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EXECUTIVE SUMMARY

Background

During the 1985 Regular Session of the Louisiana Legislature, House
Concurrent Resolution No. 110 (NCR 110) was passed requesting that the State
Board of Elementary and Secondary Education (USE) study the need for and
potential effects of a multiple curriculum system in Louisiana's public
schools. The results of this study were to be reported to the Joint
Committee on Education prior to the 1986 Regular Session.

In response to this request, a 19-member Multiple Curriculum Study
Committee was appointed and began its work in July 1985. In March 1986 an
interim report detailing the activities and suggestions of the Study
Committee was presented to the Elementary/Secondary Education Co'nmittee of
BESE, and later, to the Joint Committee on Education of the Louisiana
Legislature. In that report, the Committee found that Louisiana currently
has a type of multiple curriculum system in that a wide variety of courses
are available to meet a broad range of student needs. The Committee
proposed that a core curriculum encompassing the basic graduation
requirements be prescribed for all students, and that two additional
curricula inclusive of the core, a general studies and an honors curriculum,
be provided.

At the request of the Multiple Curriculum Committee, the Legislature
extended the Committee's work for a second year so that additional
information -elative to the issues raised in the interim report could be
collected. The Evaluation Section within the Department of Education Office
of Research and Development was asked to assist the Committee in the
collection and reporting of this information.

Scope of the Study

Is specified by the Multiple Curriculum Committee, the study conducted
by the Evaluation Section focus'd primarily on the collection of data from
all states and the District of Columbia concerning high school graduation
requirements and related curriculum issues. Specific survey questions
addressed graduation exit testing, core and multiple curricula content, high
school diploma options, and general college admission criteria. Consider-
able information was also gathered through extensive reviews of current
educational literature. Based on these deta, a decision table was developed
outlining steps suggested for use in the identification and/or development
of viable curriculum models for Louisiana. Recommendations were then

offered concerning the nature and content of those models.

Basic Definitions and Assumptions

In order to ensure consistency in the interpretation, of data presented
in this study, it was critical that several key concepts be defined early in
the report. As used in this study, d "core curriculum" was defined as a

group of common courses and/or defined course content required of all
students as a prerequisite to high school graduation. Typically, core

vi
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curricula consist of the minimum graduation requirements in terms of the
specific courses and course content prescribed.

"Multiple curricula," as applied to this study, were taken to mean
different courses of study, often connected by some common courses, all
leading to completion of high school. Though many of the prescribed
multiple curricula within a given curriculum framework encompass a common
core, others are totally unique with no common courses or content among the
complement offered. Examples of typical multiple curricula available across
the United States include general studies, college preparatory, vocational,
and honors curricula.

In addition to these specified definitions, one overriding assumption
was made that is critical to the interpretation of the results and
subsequent recommendations presented in the study: that of the real intent
of NCR 110. Careful examination of the wording of the resolution, combined
with correspondence received from a member of the Legislature, imply that
the purpose inherent in the passage of NCR 110 was to call attention to the
fact that the needs of all high school students in Louisiana were not being
met (particularly those of the noncollege-bound), and that avenues for
better meeting these needs should be explored. In specifically requesting
that RESE study the need for and potential effects of a multiple curriculum
system in Louisiana. the Legislature appears to be saying that such a system
does not currently exist, but that it should be carefully examined as
potentially viable vehicle for better meeting the needs of the
noncollege-bound, in particular. It is based on this interpretation of the
intent of HCR 110 that the conclusions and recommendations that appear in
this report are offered.

National Surve" P-2sults

During the six weeks period from late December 1986 thrcugh early
February 1987, telephone interviews were conducted with state level
education personnel in all 50 states. Local personnel it a number of states
were also contacted, including those it the District of Columbia. In terms
of the level(s) from which high school araduation requirements are set, 88
percent of the states exercise both state ano local authority in setting
these standards. In most of these states, the locally prescribed
requirements encompass, and extend beyond those set at the state level.
Eight percent of the states set all graduation requirements solely from the
local level; four percent prescribe such requirements from the state level
only. In general, State Boards of Education set state requirements; all
locally prescribed requirements are set by local hoards.

II

High school graduation exit tests are administered in 18 states, with
English and mathematic; being the areas most frequently tested. These tests
are most often first given at the 10th grade level, with retake
opportunities always available. Remediation is provided in most states.

IAll states have a minimum number of total credits required for high
school graduation; the observed range is from 13 (plus local requirements)

II

to ?4 credits. Twenty credits are most often prescribed, with 19.4 being
the average number. The overage content area credit reguircments across the

I vii
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nation are 3.8 units in English, 2.1 in mathematics, 1.8 in science, 2.6 in
social studies, and 1.4 in health and physical education.

Core curricula consisting of specific courses, content, and/or
competencies required of all students are specified in 44 states. Multiple
ci'- , often inclusive of common core offerings, are offered in 36.
Cc ricula components are most often delineated in the form of specific
courses and/or required content. (A requirement that all students complete
a course in American history would be an example of a prescribed course
requirement, whereas a content requirement might specify that certain
aspects of American history be taught within the context of a broad social
studies course.) Types of multiple curricCa most frequently offered across
the United States include general studies curricula (by 31 states), college
preparatory curricula (by 32 states), and vocational curricula (by 20
states).

The type of high school diploma most frequently offered (by 24 states)
is the standard or general diploma with no differentiation (in terms of
coursework completed or performance level attained), and no supplements.
Multiple diplomas generally reflective of the completion of various types of
delineated curricula, and standard diplomas with optional certificates
generally indicative of special attainment, are each offered by six states.

In two-thirds of the states, toe public colleges and universities have
specific admission requirements beyond a high school diploma and transcript.
Such requirements most often include ACT/SAT scores and/or completion of a
prescribed core of high school courses. Pevelopmental/remedial programs are
offered by the public colleges and universities in 44 states. In 33 of
these states such programs are offered by all or almost all of the state's
institutions. The availability of developmental/remedial programs appears
to be approximately the same across states with dnd without college
admission requirements. Generally such programs address English gr-rmar and
composition, reading and study skills, and mathematics.

Development of Viable Curriculum Models for Louisiana

Based on the data gu hered through this study, a step-by-step process
was suggested as a guide to assist the Multiple Curriculum Committee in the
identification and/or development of viable curriculum mode' for Louisiana.
A "decision table" was developed outlinini the pertinent issues inherent in
that determination and the alternatives to be considered in each step. The
content of that table is presented below:

Step 1: Identif: goals for secondary education in Louisiana. (The basic
issue to be considered in this step is whether Louisiana should
strive to provide a general education for all, or whether the
emphasis should be on individualization and the provisior of
narrowly focused, specific educational procrams for identified
segments of the high school population.)

Step 2: Determine the overall curriculum framework. (The decision to

he made here is whether Louisiana should provide a common set of
experiences for all high school students, or whether the emphasis
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should be on individualization, through the provision of
differentiated experiences.)

Step 3: Determine the number of curricula to be offered. (The question tc
be addressed in this step is whether the provision of one
curriculum, as opposed to that of multiple curricula, wculd be
more appropriate in facilitating the attainment of the secondary
education goals identified for Louisiana.)

Step 4: Delineate the nature and specific types of curricula to be
designated. (Multiple curricula are generally designated in one
of two ways, with some overlapping inherent in those categoriza-
tions: by student interests/aspirations, or by student abilities/
competencies. Selr,tion of the most appropriate approach for
Louisiana is again dependent upon the suitability of that approach
toward the attainment of the state's previously identified goals.)

Step 5: Determine suitable curricula content. (The focus of the final
step is on the identification of the specific courses, course
content, and/or competencies to be prestribed within each of the
curricula selected for implementation in Louisiana. In

delineating those specifications, care must he taken to ensure
that all students are afforded an equal opportunity to attain the
goals identified for secondary education in Louisiana.)

In order to provide information to the Multiple Curriculum Committee to
facilitate the identification and delineation of suitable curricula content,
the study focused on comparing the proposed content of Louisiana's core,
general studies, and honors/college preparatory curricula with similar
curricula offered in other states. Since Louisiana's proposed curricula are
delineated in the form of specific courses and cour options, comparisons
were limited to those states with similar methods of designating their
curricula content. The results of those comparisons formed the bases for
the conclusions that follow.

Conclusions

The following conclusions were reached as d result of this study:

Louisiana's current high school graduation requirements are more
comprehensive and more stringent than those in place in most other
states across the country, particularly in the area of mathematics.

The types of curricula being considered for Louisiana (core, general
studies, and honors/college preparatory) appear to be appropriate for
meeting the needs of the majority of the state's high school students;
however, in terms of their presently proposed content, these curricula,
taken alone, do not appear to address the full intent inherent in the
passage of HCR 110.

o The courses delineated within these curricula are essentially the
same ones that had been available to studer4s prior to HCR 110;



thus, no new alternatives are being suggested for meeting the

needs of the noncollege-bound (as specified in HCR 110).

When compared to multiple curricula offered in other states,

Louisiana's core curriculum more closely resembles other states'
college preparatory curricula, than their core curricula. Thus,

it would appear that Louisiana's basic high school graduation
requirements are actually designed for college-bound, rather than
for all secondary students.

Recommendations

The following recommendations are offered on the basis of this study:

Louisiana's current high school graduation requirements should he

reviewed in terms of the stringency of the courses prescribed,

particularly in mathematics, where little similarity was found with the
requirements specified in this area in other states.

If the graduation requirements review results in adjustments in the

mathematics area such that the resulting requirements are more
consistent with those prescribed in other states, then the following
recommendations are offered subsequent to those adjustments:

o The proposed general studies and honors/college preparatory
curricula, both inclusive of the core requirements, should be

redefined on the basis of the adjustments made in the overall
graduation requirements; as such, these curricula should then be
offered to all high school students in the state on a selection
basis in accordance with both student interests/aspirations and
abilities/competencies.

e Development of a third curriculum model, also inclusive of the
core requirements, should be considered to provide additional

opportunities f)r meeting individualized needs of both college and
noncollege-bound tudents. This model could be defined as an

applied studies curriculum with multiple strands that would enable
students to pursue interests in such diverse areas as business,
marketing, health occupations, communications, personal services,
music/dramatic arts, computer science, and engineering.

If no adjustments are made in the graduation requirements as a result

of the suggested review, ten the following alternative recommendations
are proposed:

o The general studies and honors/college preparatory curricula, as
currently proposed, and both inclusive of the present core

requirements, should be offered to all high school students in the
state on a selection basis in accordance with both student

interests/hspirations and abilities/competencies.

o A third curriculum model, perhaps in the form of an applied

studies curriculum, should be developed. This model would still

x
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encompass the basic core requirements, but would dc so in the form of
applied courses, especially in the area of mathematics. Such a

curriculum would allow for greater individualization in meeting the
needs of all students, but particularly those of the noncollege-bound.
Multiple strands incorporated into this curriculum could enable
students to pursue interests in such diverse areas as business,
marketing, health occupations, communications, personal services,
music/dramatic arts, computer science, and engineering.

A second phase of this study should be commissioned to gather any
additional information needed by the Multiple Curriculum Committee in
response to the results of this study and the action subsequently taken
by the Committee as it completes its work in response to NCR 110.

Plans should be developed for initiating a longitudinal study to assess
the impact and effectiveness of the curriculum system implemented
subsequent to the completion of the work of the Multiple Curriculum
Committee.

xi
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1
INTRODUCTION

Background

During the 1985 Pegular Session of the Louisiana Legislature, House

Concurrent Resolution No. 110 (NCR 110) was passed requesting that the State

noard of Elementary and Secondary Education (BESE) study the need for and

potential effects of a multiple curriculum system in Louisiana's elementary

and secondary public schools.* The Board was directed to report the results

of this study to the Joint Committee on Education prior to the 1986 Regular

Session. Included in the report were to be recommendations of how such a

curriculum plan could best be implemented.

In response to this request, a 19-member Multiple Curriculum Study

Committee was appointed by BESE with the Board President as its chairperson.

Seven meetings were held between July 10, 1985, and March 3, 1986. An

interim report detailing the activities and suggestions of the Study

Committee was presented to the Elementary/Secondary Education Committee of

BESE at its March 25, 1986 meeting. In that report, the Multiple Curriculum

Committee stated that Louisiana currently has a type of multiple curriculum

system in that a wide variety of courses are available to meet the varied

needs of students. Additionally, the Committee proposed that a core

curriculum encompassing the basic, q:aduation requirements be prescribed for

all students, and that two additional curricula, a general studies and an

honors curriculum, both inclusive of the core, be provided.

* Effective for incoming freshmen in 1983-84, BESE established a single,
undifferentiated curriculum that required 22.5 credits for high school
graduation. An additional one-half credit requirement was added the
following year so that the total currently prescribed is 23 credits.



The Elementary/Secondary Committee received the report, but no action

was taken except to reject the recommendation of the Multiple Curriculum

Committee to hold public hearings. In place of the hearings, the

Elementary/Secondary Committee recommended that ESE direct the State

Department of Education to conduct a survey to solicit additional input on

issues idet,tified in the interim report of the Multiple Curriculum

Committee. Responsibility for developing this survey was subsequently given

to the Evaluation Section within the Department's Office of Research and

Development.

The results of the interim report were also presented to the Joint

Committee on Education o' the Louisiana Legislature prior to the 1986

Regular Session. At the request of the chairperson representing the

Multiple Curriculum Committee, the work of that Committee was extended for a

second year by HCR 11? of the 1986 Regular Session in order for the

additionally requested survey information to be collected. The final report

of the Committee is thus scheduled for presentation prior to the 1987

Regular Session of the Legislature.

Scope of the Study

The wording of the initial resolution (HCR 110), combined with

correspondence sent to the Multiple Curriculum Committee by a member of the

Louisiana House of Representatives, indicate that the intent of HCR 110 was

to advise BESE of curriculum inequities in the elementary and secondary

schools in Louisiana, and to call for a study that would both examine these

inequities, and propose alternatives for their resolution. The primary

focus of HCR 110 appears to be on the academic preparation of

noncollege-bound high school students and on the necessity for exploring

2



avenues for better meeting the needs of these, as well as all other

students. In the Legislative's request that USE study the need for and

potential effects of multiple curricula, the implication is that such a

system does not currently exist in Louisiana, but that its potential merits

for Louisiana's public schools should be carefully scrutinized. The

resolution uses the igrase "multiple curriculum" in general terms, and does

not prescribe any one curriculum or set of high school standards. Instead,

it calls for the exploration of all viable alternatives ',or addressing the

needs of the broad range of students in the elementary and secondary schools

of the state.

In reaction to the language of HCR 110 and to discuss ons with members

of the Multiple Curriculum Committee, this study was designed to focus

primarily on data reporting the current status of multiple curricula and

associated issues at the national, state, and local levels. Extensive

literature reviews, combined with indepth telephone interviews with

Department of Education personnel in each state and the District of Columbia

were mnducted to provide baseline data to assist the Multiple Curriculum

Committee in its work.

Purpose of the Study

The purpose of this study is to provide information to the Multiple

Curriculum Committee to facilitate the subsequent identification and /or

development of viable high school curriculum models for Louisiana's public

schools. It is recognized that the final model selected could be that which

is currently in place. In order to accomplish this purpose, the study first

seeks to provide ar overview of the high school graduation requirements

currently in place across the country. Next, the effort is directed toward
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the identification and description of the various components of the

curriculum models in place, both past and present, in the nation's schools.

The data that result from these steps are then aggregated to provide a

national perspective on high school graduation requirements in the United

States. Finally, the study draws on all available information to develop e

decision table explicating the issues surrounding each curriculum model, and

detailing the steps to be taken in the selection of those curriculum choices

most suited to meeting the needs of Louisiana's secondary school students.

Basic Definitions

In order to ensure consistency in the interpretation of data presented

in this report, specific definitions must be given for the major concepts

discussed. "Core curriculum," as used in the collection and interpretation

of data gathered in this study, is defined as a group of common courses

and/or course content required of all students as a prerequisite to high

school graduation. In general this core alone does not encompass the total

credit requirement for graduation. "Multiple curriculum" was specified by

the Multiple Curriculum Committee to mean "different courses of study,

connected by some common courses, all leading co completion of high school."

As used in this report, however, a broader definition, was invoked in which

the "common course connection" was not an essential requirement. This less

restrictive meaning was needed because it was consistent with the variety of

interpretations of the multiple curriculum concept encountered in the

national survey.

4
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Evaluation Questions

The major evaluation questions addressed in the conduct of this study

include the following:

1. What is the nature and extent of the high school graduation require-
ments currently in place across the United States?

