they must work hard to keep the
store clean and orderly. Third, they need to be upbeat and
friendly because over half the job is working with customers.

Fducation and Training:

Most employers will hire high school graduates, but the more
education and training a person has the better his/her chances
of getting a job.

Helpful subjects totake in school are math and English. A
cashier’s training course and/or computer skills would also be

helpful.

Retail sales people should be in good health. Sales people are
often on their feet all day and tend to do a lot of lifting.

Technology Used in the Business:

A cash register and calculator are the main items of technol-
ogy that this retail business uses. A filing system keeps track of
inventory.

I think a computer would be a good addition to the store. It
would help keep things more organized.

Mr. Lindow stated that the students have
responded positively to the performance
package and the shadowing experience.
And, although the middle level teachers at
Cannon Falls have been doing a careers
unit for some time, Mr. Lindow said the

determined by taking into
account the level of achieve-
ment attained by the student on
all the performance tasks
described in the package. The
overall scoring criteria for the
standard consists of a four-point
scale with the following values:

4 - Exemplary: Indicates
evidence of student learning in
all parts of the standard at a
level that exceeds expectations
by using and applying knowl-
edge consistently, in new and
insightful ways.

3 - Proficient: Indicates evidence
of student learning in all parts of
the standard at a consistently
proficient level.

2 — Novice: Indicates evidence
of student learning in all parts of
the standard at an adequate

level some or all of the time.

1- Emerging: Indicates evidence of
student learning in all parts of the
standard at a superficial level some or
all of the time.

Q
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declining attendance of some students
that precedes dropping out. Stemming
the decline in attendance during the
secondary grades may be essential to
cutting the dropout rate covered in the
next section.

DrorPoUT RATES
Table 4.4 (p. 26) shows the four-year

graduation rate and the dropout rate
for the state as a whole and for various
groups and regions around the state.
These estimates come from a four-year
longitudinal study of students who
were ninth graders in 1994, excluding
students who transferred out of state
or to a non-public school. For the state
as a whole, 78% of the 1994 ninth
graders in the study graduated from a
Minnesota high school four years later.
Eleven percent left high school.
Somewhat surprisingly to us, fully
11% were still enrolled in high school
but had not yet completed work for
their diploma. This four-year high
school completion rate, 78%, may not
be comparable to that from other
states, who include all students receiv-
ing a high school diploma, not just
those finishing in four years. Census
studies include, not only those gradu-
ating in more than four years, but also
those who receive a high school
equivalency degree.

Boys have a lower graduation rate

(75% vs. 81%) and a higher dropout
rate (13% vs. 10%) than girls. Among
the ethnic groups, Whites have the
highest graduation rate (82%), fol-
lowed by Asian students (68%),
Hispanic (44%), American Indian
(41%), and Black students (36%).
Completion rates vary widely across
the different regions of the state, from
47% in the two urban cities to a
commendable 91% among the small
outstate districts.

For the state as a whole,
78% of the 1994 ninth graders in
the study graduated from a
Minnesota high school four years
“later. Eleven percent left high school,
and another 11% were still enrolled
in high-school but had not yet
completed work for their diploma.

Dropout and graduation rates
among blacks pose a