2. What are the characteristics of the various curricula currently being
offered in the nation's schools?

3. What are the general admission requirements for the public colleges and
universities across the United States?

4. What secondary education curriculum models emerge for consideration by
educational policy makers in Louisiana?

Audiences

This study was conducted by the Evaluation Section of the Office of

Research and Development at the request of State Board of Elementary and

Secondary Education Multiple Curriculum Committee. Funding for the study

was secured through Federal EC1A Chapter 2 sources. The purpose of the

study is to provide information to the Committee tc assist BESE in

responding to the IICP 110 request that the issue of multiple curricula be

examined, and its viability carefully considered, for Louisiana's public

schools. In response to this request, the primary audiences targeted for

this report have been identified as:

The Multiple Curriculum Study Committee

The State Board of Elementary and Secondary Education

o The State Superintendent of Education and his Cabinet

The Department of Education Office of Academic Programs

The Joint Legislative Committee on Education

The State EC1A Chapter 2 staff

The Federal EC TA Chapter ? staff

5
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2
REVIEW OF RELATED LITERATURE

Introduction

The concept of multiple curricula is one that has received widespread

attention in recent years. Potentially a major vehicle for the, realization

of many of the efforts embodied in the educational reform movement, it is an

issue that cannot be viewed in isolation from the much broader context

within which high schools exist and operate. However, any indepth study of

the concepts inherent in the multiple curriculum issue cannot be conducted

without first developing a clear consensus relative to the overriding goals

of public education. Without the specific directior provided by such goals,

any attempt at evaluating the relative merits of a given curriculum model

would be a meaningless exercise. Thus, a historical review of the evolution

of today's educational system is presented as background information prelim-

inary to the study.

Literature Review

Secondary schools in the United States initially arose to prepare the

academically elite for college, many specifically for the ministry. The

curriculum was demanding and highly specialized; and, as a result, few

attended. Students generally moved on only after demonstrating mastery of

the required work.

In the early 1900's, mandatory attendance laws and the emerging belief

that schools should serve all students, began to swell public school

enrollments. In an effort to impose organization on an expanding

6
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educational system, students were grouped by age and moved through in

lock-step fashion, one result of which was social promotion.

Prevailing social and political trends since that time have given birth

to numerous reform movements in education. During educa,,onally

conservative times the emphasis has been on academic achievement,

curriculum, and discipline. The focus during more liberal times was on

equity for the disadvantaged and the need to expand the role of the school

(Toth, 1984).

During the late 1950's, and throughout most of the 1960's, the theme of

educational reform was one of rising to meet the challenge posed by Soviet

technology. Our best and brightest were urged to direct their efforts

toward mathematics, science, and foreign languages, and incentive

specifically designed to lure teachers into those areas were in abundance.

The late 1960's and most of the 1970's were more liberal times; tne result

was a shift in the focus of educational reform to addressing the plight of

the disadvantaged. In response, a multitude of federal programs emerged to

provide services to the economically deprived (Title I, Head Start, etc.)

and the handicapped (through special education programs). Additional

efforts were directed toward the enhancement of vocational programs. In

general, earlier and broader-focused schooling, along with an increased

emphasis on relevance, were the pervasive themes of this turbulent period.

The educational reform movement of today represents a shift back to

that observed during the more conservative post-Sputnik era. Again the

demand is that schools hold all students to higher standards, and that

social promotion, initially implemented for reasons of expediency, come to

an end. According to Michael Kirst of Stanford University, during the

1980's the Japanese Toyota replaced Sputnik as the symbol of America's

7
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inability to compete. However, unlike the narrow focus of the 1950's and

1960's, today's reformers are urging that all be held to higher standards of

performance. The primary reason given for this extensive accountability is

that such standards are needed to ensure that all students are adequately

prepared to meet the demands of an increasingly complex world.

This current reform movement has become synonymous with excellence--or

at least the expectation of excellence--for all. While there is much

evidence that increased expectations can lead to improved student

performance, there are also considerable data indicating that raising

standards can result in further academic stratification and cause more

school failures (McDill, Natriello, and Pallas, 1985).

This potentially negative impact of increased standards is reiterated

in a recent report by the Association for Supervision and Curriculum

Development, entitled With Consequences for All (1985), which states that

the nationwide push toward raising high school standards could make a "bad

situation worse" for students at the bottom of the class. The report

questions whether real improvement can result from the "flood of mandates"

handed down from state legislatures. Electives are being squeezed out by

the academic subjects, with the result, being that few students will have the

opportunity to experience specialized courses outside of the core subjects.

The report goes on to say that teachers facing more low-achieving students

in academic classes will either have to simplify such courses, or (if they

elect to maintain standards) hand out discouraging grades to increasing

numbers of students. If the courses are diluted, the top achievers will go

unchallenged. On the other hand, if standards are maintained, the low

achievers will be overwhelmed and frustrated. According to the report, the
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result may be a "shriveling up" of the chances for success among significant

numbers of minority, foreign-porn, disadvantaged, and handicapped students,

While most educators agree that increased expectations can result in

improved performance, they are also quick to point out that such performance

can,lt be realized unless all are assured of having an equal opporturity to

rl,, sl, t ,.? new standards. However, as of late, little attention has been

focused on hc.i to provide such a guarantee: that all students will have a

fair chance to attain the higher standards expected of them: Simply

imposing higher standards does not ensure that such performance levels will

be reached. According to John Goodlad (1985), assuming this is comparable

to "moving the high jump bar up from four to six feet without giving any

additional coaching to the youth who were not clearira the bar when it was

set at four feet," (p. 270). In the absence of such equal opportunity

guarantees, increased expectations will lead to increased frustration, and

the gap between the educational "haves" and the "have-nots" will widen.

Dropout rates will increase, with the result being a growing segment of the

citizenry lacking in the necessary training to unction in an increasingly

complex world.

According to an article in Phi Delta Kappan (Toch, 1984), one reason

for the lack of attention to guaranteeing equal opportunity may be that most

of the c'd"rent reformers are lawmakers, not educators. The focus has thus

been on rewriting regulations such as those governing the length of the

school day, the length of the school year, the cutoff scores on competency

tests, and high school graduation requirements. According to the article

the real emphas's during this period should have been on add.-essing the much

more complex issues of determining the actual content of courses in the

newly prescribed core curriculum, and, perhaps even more importantly,

9



specifying how that content should be taught. In a recent NASSP Bulletin

(March 1986), Harkins concurs with this point of view and calls upon schuuis

to do more than just implement new course requirements. He feels that the

emphasis should actually be on the translation of the new requirements into

new and different ways to challenge all students, to interest then, to truly

tap their potential, and, as a result, to prevent them from dropping out.

According to Harkins, higher standards should not only mean more courses,

but, perhaps more importantly, better courses that concurrently challenge

students and offer them a reasonable chance of success.

In an effort to meet the challenge posed by this "equal opportunity"

issue, many states have taken steps to replace such liberal practices as

social promotion with promotion based on academic. progress. Statewide

testing programs tied to promotion/retention decisions have been implemented

in increasing numbers in recent years. When conducted in tandem with

remedial programs for tnose who need additional time and assistance to

master the prescribed higher standards, shch efforts have yielded promising

results.

We, as Americans, have repeatedly said, through the annual Gallup

polls, that we want our secondary schools to be comprehensive in function,

and to focus on the production of (1) enlightened citizens, (2) productive

workers, and (3) lifelong learners. If our goal is to remain one cf

universai secondary education, then, according to John Goodlad (1985), the

high school should he viewed as a terminal irAitution, and as such it

should be regarded as the final chance to give everyone the general

education that our goals imply we want them to have. In order to maximize

the potential impact of that final chance, we must strive to guarantee that

all of our students will be afforded an equal opportunity to master the

10
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higher standards we expect of them. Simply increasing requirements without

providing the adequate preparatory and support mechanisms will, in most

cases, have the reverse effect, and could seriously jeopardize the

.ttainment of the vet), goals toward which such efforts are directed.

Th, question now facing educational reformers in Louisiana, as well as

in many othtr states, is how to guarantee that all students will be afforded

an equal opportunity to attain the higher standards we expect them to meet.

Some steps have already been taken, but were they the right steps, have they

had their intended effect? The very passage of Louisiana's HCR 110 implies

that such equal opportunity guarantees are nGt presently available to all of

the state's high school students. Whether the implementation of multiple

curricula in the state's schools will satisfactorily address this problem is

a question that educational policy makers must now carefully consider. It

is hoped that the information presented in this report will facilitate the

resolution of that most important dilemma.



METHODOLOGY

Data Sources

Data used in the conduct of this study were gathered from two primary

sources. Background material was collected concurrently through periodic

reviews of current educational literature and reviews of the working papers

of the Multiple Curriculum Committee. Additionally, discussions were held

with members of the committee to supplement and verify this information.

The second data source was Department of Education personnel in each of the

50 states and the District of Columbia. Detailed, state-specific

information relative to high school graduation requirements and related

multiple curricula issues was provided through indepth interviews with these

individuals.

Description of Data Collection Instruments

The primary instruments developed specifically for this study were

detailed interview forms used in soliciting information concerning

graduation requirements and other multiple curriculum issues from Department

of Education personnel across the country. Three versions of the instrument

were developed (Forms A, P, and C) to coincide with the level(s) from which

high school graduation requirements could be prescribed. Form A was

designed for collecting data from states in which all such requirements were

prescribed from ti state level. ronn B was applicable when graduation

requirements were strictly locally determined. For states in which a

combination of state and locally determined requirements prevailed, Form C

was used. Copies of these instruments are included as Appendices A, B, and

C of this report.

12
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All versions of the instrument solicited comparable information about

the nature and extent of the graduation requirements in each state. The

prevalence and content of tests administered as a prerequisite to high

school graduation were probed. Detailed information was requested

concerning the curriculum structure in each state. The extent to which

multiple curricula were in place across the country was examined, as were

the specific components of the more prevalent types of curricula.

Additional information was collected concerning diploma variations, college

admission requirements, and the incidence and content or college remedial or

developmental programs.

Procedures

The official startup date for this study was December 1, 1986. At that

time two independent literature reviews were conducted to gather background

information relative to high school graduation requirements, multiple

curricula, diploma options, and other related issues. Based on this

information, as well as information gleaned from the working papers and

discussions with members of the Multiple Curriculum Committee, a study

design was drafted and presented to the committee. Drafts of the proposed

data collection instruments were also shared, and input was solicited in

terms of the information needs of the committee. A working subcommittee was

formed to further explore those specific needs with the evaluation team.

Recommendations received fri both the full Multiple Curriculum

Committee and the subcommittee resulted in the development of the three

versions of the state level interview form described ,:arlier. It was

determined that, to facilitate the actual collection of the interview data,

a preliminary telephone call would be placed to each State Department of

13
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Education to first, identify the individual with primary responsibility in

the area of high school graduation requirements, and then, to determine

whether such requirements were set, at the state level, local level, or both.

11

was begun immediately upon completion of the first few inter0,4s. It was

data that would eventually appear in the report, drafts of the summary

information presented in Appendices 0 and E, along with detailed

material was forwarded to the Evaluation Section by the contact person

critical that limits he defined as soon as possible to ensure that the

issues in question. Additionally, in order' to ensure the accuracy of the

Evaluation Section and two from the Bureau nf Research conducted the

than an hour, depending en the detail associated with the graduation

requirements and other pertinent issues. In numerous instances, printed

through February 3, 1987. Three members of the professional staff of the

interviewed in order to supplement the interview information.

information being ,;:Alerted was both appropriate and adequate to address the

states and the District of Columbia were conducted from December 22, 19e6

interviews, which ranged in duratien from approximately 20 minutes to more

and time designated by the participant for the interview, as well as a copy

proposed data collection instruments were piloted with a few states, and

revisions were made. The telephone interviews with personnel from all 50

by a confirmation letter front the Evaluation Section with the specific date

of the form appropriate for that state or district. These scheduling

activities were conducted during the month of December.

Upon receipt of this information, the identified irdividual was asked to

participate in the study. Agreement to participate was immediately followed

Categorization, and the subsequent aggregation, of the collected data

Prior to full-scale implementation of the nationwide survey, the

14



explanations as to how these data were categorized were forwarded during

mid-February to each state and local contact person interviewed for

verification. The interviewees were asked to call the Evaluation Section

within one week after receipt of the information in the event that

discrepancies were noted. This verification step was critical in the

overall study because the nature of the data, along with the sheer volume

collected, was such that numerous "judgment calls" had to be made in order

to provide a quantifiable overview of graduation requirements and multiple

curricula trends across the country. Copies of all correspondence with

survey participants are included as Appendix F.

Data Analysis Procedures

The data collected through the national interviews were compiled on the

basis of the themes that emerged. By design, no preconceived structure was

used to aggregate the data because it was important that the results of the

study be reflective of the "real world" in terms of current multiple

curricula offerings in the nation's schools. As a result, some variations

in the depth of information provided by each state will be apparent, partic-

ularly for those with considerable local autonomy in setting high school

graduation requirements. In some cases, follow-up telephone calls were

placed to local education officials in an attempt to gain further insights

into the requirement, most prevalent in those states. In all instances,

sincere appreciation is expressed for the graciousness and professionalism

with which the state and local education personnel provided the requested

information. These interview data, along with the considerable research

uncovered through the literature reviews, are presented in Chapter 4 of this

report.
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4
PRESENTATION OF THE DATA AND DISCUSSION OF THE RESULTS

Introduction

The data presented 1;, this chapter were gathered primarily through

telephone interviews with Department of Education personnel in each of the

50 states and the District of Columbia. This information is supplemented by

additional printed material forwarded by those individuals, along with

relevant findings from current educational literature. The results are

organized with respect to the four major evaluaticn questions addressed in

the study.

Evaluation Question l: What is the nature and extent of the high school
graduation requirements currently in place across the United States?

Level From Which Requirements Are Set

Information gathered through the nationwide telephone surveys relative

to whether high school graduation requirements are prescribed from the state

level, local level, or both, is shown in Table-1. As illustrated, it the !O

states and the District of Columbia, two states (4%) prescribe all high

school graduation requirements solely from the state level, whereas four

(8%) set all such requirements solely from the local level. The District of

Columbia is included in the "local only" designation although its single

education unit actually serves as both the state and local standard-setting

authority. In the majority of states (45, or 88 percent) both state and

local responsibility is assumed for this standard-setting activity. In

16



Table 1. Statewide High School Graduation Requirements:
Level at Which Set

N=51

Level
Number

of

States

Percentage
of

States

I. State level only 2 4%

II. Local level only
b

4 8%

III. Both state and local levels 45 88%

Total 51 100%

aIncludes the District of Columbia.
In the District of Columbia, a single education agency actually serves
as both the state and local education department.
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these 45 states, the locally prescribed requirements generally encompass and

extend beyond these specified at the state level.

Characteristics of Graduation Requirements

The specific characteristics of high school graduation requirements in

states with both state and local standard-setting responsibility are :hown

in Table 2. Among the 45 states with such combined authority, the State

Board of Education is the agency most often responsible for setting

standards prescribed from the state level (in 27 states or 60 percent\,

Both the State Legislature and the State Board are responsible for setting

state level graduation requirements in seven states (16'), while scic

responsibility rests with State Legislatures in six states (1n).

Not illustrated in Table 2 are the graduation requirement characte

istics of the two states with exclusive state authority and the four .:tags

with complete local autonomy. In the former category, the State Board 0.

Education is responsible for setting those state standards in both stater.

The issue does not apply in the four states with total local autonomy.

In the second section of Table ? is an approximation of the exter,

which the local school systems in these 45 states with shared state er

local authority prescribe their own graduation standards. As illustrated,

not all local systems in such states choose to exercise that authority. In

almost half of these states (22, or 45 percent) such local graduation

requirements are prescribed by all or almost all of the local systems. 'n

seven (16fl of the 45 states, approximately half of the local systems set

standards. In 13 percent (six states), fewer than half of the systems set

local requirements, while very few systems do so in five states (11).

18
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Table 2. Characteristics of High School Graduation Requirements
Set From Both State and Local Levels

N=45

I. State agency that sets statewide graduation
requirements:

Number
of

States

Percentage
of

States

A. State Legislature 6 13%
B. State Board of Education 27 60%
C. State Department of Education 0 0%
D. State Legislature ,..nd State Board 7 16%
E. State Legislature and State Department 1 27,

F. State Board and State Department 2 4%
G. State Legislature, Board, and Department 2 4%

Jr. Approximate number of local systems within these
states with their own prescribed high school
graduation requirements:
A. Very few 5 11%
B. Less than half 6 13-;

C. Approximately half 7 16%
D. More than half 4 9%
E. All or almost all 22 49%
F. Don't know 1 2%

III. Nature of local graduation requirements:
A. Set by local school board 45 100%
B. Generally extend beyond state prescribed

requirements 45 100%
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Among the four states with complete local autonomy (not illustrated), all or

almost all of the systems in all 4 states have locally prescribed

requirements.

In all 45 states with both state and local standard-setting authority,

local graduation requirements (when prescribed) are always set by local

school boards. This is also the case in the four states with complete local

autonomy.

Graduation Testing

Information concerning the extent and nature of exit testing as a

requirement for high school graduation is presented in Table 3. As

illustrated, among the 45 states with both state and local standara-setting

responsibility, 16 (36%) do have, or soon will have, such tests in place.

Of the 16 states with required graduation tests, 14 (88%) prescribe such

tests from the state level; the other two (12%) mandate these tests locally.

The content areas most often addressed by these tests are

English/reading (by 94 percent of the states administering such tests),

mathematics (by 88 percent), social studies (by 38 percent), writing (by 31

percent), and science (by 25 percent). The exit tests are most frequently

first administered in the 10th grade (in six, or 38 percent of the states

with exit tests). In 25 percent (four states), the test is first given in

the ninth grade; the 11th grade is the choice in 19 percent (three states).

In oni state, New York, various test components are given at different grade

levels. Rernediation is available in 15 of the 16 states (94%) with

graduation 4, .--,ts; retake opportunities are provided it all 16.

The two states with complete state level responsibility for setting

graduation requirements both administer exit tests addressing

20
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Table 3. High School Graduation Testing Among States With Both State
and Locally Prescribed Graduation Requirements

N=45

I. Relative frequency of occurrance (N=45):

Number
of

States

Percentage
of

States

A. Prescribed from state level 14 32%
B. Prescribed from local level 2 4%
C. No graduation test requirement 29 64%

II. Content areas generally addressed (N=16):
A. English/reading 15 94%
B. Mathematics 14 88%
C. Science 4 25%
D. Social studies 6 38%
E. Writing 5 31%
F. Computer literacy 1 6%
G. Vocational education 1 6%

III. Grade level at which exit test first given (N=16):
A. 9th grade 4 25%
B. 10th grade 6 38%
C. 11th grade 3 19%
D. 12th grade 1 6%
E. Components given at different grade levels 1 6%
P. Undetermined; still being developed 1 6%

IV. Availability of remediation opportunities (N=16):
A. Provided 15 94%
B. Not provided 1 6%

V. Availability of retake opportunities(N=16):
A. Provided 16 100%
B. Not provided 0 0%



English/reading, mathematics, science, and social studies. One stace

includes material in the areas of health and problem solving. The test is

first given in the ninth grade in one state, and at the 10th grade level in

the other. Remediation and retake opportunities are provided in both

states. Among the four states with local autonomy, exit tests are generally

given at the discretion of local districts.

Component Graduation Requirements

Specific aspects of the high school graduation requirements mandated in

states with mixed state and local responsibility for setting such standards

are shown in Tables 4-6. Table 4 presents the overall mandates, while

Tables 5 and 6 explicate the total and content, area credit requirements,

respectively.

As illustrated in Table 4, all 45 states prescribe the total number of

credits required for high school graduation; 43 of the 45 (96%) also specify

the number of credits required in each content area such as four credics in

English, three in mathematics, etc. In 60 percent (27 states), course

options (from among a specified list of courses) and/or content (such as one

credit in a ph,sical science or one in a life science) from which credits in

one or more areas must be selected are prescribed. Specific courses like

English I or American history that must be taker by all students are

delineated in 32 states (71%).

In the two btates with complete state level standard-setting authority,

as well as in the four states with local autonomy, both the total credits

required for graduation and number required in each content area are

mandated. However, whereas the course options and specific courses are

22



Table 4. Mandated Components of High School Graduation Requirements
Among States With Both State and Locally

Prescribed Standards
N=45

Number
of

States

Percentage
of

States

I. Total number of credits required for graduation 45 100%

II. Credits required by content area 43 96%

III. Course options from which required credits must
be selected (in one or more content areas) 27 60%

IV. Specific core courses that must be taken by all
students (in one or more content areas) 32 71%



prescribed in both states with state level authority, such is the case in

only one of the four local autonomy states (25 percent for each).

Overall Credit Requirements

The range of total credits required for high school graduation in

states with shared state/local respo sibility is illustrated in Table 5.

The range of credits required for graduation is from 13 (with local

additions) to 24 credits. The most frequently mandated minimum is 20

credits (by 29 percent of the 45 states). Second in relative frequency is

21 credits required by 16 percent. It should be noted that in many

instances the number of required credits reflects only the basic credit

minimum; many local systems add their own requirements to this minimum.

This is particularly true of the lower ranae of regnired credit totals.

With the wide variations in such local requirements that are generally added

to this minimum, it would appear that the reported mean of 19.4 credits

across these 45 states is probably lower than what would be observed if data

concerning the supplemental local credit totals could be obtained.

In the two states with complete state responsibility for graduation

standard-setting, the minimum overall credit requirement is 20 units. Among

the four states with local control, one reported an average of 20 required

unit'', one requires 20.5, and the third indicated a 21.1 credit average. In

the fourth state, no statewide average wal available.

Content Area Credit Requirements

The content area credit requirements among the 45 states with shared

state and local standard-setting authority are illustrated in Table 6. In

English, four units are most frequently prescribed (by 73 percent of the

states), followed by three units required by 20 percent. Two snits are most
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Table 5. Overall Credit Requirements Among States With Both
State and Locally Prescribed Graduation Requirement,

N =45

I. Total credits required fDr graduation
A. 13 credits (plus additional local

Number
of

States

Percentage
or

States

requirements) 2 4%
B. 14.5 credits 1 2%
C. 16 credits 5 11%
D. 17 credits 1 2%
E. 18 credits 4 9%
F. 18.5 credits 1 2%
G. 19 credits 2 4%
H. 19.75 credits 1 ,

,)0

I. 20 credits 13 29%
J. 21 credits 7 16%
K. a credits 4 9%
1. 23 credits 2 C
M. 24 credits 2 4%

Mean

I!. Mean overall graduation credit requirement - i9.4 credits
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Table 6. Content Area Credit Requirements Among

States With Both State and Locally Prescribed Graduation Standards
W45

Number & Percentage of States Requiring
the Indicated Number of Credits in Each Content Area

Content Area 5

credits

N %

4

creditsN%
3

creditsN%
3/2a

creditsN%
2.5

creditsN% creditsN%
1.5

credits

N

1.25

creditsN%
1

credit

N"
1/0a

credits

N

.5

creditsNI
Exposure

(0 credit)N%
Not

required

N %

Local

option

N %

Wan No.

of

Credits*

1. English 1 2% 33 73% 9 20%

2 4' 3.8

II. Math 8 18% 2 4% 31 69% 2 4'
2 4. 2.1

III. Science 3 6% 2 4% 31 69% 1 2% - 4 g'
2 4% 1.8

IV.N) Social Studies - 1 2% 21 47% 5 11% 14 31% 1 2% 1 2°
2 4% 2.6

V. Health & PE 1 2%
1 2% 9 20% 7 16%. 1 2% 17 38,.. 2 41 3 7'- 4 g- 1.4

VI. Ccnputer

Literacy

1 2% 5 11% 10 22' 2c 58% 3 0.6

VII. Fine /Applied

Arts
2 4% 1 2% 6 13% 3 71 4 9% 26 58's 3 7= 1.0

VIII. Foreign

Language

4 91
38 PA' 3 7% 1.0

alndicates that a choice is oftered in terns of credits required
among two or more content areas (For example,

5 total credits ray be required in meth and science calmed,bsuch that 2 credits are specified in either one, with 3 in the other.)
States in which local option was specified were excluded from this mean computation.
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often specified in mathematics (by 69 percent), while 18 percent require

three units. In science, 31 states (69%) prescribe two credits; nine

percent require one credit. Three credits are most often required in social

studies (by 47 percent of the 45 states), with 31 percent specifying two

credits. One credit is most often specified in health and physical

education (by 38 percent); nine states (20%) reqqire two credits in this

area. Computer literacy is prescribed infreouently, as evidenced by the 36

states (80%) that have no credit requirement in this area. However, 10 of

these states (22 percent of the 45), do require exposure to computers within

the context of various other content areas. One credit in fine/applied arts

is required by six states (137), but 58 percent have no credit requirement

in this area. Foreign larmaye is prescribed as a course option for one

possible credit in four, states (Si.), but 84 percent havr no specified

foreign language requirement.

Thc' -.1 number of credits prescribed in each content area is shown in

the la, lump c Table 6. As illustrated, the greatest number of

pr-scribed credits is in English (3.8). Social studies is next with an

overage of 2.r, credits prescribed. Mathematics, with a 2.1 credit average

follows, with science nExt at. 1.8 credits. An average of :.4 credits is

required in health and physical education. Among the states that have

credit requirements in fine/appled arts or foreign language, an average of

1.0 credit is prescribed. In computer literacy, a mean of 0.6 units are

specified among the states that have credit. requirements in this area.

A state-by-state breakdown of the prescribed hiuh school graduation

requirements in each content arca is presented in Appendix D. Included are

those states in which such requirements are specified strictly at the state

level (2 states), as well as those with complete local autonomy (4 states).
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Summary

In the majority of states (88%), high school graduation requirements

are prescribed from both the state and local levels. Two states exercise

total state authority, and four have complete local responsibility. 'the

State Board of Education is generally the agency responsible for s_etting

state standards. In 22 of those 45 states, all or almost all of the local

systems prescribe their own supplementary graduation requirements. In all

45 states the local standards are set by the local school board and

generally extend beyond the state prescribed requirements.

Graduation exit tests are mandated by 16 of the 45 states (36%) with

state and local standard-setting responsibility. Fourteen prescribe these

tests from the state level; the other two do so from the local level. Such

tests are also mandated by the two states with complete state level

standard-setting authority; such tests are not widely prescribes' in the four'

state-, with total local responsibility.

The content areas most frequently addressed in the exit tests are

English/reading, mathematics, social studies, writing, and science, in that

order. Such tests are most often first administered in the 10 t. grade.

Retake opportunities are always provided, while remediation is generally

available.

overall graduation credit requirements are proscribed in all 45 states

with combined standard-setting authority, with 43 of those specifying such

requirements by content area as well. The total credits required for

graduation ranged from 13 to ?4, with 20 credits the number most frequently

prescribed. The credit mean among the 45 stales was 19.4, but, in a

number of instances, no figures were available concernino additional locally



prescribed requirements. By content area the mean credits specified were

3.8 in English, 2.6 in social studies, 2.1 in mathematics, 1.8 in science,

and 1.4 in health and physical education. Very few states require credits

in fine/applied arts, computer literacy, and/or foreign language.

Evaluation Question 2: What are the characteristics of the various
curricula currently being offered in the nation's schools?

Core Curricula

As part of th nationwide survey, representatives from each state and

the District of Columbia were asked to provide information relative to the

extent to which core curricula in the form of specific courses, course

options, and/or content were required of all high school students in their

respective states/districts. Responses to these inquiries arc shown in

Section 1 of Table 7. As illustrated, among the 45 states with combined

state and local standard-setting authority. 41 (91",) prescribe specific core

curricula within the total framework of high school graduation requirements.

Twelve of those 41 states require specific courses/options/content in four

or more areas; the other 29 have such requirements in fewer than four areas.

In the remaining four states considerable variaticn exists such that

statcwide generalizations are not. possible. Both states with state level

standard-setting authority offer core curricula, but no generalizations are

possible in the three states with total 10(71 control. in the District of

Columbia, however, a core is prescribed.

Multiple Curricula

Information concerning the relative frequency with which multiple

curricula are offered in addition to, or lh place of, 6 specific core is
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Table 7. Core and Multiple Curricula Availability Among States
With High School Graduation Requirements Prescribed

From Both the State and Local levels
N=45

I.

II.

III.

Extent to which core curricular are offered (N=45):
A. In four or more areas (comprehensive)
B. In fewer than four areas (minimal)
C. Local option; cannot generalize across state

Extent to which multiple curricula are offered (N=32):
A. Defined multiple curricula
B. Unofficial multiple curricula

Placement into multiple curricila upon entry into
high school (N =15):

Number

of
States

12

29

4

15

17

Percentage
of

States

A. Required 10 67;
B. Not ret,uired 1

C. Not specified 4 26?=

IV. Level from which placement into multiple curricula
is required (N=10):
A. State level 3 30c/

B. Local level 7 70M

V. Students have relative freedom to move among required
curricula (N=10): 10 10C

VI. Extent of movement among required curricula (N=10):
A. Seldom 1 1C;

C. Fair4 often 4 40',

C. Very often 1 1C';

D. Don't know 3 30°-'

E. Seldom upward; fairly often downward 1 10't

VII. Criteria used to determine student placement into
required multiple curricula (N=10):
A. Elementary/middle school GPA 4 40'?

B. Standardized test results 307
C. Proficiency/competency test results 2 2tr
D. Completion of prescribed elementary/middle

school courses 2
E. Student interest /aspirations 10 100;
F. Teacher recommendations 4 40'4

G. Locally set criteria 2 20
H. Parental approval 20c;

I. Counselor consultation 1 leT
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shown in Section II of Table 7. Among the 45 states with both state and

local authority relative to high school graduation requirements, 32 (71;)

offer multiple curricula. Of those 32, 15 (47%) generally delineate such

curricula in specific terms, often within publications listing the high

school graduation requirements. The other 17 (53/ have unofficial defini-

tions of these curricula in that such curricula are generally not printed

for distribution. In 10 of those 15 states (671 with defined or delineated

curricula, lents are required to select one of the specified curricula

upon entry into high school. In one state (77,) no such selection is man-

dated; no data were available for the other four states with defined

multiple curricula.

In the 10 states where curricula placement is mandated, the requirement

is specified from the state level in three states (301, and from the local

level :al the other seven (70* In all le of these states students are

relatively free to move from one curriculum to another as is shown in

Section V of Table 7. Such movement o(curs fairly often in four of the 10

states. It was pointed out by a number of the interviewees, however, that

as students progressed through hiqh school it becomes increasingly difficult

to move into more stringent curricula, whereas movement to less stringent

curricula remains relatively easy.

the c iteria most often used as bac.,.ec For placing students into speci-

fied curricula, are listed in Section VII of Table 7. All of the 10 states

that mandate such placement consider student interests and aspirations as a

major 'actor. Grade point averages and teacher recommendations are the next

most frequently considered factors (by 40 percent in each case).

Multiple curricula are offered in both states with strictly state level

authority for setting high school graduation requirements. In one state,
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students are required to select a curriculum upon entering high school, tit

the criteria for curricula placement are locally determined. In the other

state, such curricula are unofficially defined and typically only

recommended to students in accordance with expressed career interests.

In the three states (and the District of Columbia) where local autonomy

is exercised in the standard-setting process, neneralizations about multiple

curricula are difficult to reach because of the wide variations observed

across the myriad local school systems. However, in three of these states

some types of multiple curricula are offered, but they are generally

unofficially defined, and student placement into one or another is usually

recommended rather than mandated.

Core Curricula Offerings

The nature of the core curricula offerings among all states that have

core requirements is presented in Tables 8 and O. Among the 50 states and

the District of Columbia, 44 (86%) specify a core of courses or content as a

requirement for high school graduation. A breakdown of the specifics of

those core requirements is presented in Table 8. The tale is eivided by

arbitrarily defined categories indicating the extent of the specified core:

a comprehensive core is defined as one that delineates specifications in

terms of required courses, course options, and/or content in four or more

subject matter areas, whereas a minimal core is one that prescribes

requirements in three or fewer areas. As illustrated in Table 8, 11 states

have comprehensive cores, whereas the other 33 have minimal core

requirements.

Among the 13 states with comprehensive core curricula, six (46-)

specify the core requirements through a combination of three approaches:
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Table 8. rature of Core Curricula Offerings Among All States With Specified Core Curricula
(N=44)

Comprehensive
(N=13)

Extent of Core

Minimal

(N=31)
Total

(N=44)

Core Curricula Specifications

Number
of

States

Percentage
of

States

Number
of

States

Percentage
of

States

Number
of

States

Percentage
of

States

I. Content 1 8' 5 16 6 14%

ww II. Specific courses 0 01'= 8 26'. 8 1E

III. Content and specific courses 3 23%, 10 32% 13 30%

IV. Specific courses and course options 2 15% 3 10% 5 11%

V. Content, specific courses, and
course options 6 46' 3 1CG 9 20%

VI. Competencies/standards 1 8;'. 1 Y 2 5'

VII. Other 0 0% 1 3, 1 2,

5 ( 1

re
0 i



content, specific courses, and course options. The most freouent method of

specifying the core requirements among the 31 states with less extensive

cores is through a combination of content and specific courses (by 32

percent).

A content area breakdown of the core curricula specifications among the

44 states with such curricula is presented in Table 9. As illustrated, the

prevalent trend in most areas (except for social studies and healtn/physical

education) is to specify within the core only the number of credits that

must be taken in each content area. However, in both social studies (by 77

percent of the states) and health/physical education (by 59 percent),

specific courses/course options are most frequently defined.

Core by Multiple Curricula Availability

The extent to which both core and additional multiple curricula are

offered in the 50 states and the District of Columbia is shown in Table 10.

The extent of the core curricula specifications are again divided into the

previously defined categories of minimal (specific requirements in fewer

tha;, four content areas), comprehensive (prescribed requirements in four or

more areas), and the combined category of no specified core/local option.

The multiple curricula offerings are categorized in terms of the degree of

definition (defined versus unofficial) and specified mandate (required

versus recommended) associated with each. The third designation (none

specified/local option) encompasses those states in which no multiple

curricula are specified, as well as those in which the delineation of

multiple curricula aid /or the determination as to whether students should be

required to select such curricula is left to the discretion of local school

systems.
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Table 9. Core Curricula Specifications by Content Area Among All States With Core Curricula
(N=44)

Number of States with Indicatec Core Specifications

Content Area Content

Courses/

Course

Cotions

Content/

Courses/

Options

N %

Competencies/

Standards

N % N

Exposure

(no credit)

% N

Nothing

Specified/

No Info

%

I. English 10 23% 13 30% 0 0% 2 5% 0 0% 19 43%

II. Math 3 7% 8 18% 0 0% 1 2% 0 0% 32 73%

III. Science 15 34% 7 16% 1 2% 1 2% 0 0% 20 45%
(A)
01

IV. Social Studies 8 18% 34 77% 1 2% 0 0% 0 0% 1 2%

V. Health & PE 3 7% 26 59% 0 cm 1 2% 0 0% 14 32%

VI. Computer Literacy C 0% 4 9% 0 0% 0 0% 10 23% 30 68%

VII. Fine/Applied Arts 1 2% 9 204, 0 0% 0 0% C 0% )4 77%

VIII. Foreign Languages 0 04, 2 5% 0 0% 0 0% 0 0% 42 95%

IX. Other 3 7% 14 32% 0 0% 0 0% 0 00. 27 61%

5
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Table 10. Cross Tabulation rf Core by Multiple Curricula Availability
N=51

Extent of Core

I. Minimal (in fewer than
4 areas: N=31)

II. Comprehensive ( in 4 or more areas:
N=13)

PI. No core or local option (N=7)

Totals

Structure of Multiple Curricula

Defined/ Unofficial/ None Specified/
Required Recommended Local Option Totals
(N=16) (N=20) (N=15) (N=51)

N , N
y

N
.

N

12 390 9 99'/- 10 32% 31 61%

3 23% 8 62'. 2 15- 13 25%

1 14''' 3 43'- 3
c

43% 7 13%

16 31', 20 39- 15 30'/- 51 100%



As illustrated in Table 10, among the 50 states and the District of

Columbia, 31 (61c) have minimal core curricula, 13 (25%) have

comprehensive core, and seven (13%) have no core/local option in the

designation of a core. Of the 31 states with minimal core curricula, 12

(39%) have specifically defined, required multiple curricula; rine (2K)

have unofficial, recommended multiple curricula; and the ?ther 10 (32%)

either have no specified multiple curricula or allow local option in the

designation of such curricula. Among the 13 states with comprehensive core

curricula, three (23%) offer multiple curricula that are defined and

required, eight (62%) have unofficial recommended multiple curricula that

are recommended, and the remaining two (15%) are in the none specified/local

option category. Of the seven states with no state-delineated core or where

local option exists in the designation of the content of that core, one

(14'd has multiple curricula that are defined or required, three (43%) have

unofficial/recommended curricula, and three (431 are in the none specified/

local option group.

Multiple Curricula Offerings

An indepth examination of the specific types of multiple curricula

offered by the 36 respondent states and the District of Columbia in

accoPdance with the definition and mandate associated with each is presented

in Table 11. As illustrated, 31 states (86) offer genaral studies,

standard, or regular curricula. Fourteen such curricula are specifically

delineated and are offered in states where curricula placement is mandated

upon entry into high school; 17 are unofficially described, and offered in

states where curricula placement is only recommended rather than required.

Usually such curricula encompass the core offerings, and, in some states,
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Table 11. Multiple Curricu,a Offerings Among All States Such Curricula
N=36

Type of Curriculum

Number & Percentage of States With Various Curricula

States With Defined/ States With Uflufficial/
Required Curricula Recommended Curricula

(N=16) kN=20)
N

s_:

N N

Total

(N=36)

General Studies /Standard /Regular 14 88 17 85 31 86'

College rrep/Academic 14 88- 18 90% 32 89°'

Vocational/Technical/Business 9 56% 11 55': 20 56%

Honors/Advanced 4 25"- 2 10% 6 17%
w
co

Remedial/Basic Program C 0% 2 10`, 2 &,

Local Option/Varied 2 12 3 15% 5 14%



prescribe limited requirements beyond that core. College preparatory/

arAdemic curricula arn offered by 32 ot the 36 states (891), with 14 SUCn

curricula being defined and required, and 18, unofficial and recommended.

While these curricula frequently encompass the core, they often also

prescribe a number of more stringent academic course requirements in place

of, and/or in addition to, that core. Twenty of the 36 states (56%) offer

vocational, technical, or business curricula; nine such curricula arc

defined and eqtftired, ,Ind 11 are unofficial and recommended. In a number of

states the vocational curriculum is offered as a variation of the general

curriculum in which vocational courses are substituted for the free

electives in the general curriculum.

Seventeen percent, or six states, offer honors or advanced curricula;

in four of these states the content of these curricula is defined and

required, in the other two they are unofficial and recommended. Honors

curricula usually extend beyond college preparatory curricula in terms of

the stringency and specificity of tho content prescribed. Remedial or basic

curricula programs are offered in two states (six percent); in both cases

the curricula are unofficial and recommended. These curricula gcrerally

focus on meeting the needs of students performing below grade level.

Finally, five states (14'1 offer such a broad range of curricula at the

option of iocal vstems, that these arc too varies' to be aggrecaled to

provide a c.tatewid view. In two of those states the curricula are defined

and requir d; in the other three, they are unofficial 3nd recommended.

Among the 16 states with defined and required multiple curricula, the

curricula most frequently offered include general studies, star,-!ard, or

regular and college preparatory/academic programs (both arc present in 8e

percent of the 16 states). These same two types of curricula are also most

Cl)
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often found amony the 20 states with unofficial and recommended

curricula (in 85 and 90 percent, reclierfively). Overall tliee

prevalent types of curricula offered among all states with multipl-

curricula of any type.

High School Diploma Options

One aspect of the national survey addressed the types of hih schoo

diplomas currently offered across the country. As illustrate(' in Table 'IL,

24 (47°/) of the 50 states and the District of Columbia offer only the

standard high school diploma with no differentiation as to courses complcteo

or performance exhibited, and no supplement. Multiple diplomas (cenerallj

indicative of the completion of a specific curriculum), diplomas with

optional certificates, and various combinations of diploma types are offered

by substantially fewer of the states (six states, or 1'4: percent in each

case). The optional certificate reported to he available in some o' these

states generally indicates some type of additional achievement such as the

completion of an. honors prooran of study. Standard diplomas with

transcripts, or with differentiated endorsement, or seals are offered nj

four :tate., each (8' ).

Selected Middl /unior High School Recuirements

One question addressed the extent to which middle Ur iuni(r scho,i

curricula are preparing stuaents ger high school-level reading ar,

mathematics courses. I;espondents were asked which, if any, of the thrke

courses/content areas (reading, consumer mathematics, and introduction to

algebra) were gererally required of 7th Prid 8th grade students it the,r

respective states. As shown in lable reading as 0 separate course, Oe

40
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Table 1?. lypes of High School riplomas Currently Offered
N-51

I. One standard diploma; no differentiation;

Number
of

States

Percentace
of

States

no supplements 24 47`,

II.

III.

One standard diploma; accDmpanyiny transcript

One standard diploma; differentiated endorsements/

4 /..i,

seals 4 8'

IV. Multiple diplomas in accordance with multiple
curricula 6 12'?'

V. Diploma with optional certificate available 6 12c/

VI. Combinations of the above 6 12

VII. Don't know, strictly local option 1 r
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Table 13. Middle/Junior High School Requirements in Selected Areas
N-51

Nature of Requirement

Course Requirement Content Pequiremen

Extent to which the following Number Percentage Number Percehtav
are required at the 7th/8th of of of of
grade level: States States States State:-,

I.

II.

III.

Reading

Consumer math

Introduction to algebra

24

0

0

47(,,

ff

0°

L

2

1

e,

a-

2"

I
I
1

I
I
I
I
I
I r

42 0 0



as a course within the language arts block, is required in 24 (471 of the

states surveyed. Reading is prescrinea as a content requirement within a

language arts or similar block in two states. Meither consumer mathematics.

nor introduction to algebra, are course requirements in any state, but

consumer mathematics is a content requirement in two, and introduction 'o

algebra is a content requirement in one.

Summary

Among the 50 states and the District of Columbia, 44 (86';',) prescribe

some type of core curriculum as part of their high school graduation

requirements. Hultiple curricula are offered in 32 of the 45 state's (71';,)

with both sate and local authority for setting graduation requirements. Cf

the six states with total state at total local standard-setting authority,

five (83'-) offer such curricula.

Pefined multiple curricula are found in 15 (47 °') of the 32 states with

combined standard-setting responsibility that offer multiple curricula. In

the other 17 states (531, such curricula are unofficially defined, and thus

structured in terms of prescribed content. In 10 of the 1:4 states

(671 with do fined multiple curricula, students are generally recuired to

select one curriculum uprn entry into high school , but considerable movement

among curricula is allowed in all cases. Pie primary factor in student

placement into specified curricula 1., student, interest or aspiration.

Among the 44 states (Ircluding the District of Columbia) that offer

corn curricula, 13 (301 have comprehensive core specifications, while tFc

other 31 (70q have less extenl.ive core requirements. In both cases the

-ore requirements are generally defined in toms of specific courses, course

options, and basic content. A breakdown of core specifications by content

43
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area indicates that, in most areas, only the minimal number of (redit

requirements is specified. However, in both social studies and

health/physiull education, core specifications generally include specific

courses or course options.

A cross-tabulation of core by multiple curricula offerings irdicates

that, among the 31 states with minimal core curricula, 39 percent have

defined, required multiple curricula; 29 percent have unofficial,

recommended multiple curricula; and the other 32 percent either have no

specified multiple curricula, or allow local option ir the designation and

offering of such curricula. Of the 13 state: with comprehensive cerE

curricula, 23 percent offer defined, required multiple curricula; 62 percent

have unofficial, recommendee multiple curricula; and the remairing 15

percent fall into the none specified/local option category.

The specific types of multiple curricula most frequently offered acres-

the United States include general studies curricula (also referred to as

standard or regular curricula), and college preparatory curricula (ofter

termed academic, curricula) by 86 and 89 percent, respectively, of the stats

ad the District of Columhia that offe r multiple curricula.

Vocational/technical, and in some instances, business curricula are next in

relative frequency of dvdilability (in 56 percent of the states offer ieg

multiple curricula), followed by honors or advanced curricula (by

percent), and remedial or basic curricula (by .ix percent).

Among the various types of high school diplomas awarded across tne

country, the standard diploma with no differentiation and nc supplements, it

the type offered most frequently (by 4/ percnnt of the states). Multiple

diplomas., diplomas with optional certificates, and various combinations of

diplomd types issued dt, local option are next. in relative frequency (graited

44
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by 12 percent each). The remaini.lg states issue standard diplomas with

either transcripts or differentiated endorsements or seals (eight percent in

each instance).

At the middle and junior high school level, 47 percent of the states

require separate reading courses, or reading eourses within language arts

blocks, at the 7th or Eth grade levels; four percent have readinc,

requirements at this level in terms of content specificat'ions instead of

specific courses within such blocks. None of the states require consumer

mathematics or introduction to algebra as separate courses, but these are

specified as content requirements in four and two percent of the states,

respectively.

Individual state summaries of core and multiple curricula specifica-

tions, as well as key graduation requirements . by Evaluation

Questions 1 and 2, are presented in Appendices P and E. The category

designations indicated in those appendices are consistent with the ones

defined in the preceding text.

Evaluation Question 3: What are the 9eneral admission requirements for the
public colleges and universities across the United States?

College Admission

The relationship between higf sc000l yrachiation requirements arc

college entry criteria was examined 1hrough a series of questions on the

national survey. Also included were que'tions relative to the availability

and content of developmental or emedial programs in the nation's public

colleges and universities. The results are presented in Table 14.

Among the 50 states and the District of Columhic, 34 (67(/) reported

that specific oOnission criteria beyrnd the high schell diploma and
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Table 14. College Admission Requirements and Remediation Opportunities
N =51

I. Admission requirements among four-year public
colleges and universities (N=51):
A. No specific requirements beyond high school

diploma and possible transcript
B. Specific requirements beyond diploma and

transcript

II. Nature of admission requirements (N=34):
A. National college entrance exam scores such as

on ACT or SAT (some require specific cutoff
scores)

B. Scores on other regional or local college
entrance exams (some have cutoff scores)

C. nigh school GPA information (soma have
designated allowable GPA range)

D. Rank in class
F. Transcript evaluation
F. Recommendation of high school principal
G. Completion of a prescribed core of high school

courses (N=27):
1) Core more stringent than minimal high school

graduation requirements
2) Core same as minimal graduation requirements

Stringency relative to graduation requirements

4)
is relative to selected major area

4) No information provided
H. Other

III. Extent to which developmental/remedial programs offered
by four-year public colleges and universities (N=51):
A. States in which such programs aro offered by:

1) None or very few of the colleges/universities
2) Less than half of the colleges/universitios
3) Approximately half of the colleges/universities
4) More than hall of the colleges/universities
5) All or almost all of the colleges/universities
6) Don't know

U. Content areas generally addressed by such programs:
1) English/composition
2) Reading/study skills
3) Mathematics
4) Science
5) Don't know/not applicable
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transcript are generally required for entry into most of their state'

public colleges and universities. The other 33 percent (17 staas) nave nc

such requirements beyond the minimal di, loma and possible transcript. Ann

asked to specify the general nature of those admission requirements, the two

criteria most frequently cited were scores on national college entrance

examinations such as the ACT or SAT (some respondents stipulated cutoff

scores), and the completion of a prescribed core of high school courses.

Both of these criteria were cited by 79 percent of the 34 states. Next in

relative frequency was information concerning high school grade point

average (required Dy 50 percent). Some states reported that grade point

average ranges were designated by some of their colleges and universities.

Other criteria less often cited were scores on regional or local college

entrance examinations (150, rank in class (12%), and transcript evaluation

(Tq

Among the ;l7 states that require the completion of a prescribed core of

high school courses as a prerequisite to college admission, F2 percent (17

states) irdicated that the specified core is generally mcre stringent than

their state's minimal high school grduation requirements, while 22 percent

(six states) reported that the two sets of requirements are basically

equivalent in difficulty. Two states (71 reported that the relative

stringency is contingent upon the student's selected college major. No

information was available for the other two states.

Developmental o Pemedial Programs

Ihe extent to which developmental or remedial programs are offered in

the pbblic colleges and universities across the country is presented in

Section III of Table 14. As illustrated, 33 of the 51 states (65!),
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indicated that such programs are offered in all or (.1most all (' .hell

public colleges and universities. Five states (10) reported such 0-cy-IL

offerings in more thar half of those institutions, while another five (10

reported that very few, if any, of their public colleges and universifie.

provided such programs. In four states (8%), less than half of the public

institutions of higher learning offered such programs.

Where offered, these developmental or remedial programs generally

address the content areas of mathematics, reading and study skills, or

F'n'ish grammar and composition, as re;,(ted by 84 pe-cent, 82 percent, and

8G percent of the respondents, respectively. Science is addressed in two

states within such programs.

DeYelopmer, +/Remedial Program Availability by
Admi ion Requirement Specification

In an attempt to determine whether there is a relationship between the

stringency of admissions criteria and the likelihood of remediation

opportunities being available in the institutions of higher education, a

cross-tabulation of the reported irequency f the availability of each was

performed. The results ere presented in Table 15. As illustrated, among

the 17 s. +es with no specific entrance requirements, 12 (711 provide

developmental,remeditl programs in all or almos al' of their public

colleges and universities. Of the 34 states wili specific admission

requirements, 21 (6:2 ) reported that such progrars are avail )1e in all or

almost all of their public irstitutions of higher learning. Overall, 33 of

the 5. states (including the District of Columbia) repol ee the availabilit)

of developmental/remedial programs ih all or z6most all o4. the public

colleges and universities in their respective states. Only five states

(1(M) indicated that the availability of such programs is limited to ver),
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Table 15. Cross-lFbulaticr cf the A4ai'etility cf Develoomenta'/Rened'al Progrars
t,dnic.sicr Pecu'rement JL'ecificat C'

Extent to which Developmertal/Remedia7 Programs are Provided
lh the Public Ccileges/Unlversities of each State

;:peci'icat,:r o' Clege/ Pr-2.'dec 1, Pr:.icec In r._'.,ced r Pricied 1r -'....,,ced 1r
University Ad .. ;-or Noce/ er) Less Try - AboLt -.a'f gore Tria^ A',/Almest :r.,-'t ,/,novi TotalsCriteria Pew 'ialf Half Al

N 6 I': % N N % N N

No Specified Ad,-i..sicn

RequireTerts kN=17)
6% 12 71% 1 6% 17 a,aqi

mD

Specific Admissicn

ReqL,irements (N34) 4 9' 1L 4 12% 21 62% 1 3% 34 67%

Totals 5 10% 4 8' 4% 5 10% 33 65%, 4% 51 100.
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few, if any, of their public higher education institutions. These results

indicate that no definitive trends can be observed between the specifIcatior

or nouspecification of college admission criteria versus the availaLlity or

nonavailohility of developmental programs in those institutions. The

results indicate that states with admission criteria (67') are only slightly

less likely to provide remedial programs (651 than states wiihout such

criteria.

Summary

Across the United States specific public college and university

admission requirements are generally in place in 34 states (671. Such

requirements focus primarily on national college entrance examination ores

and the completion of a prescribed core of high school courses generally

more stringent than the minimum required for graduatior. In 33 of the 51

state,, including the Discrict of Columbia (651, developmental/remedial

programs arc provided in all or almost all of the public colleges and

universilies. Such programs geneially address the content areas of

mathematics. reading/study skills, and English /composition.

No distinctions can be made between states with and without college

admission requirements and the availability of oevelopmental programs.

Sixty-two percent of the state( with specific college admission criteria

reported that all or almost a'l of the public institutions of higher

learning in their respective states offer developmental/remedial programs.

Among the 17 states with no spccifiec admission, requirements, 71 percert

reported such programs to he available in all nr almost- all of their public

college', and universities. Overal', these data indicate that, while 67

percent of the states specify admission criteria, ES percent also provide



developmental/remedial programs. Thus. states with specific college admis-

sion criteria are only slightly less likely to offer developmeiAal pro9is

than states with no such admission requirements.

Evaluation Question 4: What secondary education curriculum models emerge
for consideration by educational policy maers in Louisiana?

Introduction

Identification and/or development of the curriculum model or models

most suited to meeting the needs of Louisiana's secondary school students is

an extremely difficult task, heavily dependent on the resolution of several

key issues that lie at the very heart of the state's educational system. In

order to provide structure to the search for the best model(s), a systematic

approach based on a "decision table" concept is proposed. It is hoped that

the use of such an approach will raise the, most relevant questions, and

subsequently lead tc the identification of the most viable alternatives to

be explored. Furthermore, the seouerlial ordering of the critical issues

('dressed should facilitate the iterative use of the information prcouced so

as to enhance the efficiency and etfectiveress of the overall process.

the content of the proposed deci-ion table is illustrated in Figure 1.

The questions and potentizl alternatives listed are by no means exhaustive;

they are suggested in order to provide general structure to the curriculum

model review. Though they literally represent only the "tip of the

iceberg," the questions raised in the table should he surcicient to initiate

:ind sustain the broader review process.

. .Step One: Identification of Goal', for Se(ondary Education in Louisiana.

Per:saps the most fundamental is'Ale that must he addressed in the

51



al 11111 UM OS 111 11111 VIII IN I 1
_

DECISION TABLE: CURRICULUM ISSUES

[LEVEL ONE: GOALS FOR SECONDARY EDUCATION

1

General educaItion for all 1

1

1

I

rSpecific education for a few j

LEVEL TWO: COMMON EXPERIENCES VERSUS DIFFERENTIATED EXPERIENCES 1

JUniversa : core
o Common experiences among all
o Unique, experiences available

'1 4

Differentiated: no core
o Unique experiences throughout
o No inherent common experiences
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riT.C171. -HREE: NUMBED OF GURRICJLA 1
1

I:fferentiated

1

One Curriculum
o Core requirements 1

,
lc Free electives

'

1 Mu tiple CurricJia
' o Core requirere^ts
I

; o Additional clusters of
re Jirements

I Ore Curriculur 1

: o Same course titles i

o Same/diff. content 1
o Diff. expectations '

I multiple Currica
o Diff. course tit
o Diff. content
0 Diff. expectatiors

f LEVEL REP. NA1'JPE AND SPECIFIC TYPES OF CURRICULA

I Studert interests/aspi rations",

o General

o Standard
o Regular

o College Prep
o Academic
o Regents

o Vocational
o Vocational/

technical

o Business

o Honors

o Advanced
o Scholar's

Program

1

C^r,11'nation of the two ' 7f,gfent

J

o Lower 1 I o Niddle o Higher
1 o Advanced

o Remeoial 1 ; o Minimur o Collegp' 1 o onors
o Basic j ) o Standard Prep

(LEVEL FIVE: SUITABLE CURRICULA CONTENT

Figure 1: Decision Table: Issues to be Addressed in the Identification and/or Development of Viable Secondary Fducation ,urricolum ModPls f x loolciana
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process that will eventually lead to the identification and/or devJoprel ,

of curriculum models viable for implementation in Louisiana is that of the

delineation of goals for secondary education in the state. These goals mu:.'

be clearly defined because it is only in relation to purpose that the

relative appropriateness of the various curriculum models examined can trul)

be assessed.

The earlier literature review noted that secondary schools initially

arose to prepare the academically elite for college. The shift to educating

the masses in the early 1900's has been followed it more recent times, by

numerous more subtle shifts. As prevailing social trends oscillated back

and forth between conservative and liberal views, so did our educational

emphases: from a locus on the gifted and talented ir the late 1950's and

early 1960's, to a swing toward the disadvantaged in the late 1960's and

1970's. The question now becomes, "Where do we stand today? What do we

want our schools to accomplish, and, at what price?"

A recent analysis of the goals of schooling oy John Goodlad it A Place

Called School: Prospects for the Future (1983), indicated that 92 percent

of the respondent population felt that it was very important for their

children to learn what is taught in the academic subjects in high school.

Eighty -two percent and 78 percent, respectively, felt that it was important

that personal and social arowth be fostered in secondary schools.

Job-related skills wer( =A as very important by 48 percent, while 47

percent viewed the development of daily living skills as important.

Theodore Sizer, in A Peview and Comment on the National Reports (cited

in the 1985 RASA Critical Issues Peoort), found that the multitude of recent

national reports urging educational reform endorse the idea that the primary

function of a high school is to help students use their minds. Sizer feels



that s IICO this is an intellectual d111, acceptance of this aim as Ceirablr

leads in a d0finition of an excellent edueaton as one in whi,h stucents

show they can use their minds well by excelling in traditional ways in

academic subject.

Recent Gallup polls have repeatedly shown that Americans want, thel:

secondary schools to be comprehensive in function, and, as such, to focus cr

the development of enlightened citizens, productive workers, and lifelong

learners. According to John Goodlad (Phi Delta KaEpan, December 198E), "I'

our goal is universal secondary education, then the high school is a

terminal institution and should be regarded as the final chance tc give

everyone the general education that our seals imply we want them tc have"

(p. 270).

The recision now racing educational policy makers in Louisiana is that

of reaching consensor, concerning the goals for secondary education ln 'he

',tate. Should our high schools function as termin;1 institAions when

teachers are afforded their final opportnity tc give all students the

y-eral education deemed so critical, or should our focus, irstead, be or

providinc; individualized, narrowly focused cducaticnal programs that mee4-

the needs of selected groups within that overall high school population'

The decision is a crucial one, hut it, is one that must he made prior to

continuation o tho -parch fot the ideal etrricultm moocl(s).

k f'1) Two: Determination of the Over_, 11 Curriculur Framework

The next step, once consensus is reached relat ive to goal 4dcrtifica-

tien, is to determine how best to reech those spec if ied goals. While many

diverse paths are available, the reel challorge is to isolate those that

hest weft the varied needs of the "ndent population in Louisiana.
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A review of current educational literature reveals many conflicting

opinions as to the identity of these "best" paths. Education Secretary

Uilliam Bennett, in a Washington Post article (Pay 12, 1980, endorsee the

concept, of two-track high schools as the best approach for addressing the

range of student needs encountered in today's secondary schools. Pennett

proposed ene course of study for college-bound students, and one for the

noncollege-bound. As opposed to the European system, Bennett advocated

student selection, rather than assignment, to specific tracks.

In an article that appeared in College Board Review (Winter 84-85),

ertitled "Guaranteed Graduates," Bcnald A. Blaes offered this observation of

the state of cur secondary schools: "American high schools are seen as

giant cafeterias in which students wander aimlessly, selecting a less than

nouri,Jiing education, nibbling on unsubstantial course offerings, choosing

an unbalanced and vapid diet of courses; exiting poorly fed" (p.25). As a

remedy for this situation, Bides proposes the use of competency seals on

student diplomas to re!lect the successful passage of specific coursework in

such designated areas as academics, business, fine arts, and technical

skills. He !,tresses that this is nn` tracking because it is not placing

students at an early age into a rigid pingram based on test scores or

parental background. Instead, according to Blocs, students, with help from

their parents, teachers, and coun',elors, chonst their own proposed path for

meeting their unique needs.

The view expressed by John Coodlad it "The Great American Schooling

Lxperiment" (phi Pc_ltaKcIppan, December 1985), appears to take the opposite

;lance with respect to tracking. In that article Gccdlad states that if our

foals are to provide nriversal secendar:y education, a core of commor

learning, and equal acceY. to knowlodoe, then such practices as sorting



students into high, middle, and low tracks become suspect because factors

such as course content, teacher enthusiasm, and other upportuf:4ies arty

clearly in favor of the upper tracks.

A 1084 report by the California Department of Education (California

High School Curriculum Study: Paths through High School), indicated that,

while the course differentiation inherent in ability tracking does allow for

greater instructional individualization, it also produces a divided

curriculum in which students in lower tracks rarely enroll in more advanced

coursework. The study showed that, while students may attend the same

school, under such a syst,2m they often come away with very different

educational experiences. According to the report, a high school diploma in

California does not represent a core curriculum of common knowledge studied

or learned; instead, the report goes on to say, the education students

receive is, in large part, determined by the track to which they are

-is',igned. Those most gravely affected are students in the general or lower

tracks; they study the minimums, (Jct. little attention, and are subjected to

lower expectations from school staff.

Torsten HusA in "Are Standards in U.S. Schools Peally Lagging Behind

lhosc in Other Countries?" Kagan, March 1983), feels that an

elite population can be cultivated within a comprehensive educational

system, but whether the result is worth its price, is another question.

However, as he also points cut, oven in selective systems the high standard

of the elite is generally bought at the ['rice of more limited opportunities

for the inPiority of students.

!n an article in The Practitioner (Newsletter for MASSP, May 198L,

advocating the use of differentiated diplomas as d means of both Evoiding

rigid hacking, and certifying student competencies, the call was for



increased personalization of the student learning environment. The article

emphasized that, it the competency movement is to be a viat ie and

ronpunitive process, it must be accompanied by a redesigned instructional

system based on a "diagnostic-prescriptive-evaluative curriculum model" that

provides remediation where needed, enrichment where desired. Finally, in

the ASCD report, With Consequences for All, comes the recommendation that we

recognize the legitimacy of different paths to the same goal. Thus, our

search should not necessarily be limited to seeking out that one best route,

but instead, it should explore all acceptable routes that could ultimately

lead to the realization of our agreed-upon goals.

In view of the information available in current, educational literature,

the question becomes one of whether common experiecos should be provided

for all students, or whether the focus should be on differentiation of

instruction and the provision of uriquc experience- for identified groups.

she provision of universal experiences generafly translates into the

specification of a ,.ormon core, of material to he taken by all. Such an

approach is usually accompanied by offering additional, diverse course

options through multi[le curricula and/or free electives so that students

are afforded the opportunity to pursue their unique reeds and interests.

The toncept of complete difterertrdtion, on the ()the,- hand, has no such

common requirements. inherent in such an approach is the opportunity for

tudents graduating from the same school to come dway with totally o;tferent

educailenal experiences.

Which is hest ,,oltd to Lou;',iana's secondary eduu.tion system; which

Wiil CISUrr! attaiwent of our prescribed ooals? Comparison of thc two

overall models reveals obvious strengths and weaknesses associated with

each. the common core or uriversal option ensure; that all yrcduates will
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exit with the basic skills and competencies deemed most important as

indicated by their speeification within that required core. On the other

hand, the differentiation model allows for more individualization of

offerings and instruction, and could result in greater opportunities for

meeting unique needs. The weakness inherent in each is the strength of the

other: the common core reduces opportunities for individualization, while

the differentiated curriculum provides no assurance that all will exit with

similar learnings. Determination of the most appropriate curriculum

framework for Louisiana can only be made on the basis of the previously

identified goals for secondary education in the state. 71.: is the selected

framework that will provide structure for the realization of those

prescribed goals.

Step Three: Determinati)n of the Numoer of Curricula to be Offered

Once the overall curriculum framework has been determined, the question

becomes one of how many curricula to offer it order to adequately meet the

needs of all students within thi'. framework. In essence the issue here is

whether to prescribe one curriculum for all, or to offer multiple curricula.

Within the realm of the common corn framework, if the decision is to

offer one curriculum, then that curriculum essentially translates into the

prescribed core. Unless that core oncompesses the total number of credits

required for graduation, electives (( Ither free or structured) are used to

nil the total complement. fhe all(4,ance of such electives generally

crhances student opportunities, to acquire the urioue experiences dictated by

their various intercsts, aspirations, or abilities, an(' thus allows for a

greater degree of individualization.

If it is determined that multiple curricula, rather than a single

curriculum, are to be offered within the (,Gmmon core option, then the
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prescribed commonalities could literally serve as the core of each of the

specified curricula with additional clusters V courses, content, or

competencies specified ir addition to the common offerings. ihe potential

bases for these supplementary clusters of requirements will be deliberated

at the next level.

Within the context of the differentiated curriculum option, if one

curriculum is to oe Prescribed for all, the differentiation roust occur ir

the content t us '. or in the expectations held for various students or

student groups. lf, however, multiple curricula are t..o be provided within

this framework, then the differentiation may be specified in terms of course

titles, course content, or expectations, depending Oh the degree of

di'ference desired.

How many curricula should he offered in Louisiana? Again the answer is

based on the educational goals and curriculum framework defined in the

preceding steps.

Step Four: Delineation of the Nature and Types of Curricula tc be
Designated

if it is determined that multiple curricula ar to be offered, whether

within the common core or differentiated curriculum framework, the

definitional baces upon which the different curi.cula are generally

specified are essentially the same. In eiti,!r cose the issue is whether a

&fill(' the various available curricula on the bo:is of student: interests and

aspirations, student abilities and compet'ncies, or some combinatioe of the

two, since total separation may not be possible. Or the surface, it may

appear t"it delineating multiple curricula eo the bFsis of studeiit interests

and aspirations is more consistent with the common core concept th?n with

the differentiated curriculum concept, while the student abilities or



competencies definition may appea'- to he more readily adaptable to the

differentipted curriculum fcamewc:';f. Regardless of such perceptions, it, is

possible to tailor the offerings within each definitional basis to fit the

overriding theme of either curriculum framework.

Rased on the results of the national survey, curricula defined in terms

of student interests and aspirations are generally of four types: gene,31,

college preparatory, vocational, and honors. As illustrated in Figure 1,

general curricula are frequently termed standard or regular. College

preparatory curricula are often referred to as academic or Regents

curricula. Vocational curricula are sometimes more specifically termed

vocational/technical or business curricula. In some states the advanced, or

scholer's program designation is used to identify honors curricula.

In defining multiple curricula in terms of student interests and

aspirations, the basic premise is that the courses, content, or competencies

offered within each of the differentiated curricula are within the capabili-

ties of all students with those intere:As and aspirations around which the

designated curricula are structured. Whereas ths is the case in many

instances, it may not he possible in others. For example, while a student

may express interest in pursuing an honors curriculum, such a pursuit may

have to be abandoned in favor of a curriculum more atuned to his or her

abil ities.

The definition of mul'..iple curricula in terms of student Jbilities or

competencies 'Aso generally leads to the designation of four basic types of

curricula. These are usually delineated by level, from lower or basic to

advanced or honors. More specifically, the lowest level may be termed

lower, remedial, or basic; the noxt called middle, minimum, or standard

curricula; followed by higher or college preparatory curricula; ard, capped
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by advanced o- honors curricula. According to this type of curriculum

cat0gori7ation, the basic premise is that, within each ability level

designation, appropriate courses can be offered that will all students to

pursue their individual interests and aspirations. However, as was observed

earlier, ability is oenerally the primary determinant of success in ,any

types of courses.

The issue to he resolved at this point is whether the student

interests/aspirations model is more appropriate for attaining the goals

specified for secondary education in Louisiana, or whetner the model based

on student abilities/competencies is more consistent with thc -e goals.

Subsequent to the resolution of that issue, a determination must then be

made concerning the most suitable types of curricula to offer.

Step Five: Determination of the Most Suitable Curricula Content

The final curriculum decision to be made is perhaps the most difficult:

that of specifying the content of the designated core and additional

multiple curricula. The selection of the prescribed courses, conte-t, and

competencies is crucial in that ample opportunitic must be provided so

that the needs of all students can be met, both ;n terms of interests/

aspirations, and abilities/competencies.

Core Curricula Comparisor

In 'rder to provide hackground for making thi, critical decision,

informati concerning current patterns observed among the 44 states that

have core curricula is presented in Table 16. The methcd(s) most freouently

observed in the specification of core curricula and the percentage of states

using each are presented in accordance with content area.



Table 16. Summary of Current Methods of D-sign)ting Core Curricula
Content by Subject Area

N-44

Content Area

Dominant Method
Percentage of

States Reporting

I. English 1. Nothing specified 43%
2. Specific courses/course

options 30%

II. Mathematics 1. Nothing specified 73';

2. Specific courses/course
options 18%

III. Science 1. Nothing specified 45%
2. Content 34%

IV. Social Studies 1. Specific courses/ course
options 77`t

2. Content 180/,

V. Health A Physical 1. Specific courses/course
Education options. 59°/:

2. Nothing spec'fied 32

VI. Computer Literacy 1.
-,r.

Nothing spcified
Exposure (i.o credit)

68%
23'7.

VII. lire /Applied Arts 1. Nothing specified 77%
2. Specific courses/course

6ptions 207,

'/1!!. Foreign Language i. Nothing specificd
Specific courses/course

95,

optio,,s 5'
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As illustrated in the table, the trend in Eecilish, mathematics,

science, computer literacy, fine/applied arts, and foreign language is to

prescribe no specific courses, content, or competencies within the ccre. In

English, for example, it was most frequently observed that any o' the

English courses offered could be scheduled in order to meet the prescribed

number of credits required. However, in social studios and health/physical

education, specific courses and/or course options are generally prescribed

within the overall core in order to meet all, or at least part, of the tctal

credit requirements in those areas.

A listing of the components of the core curriculum currently beina

considered ')y the Vultiple Curriculum Committee for implementation in

Louisiana ted in Table 1/. The proposed core consists of nine and

one-half prescribed credits in the form of specific courses to be taken by

all students. In Louisiana, a total of n credits is required for high

school graduation. The number of states, other than Louisiana, that

prescribe these, or markedly similo courses willin their core curricula, is

shown i'i the column to the right. Caution should be exercised ir inter-

pretino these data as they refleef only those states for which general core

curricula descri;tions could be provided by the state/local education

pe-scnnel interviewed; in numerous instances, decisions concerning the

avail,biliLy and dosignaiion of core curricula were made at the local level.

In assessing the relative meanie-2 of these data, it should be r ,mbered

from Table 16 that the majority of the states with i.ore curricula have no

specific mandates, in siv, of the eight contort areas explored; the.s.

comparisons in those iron: will appear more inconsistent than they really

are.



Table li. States Wifh Core r rricula Specifications Similar
to (hose Being Considered for Louisiana

N-41'

Core Curriculum Being Consider -,4 States Prescribing Similar
for Louisiana CourFes in Their Core

Content Area N

I. English (4)
b

o English I (1 credit)
o English II (1 credit)
o English III (1 credit)

II. Mathematics (3)h
o Algebra 1 (1 credit)

(Algebra I content)

III. Science (3)
b

o Biology (1 credii)

IV. Social Studies (3)
h

o American History (1 credit)
o Civics (1/2 credit)

o Free Enterprise (1/2 credit)

V. Health/Physical Felucation (2)b
o Health & Physical Education I (1 credit)
o Health & Physical Education Ii (1 credit)

NVI. Compeer Liceracy (1/?) h

11 27','

11 27,
11 27Y

0 I:)

(2) (51

0 22'

36 88'

?.? 56',

1? ?K

37 78'

17 41'

3 7',

d
Iliclue: only those states for Aich Lori curricula cre ,:escriL,c
ill 5urvey.

b,
Denotes ove1011 crodits required for gradotjun in each J.dfent are;,.



As shown in Table 17, among the 41 states providing information about

core curricula offerings, 11 (27/,) prescribe inglish courses similar to

those in Louisiana's proposed core (English A, II, and III). In

mathematics, none of the 41 states require Algebra I as a course for all

students; however, two states, did indicate that some of the components of

algebra are incorporated in other, more general, math courses that are

required. In science, nine other states (22 °!) prescribe biology or some

vrolation of life s ience within their defined core curricula.

The greatest degree of similarity between Louisiana's proposed core and

the core offerings of other states occurs in the social studies component.

Thirty-six states (88'') require American History within their core, 23 (F,L)

specify that civics or government be offered, and 12 (29;1 indicate that

free enterprise or ccenomics are required. One unit in health and physical

education is a core requirement in 32 of the 41 states (7K), w)ile 17 (t11

prescribe two unitt in this area. Computer literacy is prescribed in the

(ore curricula of three states (71.

i:ackground data for decisions involving other curricula beyond the

proposed core offerings are presented in T.bles 18-20. A summary of the

'ype. of multille curricula currently being offered across the United States

is presented in 1-,:hie 18. Tnis is followed ly d listing of the contents of

the iwr curricula Icing considered for i'lplementat:on it Louisiana; the

general studies curriculum oable 1(2) and the hcnors curriculum (Table a)).

The contents of thi two proposed oirricuia are then conparea to those of

ttrir counterparts in other states.

The infermat'on in Table 18 is a summary of aata presern.rd in an

earl'u table. It is repeated here to reiterate the types of multiple

curricula most, frcruently offered acrosc, the country. As shown, among the
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Table 18. Summary of Current Multiple Curricula Offerings Across
the United States

N-36

States Offf-ring
Type of Curriculum N 0/

I. General/Standard/Regular 3i 86

II. College Prep/Academic 32 89",

III. Vocational/Technical/Business 20 56°:

IV. Honors/Advanced 6 17'

V.

VI.

Remedial/Basic

Local Option/Varied

,-,

e

5
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16 states offering multiple curricula. 31 (865<) offer general curricula, arc,

ff;91 offer (oliege preparatory curricula. Slightly more than half (20

of the 36 states) offer vocational curricula, while 17 percent (six states)

have honors programs. Remedial or basic programs are offered in two states

(6). The other five states (141 offering multiple curricula indicated

that such offerings are prescribed at the local level, and thus vary so

widely that no general picture could be provided for the stace as a whole.

General Studies Curricula Comparison

As illustrated in Table 19, the general studies curriculum being

considered for implementation in Louisiana consists of nine and one-half

credits of specified courses, six credits of specified options (where

choices are available from among a limited list of courses), and seven and

one-half credits in the form of free electives, for a total of 23 credits.

The relative frequency with which similar curricula components are

prescribed Gcross the country is also shown.

Among the ?7 states 1-or which information was provided, nine (33Y)

require English 1, 11, and Ili or, proposed ''.or Louisiana. Two states (T,)

require Enoli,h IV or Business English. In mathematics, very little

dgreement was found. Only one other state requires Algara I as a specific

course within their general curricula, whi'e one specifies that certain

comperints of Algebra 1 be presented within the frarTwork of a broader,

Purvey-type mathematics course. Nene of the other 25 states specifically

reouires Algebra li or g(emetry within its general studies curricula. Nc

comparison was possible concernii.1 the mathematics options heir; considered

for Louisi na -ince the rditV of options. offered across the states surveyed

varied considerably.
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Table 19. Stales With General Studies Curricula Specifications Similar
to Those Being Considered for Louisiana

N-27

General Studies Curriculum Being
Considered for Louisiana

States Prescribing Similar
Courses in Their General

Curricula

Content Area N

T. English (4)
b

o English I (1) 9 333
o English II (1) 9 33"
o Englisf* III (1) 9 337
o English IV/Business English (1) 2 7 °/

11. Mathematics ( )
b

o Algebra 1 (1)
1 47

(Algebra I content)
(1) (4A)

o Algebra II (1) 0 07
o Geometry (1) 0 0:
o Algebra II/Geometry (1) 0 07
o One from specified optionsc (1'

I

III. Science (3)
b

o I 'ogy (1) 6 227
. ,o Two from pecified options

d
(2)

IV. Social Studies (3)
b

3o imerican History 0) 25 9`
o Civics /Government (1/2) 16 59°'
o Free Enterprise /Economics

37 °/e(1/2) 10 37
o One from specified options (1) 5 19;,,

V. Heath & Physical Education (2)
b

o ;With & PE I/Adaptive PC /ROTC (1) 23 85?
o Health A Pr II/Adaptive PE/ROTC (1) 14 52''

VI. Cower Literocy (1/2)
b

"3 HZ

d
Includec only those st0.0s for whir!; general curricrila wc-r, described in

b
the survey.

Denotes overall credit requiremeir, in each content area.c
lhe math opti)us include advanced math, calculus, conswier/business math,
and irt;oduction to algebra.land

(*.donee options inclOo general/physical science, earth science,
chemistry, physics, aerospace science, and environmental science.e
The soda) studies options include world history, world geography,
and we(Jern civilization.



In sciace, six states (22%) have a biology or similar life science

requirement within their general curricula. Again the comparison with the

options specified for Louisiana could not be made.

Considerably more dgreement was found in social studies. Twenty-five

states (93%) prescribe American history, 16 (59; require civics or

government, 10 (371 specify free enterprise or economics, and five (19`,)

require at least one of the three courses delineated within Louisiana's

social studies options.

In health and physical education, 23 of the 27 states (85%) prescribe

dt least one course, although tney vary in assigned credits. Fifty-two

percent (14 states) require a second nedlth and physical education course.

Computer literacy (for one-half to one credit) is specified within the

general studies curricula of three stdtes (111.

Honors Curricula Comparison

The component( of the honors curriculum being considered for Louisiana

are --,hewn in fable 20, as is a comparison of these comporents to those

prerribal in the college preparatory curricula uttered in other states

atrr,,s -he ccuntry. The comparison ww, mdde to college preparatory rather

than to 'loners curricula in other ',tate( wcause more agreement was found

between Louisiarial, proposed honors curriculum and other states' college

preloratory curricula than between ihe No set', of honors curricula. As

illui,trdted in T,ble 20. leuislana's proposed honors curriculum prescribes

fifteen and one-half credits in the form of specific courses, three credits

as specified options, and four and one-half credits in the form of free

electives, for a total of :'3 credits.

When compared to the specific courses pr _scribed hy the 26 states from

which college preparatory curricula information was obtained, louisiara's



Table 0. States With College Prep Curricula Specifications Similar to
Those Being Considered for Louisidna

N-PC

Honors /College Prep Curriculum
Being Considered for Louisidna

States Prescribing Sillar
Courses in Their College

Prep Curricula

Content Area N

I. English (4)h

o English 1 (1)

a Frigli3t II (1)

o English III (1)
o English IV (1)

II. Mathematics (3)h
o Algebra I (1)

o Algebra II (1)

o Geometry/Advanced Math (1)

III. Science (3)
b

o Biology (1)
o Chemistry (1)

o Physics/Environmental Science (1)

IV. Social Studies (3)
b

o American History (1)
o Civics/Government (1/2)
o Free Enterprise/Economics (1/2)
o World History/World Geography/Western
Civilization (1)

V. Health 14 Physical Education (2)h
o Health F PE I/Adaptiv:, PE/ROTL (1)

o Health & PC II/Adaptive PE/ROTr. (1)

VI. Computer Lite.sacy (1/2)
b

VII. Fine Arts Surveyc (I )b

VIII. Fcreign languanc
d

(2)
b

10 38%
10

10

38%

38',/

9 35

15 58%
6 23%
9 35%

10 38%
5 19%
4 15%

,
4.)

885414

10 38%

10 38%

18 69%
11 42%

7 27%

9 35%

16 62';Q

`Includes only there states for which college ,-ep curricula were

b
described in the survey.

Denotes overall credit requirements in each content area.c
Could substitute with 2 units in hand, orchestra, choir, dance, art,
or drama.

d
Must be 2 years in the same foreign language.



English requirements are similar lo those defined in 10 states (38' ) in

Feel gait li, and III, and comparable to nine states (351 in the mandate

for English IV. In mathematics, considerably more similarity was found

between Louisiana's honors curriculum and the college preparatory curricula

it other stares than in the general studies and core curricula comparisons

previously described. As proposed in Louisiana, 58 percent of the states

(15) from whom information concerning college preparatory curricula was

obtained require Algebra 1, 23 percent (six states) prescribe Algebra II,

and 35 percent (nine states) require either g(ometry or advanced mathematics

within such curricula.

In science, biology is specified by 10 states (381, chemistry b' five

(191, and physics or environmental science by four (151. The greatest

degree of agreement among the curricula is again found in the area of social

studies. Twenty-three slates (88"/) require American History in their

college preparatory program, 14 (54'' require civics or government, 10 (38',)

mandate tree enter-rise or economics, and 10 (381 require at least one

cowry from among world hislety, world geography, and western civilization.

One unit of health and php,ical education is prescribed within the

icilleqn preparatory curricula of 18 states (690); 11 (42') require at least

1 cr(rnd unit. lwenty-seven prcent (seven states) prescribe one-half to

one unit in computdr literacy, 35 perce: (nine states) require some type of

fin, drts course, and We_ 11,rcent (16 slat's) require at least Iwo years of

the same fornion language.

worked Through the step-by-ste) sequence of pertinent Issues

outlined in the decision table, no comared the contents of the curricula
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proposed for Louisiana with similar curricula offerings in other states, the

final issue that mist he Addraccad is whether the proposed core, general

studies, and honors curricula, as currently proposed, are truly the most

viable models for Louisiana. Furthermore, would the implementation of these

curricula, as presultly del.leated, meet the fL1l intent implied by the

passage of HCR 110 and 11?, particularly with respect to meeting the needs

of noncollege-bound students?

As these questions are contemplated, attention should perhaps be

focused on the sequence of events that preceded, and, to some degree,

prompted the passage of HCR 110 in 1985. The 1984-85 school year preceding

the 1985 Regular Legislative Session had been the first during which the

increased BESE-prescribed high school graduation requirements had gone into

effect. Even before the implementation of the new requirements, consider-

able opposition had been raised concerning the specific courses prescribed

within those requirements, particularly in mathematics, where both Algebra

I, and a choice of either Algebra II or geometry were mandated for all.

Critics claimed that such courses were designed for only the college-bound,

while proponents welcomed the ushering-in of higher standards for all

scudents. At the end of that initial year, when approximately one-fourth of

the incoming freshmen were reported to have fai' Algebra I, pressure

mounted to have the new graduation requirements rescindcd. In response to

this pressure, she Legislature, during the 1985 Session, gave consideration

to such action, but eventually opted instead to request that 3ESE appoint a

committee to study the need for and potential effects of a multiple

curriculum system in Louisiana's public schools. in its wording of HCR 110,

the Legislature elophasized that the focus of this study was to be on

explurino better ways to uec 'he need 0 c11 studeW, particularly those

73
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of the noncollege-bound. The implication inherent in the resolution wee

that the current high school graduation requirements were designed for

college-bound students, and that the neeas of the noncollege-bound could

perhaps be more adequately met through the offering of multiple curricula of

various types. Thus the newly created Multiple Curriculum Committee ws

charged with determining whether there was a need for a multiple cur,iculur

system in Louisiana, and then with investigating the potential effects of

implementing such a system.

In responding to this charge, the Multiple Curriculum Committee, in its

1986 interim report, indicated that a type of multiple curriculum system

already exists in Louisiana. However, the Committee further proposed the

implementation of general studies and honors curricula, both inclusive of a

common core of prescribed courses, as a means of better meeting the needs of

all students.

Ir proposing the implementation of these curricula, the Committee

seemed to indicate that, not only was there e need for a multiple curriculum

system in louisiand, but that this need could be most appropriately met

through the offering of general studies and honors curricula (inclusive of

the common core) to all students. Having stopped short of giving final

approval to the content of those proposed curricula, the Committee, in its

1986 report, was not yet in a position to assess the potential effects of a

multiple curriculum system in Louisiana. Only after the delineation of the

content of th( propo,,Pd curri,:ula, can the true impact of their implementa-

tion actually be assessed.

In weighing the viability of the proposed core, general studies, and

honors curricula relative to meeting the needs of all Louisiana students, it

would appear that such curricula types are appropriate for meeting most
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student needs since they are the kinds of curricula most frequently offered

across the country. However, as ohserved in the comparisons of the content

proposed within each of these with similar curricula offered in other

states, it would appear that the core being considered for Louisiana is

considerably more comprehensive and more stringent than that offered in

most. It was observed, for example, that no other state requires that all

potential graduates complete an Algebra I course, nor do any others

prescribe the completion of either Algebra II or geometry.

In terms of the actual courses proposed for inclusion under the three

curricula headings, it can be observed that these same courses had been

offered to students for a considerable period of time preceding the 1985

passage of HCR 110. Though not designated within the categories of core,

general studies, and honor curricula in previous years, the question must be

raised as to whether the mere grouping of courses under new headings will

really provide new alternatives for meeting the needs of all students,

particularly those of the noncollege-bound.

It would appear that, in order to complete its work in addressing the

curricula inequities cited in HCR 110, the full attention of the tflultiple

Curriculum CemmiLtee should be directed toward the high school graduation

requirements themselves, rather than the delineation of curricula based on

these requirements. The observed stringency of Louisiana's proposed core

and general studies curricula, when compa-ed with their cJunterparts in

other states, in contrast to the relative similarity seen in the

horers/college preparatory curricula comparisons, seems to support the

contention that Louisiana's hick chool graduation requirements indeed arP

designed for collegr-bound students. Thus, before atteriiptine to reach final

consensus on the content, of 0 core curriculum ba:ed on the high school



graduation requirements, it is those requirements themselves that should be

reexamined in light of the information gathered through this study. Orly

after such d reassessment can the content of the core curriculum be

specified. The delineation of the general studies and honors curricula can

then follow.

In addition to the provision of these three curricula, consideration

should also be giver to the development of an e.dditional curriculum, perhaps

in the form of an applied studies program, that could address a broad range

of individual needs among both the college and roncollege-bound. Such a

curriculum could contain various strands that would allow students to pursue

such diverse interests as business, marketing, health occupations,

communications, personal services, music/dramatic arts, computer science,

and engineering, to name a few.

The core of this curriculum could be application-oriented, with such

courses as applied algebra and applied geometry being prescribed for all.

The standards addressed within such courses, however, would be identical to

those addressed in the proposed general studies and honors curricula. In

terms of the intent ir.herent in the passage of NCR 110, it would appear that

this total curriculum system (consisting of the core, general studies,

honors, and applied studies curricula), represents a truly viable approach

for meeting the needs of ;,11 high school students in Louisiana.
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FINDINGS, CONCIUSIGhS, AND RECOMMENPATIONS

Introduction

The findings, conclusions, and recommendations reached through the

conduct of this study are presented in this final chapter in reference to

the four major evaluation questions addressed. It is hoped that the

information summarized here will assist the Multiple Curriculum Comnitcee in

its deliberation of the issues surrounding high school graduation require-

ments and multiple curricula.

Findings

The findings presented in this section are summarized with respect to
the major evaluation questions addressed in the study:

Fvaluation Question 1: What is the nature and extent of the high school
graduation requirements currently it place across the United States?

la. High schoo' graduation requirements are set from the state level only
in four percent of the states, from the local level only in eight
percent, and from a combination of the two levels in 88 percent.

lb. ',tate Boards of Education most frequently prescribe state level
graduation requirements; local boards always prescribe those at the
local lev 1.

lc. High school graduation exit tests are given in 18 states (35); in 16,

these are prescribed from the state level; English /reading and
mathematics are most Frequently tested; the first administration of
these tests occurs most frequently at the 10th grade level; retake
opportunities are always piovided, remediation is generally available.

1d. Total credit requirements for yaduation are specified in all states
and vary from 13 (plus local requirements) to 24 units; 20 credits are
most often prescribed, with 19.4 being the average.

le. The average content area credil requirements across the country ere 3.8
credits in English, ?.1 in mathematics, 1.8 in science, 2.6 in social
studies, and 1.4 in health /physical education.

Evaluation Question 2: What are the characteristics of the various
curricula currently being offered in the nation's schoo ls?

17 up)



2a. Cure curricula are specified in 44 ,.tote:, (86Z); multiple curricula r:re
offered in 36 (71;6).

2b. Placement into specific curricula is most often based on student
interests and aspirations, with opportunities to switch curricula
generally being available.

2c. In states with core curricula, those curricula are most often
designated in the form of specific courses and required content.

2d. In most content areas only the number of credit requirements are
specified in the core; the exceptions are social studies and health and
physical education where specific courses and course options are most
often delineated.

2e. Among the 31 states with minimal core curricula 39 percent have
defined/required multiple curricula; 29 percent have unofficial/
recommended multiple curricula; and 32 percent either have no specified
multiple curricula, or allow considerable local flexibility in tYle

designation and provision of such curricula. However, among tilt: 1".)

states with comprehensive core curricula, 23 percent have defined/
required multiple curricula, 62 percent have unofficial/recommended
multiple curricula, and the remaining 15 percent fall into the local
option category.

2f. Among the 36 states with multiple curricula, the types most frequently
offered are general studies curricula (by 86 percent), college
preparatory curricula (hy 89 percent), vocational curricula (by 56
percent), honors curricula (by 17 percent), and remedial or basic
curricula (by 6 percent).

2g. The type of high school diploma most frequently offered across the
country is the single, standard diploma with no differentiation and no
supplements (by 41 percent of the states); both multiple diplomas and
standard diplomas with optional certificates indicative of specified
performance are offered by 1? percent each.

?h. Almost hilt of the states (?4) reported that reading is generally
required at the middle Jr junior high school level, but none of the
states require consumer mathematics or introduction to algebra at this
level.

Evaluation Question 3: What are the general admission requirements for the
public colleges and universities across the United States?

3a. Two-thirds of the states (34) reported that their public colleges and
universities generally had admission requirements beyond the standard
diploma and high school transcript generally required.

3b. Among the 34 states with college admission requirements, those
requirements most often focused on national college entrance exam
results (usually ACT or SAT) and the completion of a prescribed core of
high school courses (usually more stringent than the minimal graduation
requirements).



3c. Developmental or remedial programs are offered by public colleges arc{
universities in 44 states; such programs are offered by all or alnc,t
all of these public institutions in 33 states; these programs most
often focus on mathematics, reading and study skills, and English
grammar and composition.

Evaluation Question 4: What secondary education curriculum models emerge
for consideration by educational policy makers in Louisiana?

4a. In order to provide structure and direction for the identificaticn
and/or development of viable curriculum models for Louisiana, the
following steps were proposed in the form of a "decision table":

I. Identify the goals for secondary education in Louisiana.
2. Determine the overall curriculum framework.
3. Determine the number of curricula to be offered.
4. Delineate the nature and types of curricula to be designated.
5. Determine the most suitable curricula content.

4b. The types of multiple curricula currently being considered for
implementation in Louisiana are core, general studies, and honors
curricula.

4c. The proposed core curriculum consists of the nine and one-half credits
of specific courses that are required of all students as delineated
within the state's high school graduation requirements.

4d. The proposed gent al studies curriculum is composed of the nine and
one-half credit co,e requirement, plus six credits selected from among
a list of specified options, and seven and one-half credits of free
electives.

4e. The proposed honors curriculum is made up of the nine and one-half
credit core, plus three credits of specified options, and four and
one-half credits of free electives.

4f In comparison to the core curricula prescribed in other states,
Louisiana's proposed core is considerably more detailed and more
comprehensive than most. In cm far as prescribed courses, the greatest
degree of similarity was observed in the areas of social studies, and
health and physical education; the least similarity was found it
mathematics.

4q. The other two curricula being considered for Louisiana, the general
studies and honors curricula, are consistent with the types most
frequently offered across the country. (Louisiana's honors curriculum
parallels most college preparatory curricula currently being offered,
and it is on that basis that comparisons were made.)

4h. In comparison to the content of general studies curricula prescribed in
other states, louisiana's proposed general studies curculum appears
to be more stringent than most. The greatest degree of similarity was
observed in the areas of social studies, and health and physical
education; the least was observed in mathematics.
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Ali. In comparison to the content of college preparatory curricula offered
in other states, Louisiana's honors curriculum is generall:; :;flcsistent
with such comparable curricula. Overall, the degree of similarity
observed in this comparison was greater than that observed in either
the core or general studies curricula comparisons previously cited.

Conclusions

The following conclusions were reached as a result of this study:

Louisianz'f, current high school graduation requirements are more
comprehensive and more stringent than those in place in most other
states across the country, particularly in the area of mathematics.

The types of curricula being considered for Louisiana (core, general
studies, and honors/college preparatory) appear to be appropriate for
meeting the needs of the majority of the state's high school students;
however, in terms of their presently proposed content, these curricula,
taken alone, do not appear to address the full intent inherent in the
passage of HCR 110.

The courses delineated within these curricula are essent'ally the
same ones that had been available to students prior to HCR 110;
thus, no new alternatives are being suggested for meeting the
needs of the noncollege-beund (as specified in HCR 110).

o When compared to multiple curricula offered ir other states,
Louisiana's core curriculum more closely resembles other states'
college preparatory curricula, than their core curricula. Thus,
it would appear that Louisiana's basic high school graduation
requirements are actually designed for college-bound, rather than
for all secondary students.

Recommendations

The following recommendations are offered on the basis of this study:

louisrana's current hig'fi school graduation requirements should be
reviewed in terms of the stringency of the courses prescribed,
particularly in mathematics, where little similarity was found with the
reouirements specified in this area in other states.

If the graduation requirements review reFuits in adjustments in the
mathematics area such that the resulting requirements ore more
consistent with those prescribed in other states, then the following
recommerdations are offered subsequent to those adjustments:

o the proposed general studies and honors/college preparatory
curricula, both inclusive of the core requirements, should be
redefined on the basis of the adjustments made in the overall
graduation requirements; as such, these curricula should then be
offered to all high school students in the state on a, selection



basis in accordance wilh kth student interest, /aspirations and
abilities/competencies,

o Development of a third curriculum model, also inclusive of ..
core rcquirements, should he considered to provide additional
opportunities for meeting the individualized needs of both collece
and noncollege-bound students. This model could be defined as an
applied studies curriculum with multiple strands that would enable
students to pursue interests in such diverse areas as business,
marketing, health occupations, communications, personal services,
music/dramatic arts, computer science, and engineering.

If no adjustments are made in the graduation requirements as a resat
of the suggested review, then the following alternative recommendatiors
are proposed:

o The general studies and honors/college preparator curricula, as
currently proposed, and both inclusiv2 of the present core
requirements, should be offered to all high school students in the
state on a selection basis in accordance with both student
interests/aspirations and abilities/competencies.

o A third curriculum model, perhaps in the form of an applied
studies curriculum, should be developed. This model would still
encompass the basic core requirements, but would do so in the form
of applied courses, especially in the area of mathematics. Such a
curriculum would allow for greater individualization in mee4,ing
the needs of all students, but particularly those of the
noncollege-bound. Multiple strands incorporated into this
curriculum could enable students to pursue interests in such
diverse areas as business, marketing, health occupations,
communications, personal services, music/dramatic arts, computer
science, and engineering.

o A second phase of this study should be commissioned to gather any
additional information needed by the Multiple Curriculum Committee in
response To the results of this study and the action subsequently taken
by the Committee as i' complotes its work in response to NCR 116.

Plans should be developed for mitiating a longitudinal study to assers
the impact and effectiver((.s of the curriculum system implemented
subsequent to the completion of the work of the Multiple Curriculum
Conuni ttee.
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APPENDIX A

FOR OFFICE USF ONLY

State: Interviewer: Date: Time:

MULTIPLE CURRICULUM STUDY: SURVEY OF STATES
FORM A: STATE REOUIREMENTS ONLY

1. Who sets your statewide high school graduation requirements? (Check one.)

State Legislature

_ State Board of Education
State Department of Education

_ _ State Legislature and State Board
State Legislature and State Department
State Board and State Department

State Legislature, State Board, and State
Department
Other (Who?

)

2. Does your state mandate that students pass an exit test as a requirement
for high school graduation? (Check one.)

A. Yes. If "yes," continue with parts 1-4 below:

1) What content areas are addressed on the test? (Check
all that apply.)

English/Reading
rathematics
ScienLe

Social studics
Other (What?

)----

) AL what grade level is this exit test first given?
(Check one.)

_ ___ 9th grade
10th grade

_

11th grade

12th grade

3) Are remediation opportunities provided? (Check one.)

Yes

No

4) Are retake oppertunities provided? (Check one.)

B. No

Yes

No
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Within your statewide high school graduation requirements, which of the
following are specifically m?ndated? (Check all that apply.)

A. The total number of credits for high school graduation (including
the number of electives)

Al. Total credits

B. The total number of credits required in each content area (e.g.,
4 credits in English, 3 in math, etc.). How many are required
in:

Bl. English B7. Fine/Applied Arts
B2. Math 88. Foreign Languages
B3. Science B9. Other (
B4. Social Studies B10. Other (
B5. Health & P.E. B11. Electives
B6. Computer Literacy Total

C. The course options from which all or part of the required number
of credits in a specific content area must be taken (e.g., re-
quiring 3 math credits and specifying that they must be selected
from Business Math, Consumer Math, Algebra I, Algebra II, Geome-
try, Advanced Math, etc.)

D. The specific courses that must be taken by all students to
satisfy all or part of the total credits required in one or more
content areas; in other words, a core curriculum consisting of
specific courses mandated for all students

IF "C" or "D" WAS CHECKED please specify the number of credits, specific or
general courses, and/or course options mandated for inclusion in that core
curriculum on the next pages. Please make any notes that would be helpful
in preparation for the telephone interview that will be forthcoming:
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Content Area

I. English

!

II. Math

III. Science

No. of Credits
in Core Course,s /Course Options



Content Area

IV. Social Studies

V. Health P P.E.

No. of Credits
in Core Courses/Course Option,.

VI. Computer Literacy



I
I
I
I
I
I

1

Content Area

No. of Credits
in Core Courses/Course Options

VII. Fine/Applied Arts

VIII. Foreign Languages

IX. Other

Total credits specified within core

Additional electives required for graduation

Total credits for graduation
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4. At the state level do you have differentiated programs of study offered in
the form of multiple curricula; io other words, do you have one set of
courses offered as a college prep curriculum, one as a general studies

curriculum, etc.? (Check one.)

I
1

I
1

1

1

I
1

I
1

A. No

B. Yes. If "yes," what are these nultiple curricula: (Names of
each.)

Al. Are these multiple curricula: (Check one.)

I. Mandated at the state level such that students
must select one curriculum upon entry into high
school or soon thereafter?

Yes

No

a) If "mandated," what criteria are used to
determine the curriculum into which a
student will be placed? (Check all that
apply.)

Elementary/middle school grade point
average
Standardized test results
Proficiency/competency test results
Completion of prescribed courses at
elementary/middle school level
Student interest/aspirations
Teacher recommendations
Other (What? )

b) Are students relatively free to love from one
curriculum to another? (Check one.)

Yes

No

Do not know

c) Now often does such movement generally occur?
(Check one.)

93

Seldom
Fairly often
Very often
Do not know
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2. Recommended at the state level i,s a guide for

students planning to pursue varous career
options upon completion of high school?

3. Other (What? )

If you have multiple curricula, please identify the speci:ic courses and/or

course options mandated or recommended within each of the various curricula.

Use additional pages as needed in preparation for the telephone interview.

Curriculum Title:

Content Area

I. English

II. Math

III. Science

Flo. of Credits

Required Courses/Course Options
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I
I
I
I
I
g

I
I
I
I
I

Content Arc?

IV. Social Studies

V. Health & P.E.

No. of Credits
Required Courses/Course Option;

VI. Computer Literacy

.I I
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I

I

I

I

I

I

I

Content Area
No. of Credits

Required Courses/Course Options

VII. Fine/Applied Arts

VIII. Foreign Languages

IX. Other

Total credits specified within curriculum

Additional electives required for graduation

Total credits for graduation

12)
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If you have multiple curricula, please identify the specific courses and/or

course options mandated or recommended within each of the various curricula.

Use additional pages as needed in preparation for the telephone interview.

II Curriculum Title:

I/
No. of Credits

Content Area Required Courses/Course Options

III. English

I
II

I

IIIII. Science

II

II

I 121
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No. of Credits

Content Area Required Courses/Course Options

IV. Social Studies

V. Health & P.E.

VI. Computer Literacy



Content Area

No. of Credits
Required Courses/Course Options

VII. Fine/Applied Arts

VIII. Foreign Languages

IX. Other

Total credits specified within cwiculum

Additional electives required for graduation

Total credits for graduation

1



5. Which of the following courses are required of 7th and/or 8th grade

students in your stat.? (Check all that apply.)

Reading (If part of language arts block, how many minutes per week

are devoted to reading? )

Consumer math

Introduction to algebra

None of the above

6. What variations of high school diplomas are offered to regular education
students in your state? (Check one.)

A. One standard diploma for all students with no differentiation or
supplementary information

B. One standard diploma with accompanying high school transcript
C. One standard diploma with differentiated endorsements or seals

indicative of the attainment of specific competencies (may or
may not include a transcript)

D. Multiple diplomas issued in accordance with the completion of one
of the specified multiple curricula (i.e., an Academic or
Scholastic Diploma upon completion of the college prep

curriculum)
E. Combinations of the above (Which ones?)
F. Other type of diploma (What?

7. Do the majority of your state's four-year public colleges and universities
have specific admission requirements? (Check one.)

A. No

B. Yes. If "yes," what do such requirements generally entail?
(Check all that apply.)

A cutoff score on a national college entrance exam like
ACT or SAT

A cutoff score on another type of entrance exam
A set high school GPI`,

Completion of a prescribed core of high school courses

If this option is checked please indicate how this
college admission core compares with your high school
graduation requirements. (Check one.))

More stringent than graduation requirements
Same as graduation requirements
Les' stringent than graduation requirements
No relationship/we have no specific
requirements/etc.)

Other (What?

Other (What?

)

)
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8. Approximately how many of your four-year public colleges and universities
offer developmental or remedial programs for entering students not prepared
to address the standard college curriculum? (Check one.)

None or very few
Less than half
Approximately half
More than half
All or almost all

8A. Among those four-year colleges and universities offering such pro-

grams, what content areas are generally involved? (Check all that

apply.)

English /composition

Reading/study skills
Math
Other (What? )

Thank you so much for your time; the information you have provided will be

extremely useful in the conduct of our study. If you would like a copy of our
final report please indicate your interest at the conclusion of this interview.
Thank you again, and please don't hesitate to call if we can be of assistance to
you.

Please send copy to:
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FORM B: LOCAL REQUIREMENTS ONLY
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APPENDIX B

FOR OFFICE USF ONLY

State: Interviewer: Date: Time:

MULTIPLE CURRICULUM STUDY: SURVEY OF STATES

FORM B: LOCAL REQUIREMENTS ONLY

1. Approximately what percentage of your school systems have locally

prescribed high school graduation requirements? (Check one.)

Very few
Less than half
Approximately half
More than half
All or almost all

2. Who generally sets these requirements? (Check one.)

Local school board
Other (Who? )

3. Do most of your local systems mandate that studerts pass an exit test as a
requirement for high school graduation? (Check one.;

A. Yes. If "yes," continue with parts 1-4 below:

1) What content areas are generally addressed on the test?
(Check all that apply.)

English

Mathematics
Science
Social studies
Other (What? )

2) At what grade level is this exit test generally first given?
(Check one.)

9th grade
10th grade
11th grade
12th grade

3) Are remediation opportunities generally provided? (Check

one.)

Yes

No
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4) Are retake opportunities generally provided? (Check one.)

B. No

Yes
No

4. In general, across an of the systems with locally prescribed high school
graduation requirements which of the following are usually mandated?

(Check all that apply.)

A. The total nulhber of credits for high school graduation (including
the number of electives)

Al. Total credits or credit range

B. The total number of credits (or range of credits) required in
each content area (e.g., 4 credits in English, 3 in math, etc.).

How many are required in:

Bl. English R7. Fine/Applied Arts

B2. Math BS. Foreign Languages

83. Science B9. Other (

B4. Social Studies B10. Other (

85. Health & P.E. Bll. Electives

B6. Computer Literacy Total

C. The course options from which all or part of the required number
of credits in a specific content area must be taken (e.g., re-

quiring 3 math credits and specifying that they must be selected
from Business Math, Consumer Math, Algebra I, Algebra II, Geome-

try, Advanced Math, etc.)

D. The specific courses that must be taken by all students to

satisfy all or part of the total credits required in one or more
content areas; in other words, a core curriculum consisting of
specific courses mandated for all students

IF "C" or "D" WAS CHECKED please specify the number of credits, speci-ic or
general courses, and/or course options frequently mandated or specified by
local systems for inclusion in their core curriculum on the next pages.
Please make any notes that would be ielpful in preparation for the tele-
phone interview that will be forthcoming.
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I
I
I
I
I

I

1

I

I

I

I

Content Area

I. English

II. Math

III. Science

No. of Credits
in Core Courses/Course Options

104
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content Area

IV. Social Studies

V. Health & P.E.

No. of Credits
in Core Courses/Course Options

VI. Computer literacy



Content Area

No. of Credits
in Core Courses/Course Options

VII. Fine/Applied Arts

VIII. Foreign Languages

IX. Other

Total credits specified within core

Additional electives required for graduation

Total credits for graduation

1
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5. In general, do most of these local systems have differentiated programs of
study offered in the form of multiple curricula; in other words, do most
have one set of courses offered as a college prep curriculum, one as a
general studies curriculum, etc.? (Check one.)

A. No

B. Yes. If "yes," what are these multiple curricula: (Names of
each.)

Al. Are these multiple curricula: (Check one.)

I. Mandated at the local level such that students
must select one curriculum upon entry into high
school or soon thereafter?

Yes

No

a) If "mandated," what criteria are used to
determine the curriculum into which a
student will be placed? (Check all that
apply.)

Elementary/middle school grade point
average
Standardized test results
Proficiency/competency test results
Completion of prescribed courses at
elementary/middle school level
Student interest/aspirations
Teacher recommendations
Other (What? )

b) Are students relativel free to move from one
curriculum to another? (Check one.)

Yes

No

Do not know

c)/ Now often does such movement generally occur?
(Check one.)

Seldom
Fairly often
Very often
Do not know

107 1 3;-;



2. Recommended at the local level as a guide for
students planning to pursue various career options
upon completion of high school?

3. Other (What? )

IF you have multiple curricula, please identify the specific courses and/or
course options generally mandated or recommended within each of the various
curricula. tic additional pages as needed in preparation for the telephone
interview.

Curriculum Title:

Content Area

I. English

II. Math

III. Science

No. of Credits
Required Courses/Course Options

108
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Content Area

IV. Social Studies

V. Health & P.E.

No. of Credits
Required Courses/Course Options

VI. Computer Literacy



content Area
No. of Credits

Required Courses/Course Options

VII. rinp/Applied Arts

VIII. Foreign Languages

IX. Other

Total credits specified within curriculum

Additional electives required for graduation

Total credits for graduation

135
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IF you have multiple curricula, please identify the specific course!, and/or

course options generally mandated or recommended within each of the variow,

curricula. Use additional pages as needed in preparation for the telephone

interview.

Curriculum Title:

Content Area

I. English

II. Math

III. Science

No. of Credits
Required Courses/Course Options

111



content Area

IV. Social Studies

V. Health & P.E.

No. of Credits
Required Courses/Course Option

VI. Computer Literacy

13;'
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I
I

I

I
I
I
I
I
I
I
I

Content Area
No. of Credits

Required Courses/Course Options

VII. Fine/Applied Arts

VIII. Foreign Languages

IX. Other



6. Which of the following courses are generally required of 7th and/or 8th
grade students in your state? (Check all that apply.)

Reading (If part of language arts block, how many minutes per week
are devoted to reading?

)

Consumer math

Introduction to algebra

None of the above

Do not know

7. What variations of local high school diplomas are generally offered to
regular education students in your state? (Check one.)

A. One standard diploma for all students with no differentiation or
supplementary information

B. One standard diploma with accompanying hign school transcript
C. One standard diploma with differentiated endorsements or seals

indicative of the attainment of specific competencies (may or
may not include a transcript)

D. Multiple diplomas issued in accordance with the completion of one
of the specified multiple curricula (i.e., an Academic or
Scholastic Diploma upon completion of the college prep
curriculum)

E. Combinations ui the above (Which ones?
)

F. Other type of diploma (What?

8. Do the majority of your state's four-year public colleges and universities
have specific admission requirements? (Check one.)

A. No

B. Yes. If "yes," what do such requirements generally entail?
(Check all that apply.)

A cutoff score on a national college entrance exam like
ACT or SAT

A cutoff score on another type of entrance exam
A set high school GPA

Completion of a prescribed core of high school courses

(If this option is checked please indicate how this
college admission core compares with your high school
graduation requirements. (Check one.))

1 J
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More stringent than graduation requirements
Same as graduation requirements
Less stringent than graduation requirements
No relationship/we have no specific
requirements/etc.)

Other (What?

Other (What?

9. Approximately how many of your four-year public colleges and universities
offer developmental or remedial programs for entering students not prepared
to address the standard college curriculum? (Check one.)

None or very few
Less than half
Approximately half
More than half
All or almost all

9A. Among those four-year colleges and universities offering such pro-
grams, what content area.; are generally involved? (Check all that

apply.)

English/composition
Reading/s-udy skilis
Math
Other (What?

Thank you 'ch for your time; the in-Formation you have provided will be

extremely in the conduct of our study. If you would like a copy of our

final repor. ease inoi7;ate your interest at the conclusion of this interview.

Thank you again, and please don't hesitate tc call if we can be of assistance to
you.

Please send copy to:
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State:

APPENDIX C

FOR OFFICE USE ONLY

Interviewer: Date: Time:

MULTIPLE CURRICULUM STUDY: SURVEY OF STATES
FORM C: POTH STATE AND LOCAL REQUIREMENTS

1. Who sets your statewide graduation requirement ;? (Check one.)

State Legislature
State Board of Education
State Department of Education
State Legislature and State Board
State Legislature and State Department
State Board and State Department
State Legislature, State Board, and State
Department
Other (Who? )

2. Approximately how many of your local systems have their own prescribed
high school graduation requirements? (Check one.)

Very few
Less than half
Approximately half
More than half
All or almost all

3. Who generally sets the local requirement3? (Check one.)

Local school board
Local school
Other (Who? )

4. In general do the local graduation requirements go beyond those prescribed
at the state level? (Check one.)

Yes

No. If "no," what is generally the relationship between the
two sets of requirements?

5. Is an exit test required for high school graduation?

A. Yes. If "yes," continue with parts 1-5:
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1) From what level is this test required? (Check one.)

State level
Local level
Both

2) What content areas are generally addressed on the test?
(Check all that apply.)

English/Reading
Mathematics
Science
Social studies
Other (What? )

3) At what grade level is this exit test generally first given?

9th grade
10th grade
11th grade
12th grade

4) Are remediation opportunities generally provided? (Check

one.)

Yes

No

5) Are retake opportunities generally provided? (Check one.)

B. No

Yes

No

6. Based on the state and local graduation requirements in place across your
state, which of the following are generally mandated? (Check all that
apply.)

A. The total number of credits for high school graduation (including
the number of electives)

Al. Total credits or credit range

B. The total number of credits (or range of credits) required in
each content area (e.g., 4 credits in English, 3 in math, etc.).
How many are required in:

B1. English B7. Fine/Applied Arts
B2. Math 88. Foreign Languages
B3. Science B9. Other ( )

B4. Social Studies B10. Other ( )

B5. Health & P.E. B11. Electives
B6. Computer Literacy Total
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C. The course options from which all or part of the required number

of credits in a specif4 content area must be taken (e.g., re-

quiring 3 math credits and specifying that they must be selected
from Business Math, Consumer Math, Algebra I, Algebra II, Geome-
try, Advanced Math, etc.)

D. The specific courses that must be taken by all students to

satisfy all or part of the total :redits required in one or more
content areas; in other words, a core curriculum consisting of
specific courses mandated for all students

IF "C" or "D" WAS CHECKED please specify the number of credits, specific or
general courses, and/or course options frequently mandated or specified in most
systems for inclusion in their core curriculum or the following page.... Please

make any notes that would be helpful in preparation for the telephone interview
that will be forthcoming.

Content Area

I. English

II. Math

No. of Credits
ir. Core Courses/Course Options
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Content Area

III. Science

IV. Social Studies

V. Health & P.E.

No. of Credits
in Core Courses/Course Options

119
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Content Area

No. of Credits
in Core Courses/Course Options

VI. Computer Literacy

VII. Fine/Applied Arts

VIII. Foreign Languages

IX. Other

Total credits specified within core

Additional electives required for graduation

Total credits for graduation



1

1

1

1

1

I

7 In general, among most school systems across yor,. state, are differentiated
programs of study offered in the form of multiple curricula; in other
words, is one set of courses offered as a college prep curriculum, one as a
general studies curriculum, etc.? (Ched, one.)

A. No

B. Yes. If "yes," what are these multiple curricula? (Names of
each.)

Al. Are these multiple curricula: (Check one.)

1. Mandated at the state level and/or local level
such that students must select one curriculum upon
entry into high school or soon thereafter?

Yes

No

a) From what level are these curricula mandated?
(Check one.)

State level
Local level
Both

b) If "mandated," what criteria are used to

determine the curriculum into which a student
will be placed? (Check all that apply.)

Elementary/middle school grade point
average
Standardized test results
Proficiency/competency test results
Completion of prescribed courses at
elementary/middle school level
Student interest/aspirations
Teacher recommendations
Other (What?

c) Are students relatively free to move from one
curriculum to another? (Check one.)

Yes

No

Do not know
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d) How often does such movement generally occur?
(Check one.)

Seldom
Fairly often
Very often
Do not know

2. Recommended at the state and/or local level as a
guide for students planning to pursue various
career options upon completion of high school?

3 Other (What?

If you have multiple curricula, please identify the specific courses and/or
course options generally mandated or recommended within each of the various
curricula.

Curriculum Title:

Content Area

I English

II. Math

No. of Credits
Required Courses/Course Options

122



Content Area

III. Science

IV. Social Studies

V. Health & P.E.

No. of Credits
Required Courses/Course Options

4:/
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I

I
I

I

I

I
I

Content Area
No. of Credits

Required Courses/Course Options

VI. Computer Literacy

VII. Fine/Applied Arts

VIII. Foreign Languages

IX. Other

Total credits specified within curriculum

Additional electives required for graduation

Total credits for graduation
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Curriculum Title:

Content Area

I. English

II. Math

III. Science

IV, Social Studies

No. of Credits
Required Courses/Course Options

125
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No. of Credits
Content Area Required Courses/Course Options

V. Health & P.E.

VI. Computer Literacy

VII. Fine/Applied Arts

I
I
I

IVIII. Foreign
Languages

I

1

I
I 15,
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I
I
1

1

I
I
I
1

I
I
I
I

1

I

I
I

Content Area

IX. Vocational

Education

X. Other

XI. Other

No. of Credits
Required Courses/Course Options

Total credits specified within curriculum

Additional electives required for graduatior

Total credits for graduation



8. Which of the following courses are required of 7th and /or 8th grade stu-
dents in your state? (Check ell that c ply.)

Reading (If part of language arts block, how many minutes per week
are devoted to reading?

Consumer math

Introduction to algebra

None of the above

Do not know

9. What variations of high school diplomas are generally offered to regular
education students in your state? (Check one.)

A. One standard diploma for all students with no differentiation or
supplementary information

B. One standard diploma with accompanying high school transcript
C. One standard diploma with differentiated endorsements or seals

indicative of the attainment of specific competencies (may or
may not include a transcript)

D. Multiple diplomas issued in accordance with the completion of one
of the specified multiple curricula (i.e., an Acacitic.ic or
Scholastic Diploma upon completion of the college prep
curriculum)

E. Combinations of the above (Which ones?
F. Other type of diploma (What?

10. Do the majority of your state's four-year public colleges and universities
have specific admission requirements? (Check one.)

A. No

B. Yes. If "yes," what do such requirements generally entail?
(Check all that apply.)

A cutoff score on a national college entrance exam like ACT
or SAT
A cutoff score on another type of entrance exam
A set high school GFA
Completion of a prescribed core of high school courses

(if this option is checked please indicate how this college
admission core compares with your high school graduation
requirements. (Check one.))

More stringent than graduation requirements
Same as graduation requirements
Less stringent than graduation requirements
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No relationship/we have no specific
requirements/etc.)

Other (What?

Other (What?

11. Approximately how many of your four-year public colleges and universities
offer developmental or remedial programs for entering students not prepared
to address the standard college curriculum? (Check one.)

None or very few
Less than half
Approximately half
More than half
All or almost all

11A. Among those four-year colleges and universities offering such pro-
grams, what content areas are generally involved? (Check all that
apply.)

English/composition
Reading/study skills
Math
Other (What?

Thank you so much for your time; the information you have provided will be
extremely useful in the conduct of our study. If you would like a copy of our
final report please indicate your interest at the conclusion this interview.
Thank you again, and please don't hesitate to call if we can be of assistance to
you.

Please send copy to:
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APPENDIX D

State and Local Minimum High School Graduation Requirements by Content Area

State English Math Science

Social

Studies H&PE

Computer

Literacy

Fine/App

Arts

Foreign

Lang. Other

Total

Specified Electives

Total

Requirec

1. Alabama 4 2 2 3 1.5 0 0 0 .5 13 9 22

2. Alaska 4 2 2 3 1 0 0 0 C 12 9 21

3. Arizona 4 2 2 2 0 0 0 0 .5 10.5 9.5 20

4. Arkansas 4 3/2 2/3 3 1 0 .5 0 0 13.5 6.5 2r

5. California 3 2 2 3 2 0 1/0 0/1 0 13+ 13+

6. Colorado 4 2 2 2 2 2/1 0 0 0 13 7 20

1--.W
7. Connecticut 4 3 2 3 1 0 0 0 1 14 6 20

0
8. Delaware 4 2 2 3 1.5 0 0 0 .5 13 6 19

9. District of 4 2 2 2 1.5 0 0 1 1 13.5 7 20.5
Columbia

10. Florida 4 3 3 3 .5 0 .5 0 1 15 9 24

11. Georgia 4 2 2 3 1 1 0 0 0 13 8 21

12. Hawaii 4 2 2 4 1.5 0 0 0 .5 14 6 20

13. Idaho 5 2 2 2 1.5 0 0 0 2.5 15 6 21

14. Illinois 3 2 1 2
b

LO 0 1/0 0/1 1/0 9+ 7 16

15. Indiana 4 2 2 2 1 0 0 0 0 11 8 19

16. Iowa 3 1 1 2 1 .5 0 0 0 8.5 7.5 16

15,1 153
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State English Math Science

Social

Studies H&PE

Computer

Literacy

Fine/App

Arts

Foreign

Lang. Other

Total

Specified Electi\es

Total

Required

17. Kansas 4 2 2 3 1 0 0 0 0 12 9 21

18. Kentucky 4 3 2 2 1 0 0 0 0 12 8 20

19. Louisiana 4 3 3 3 2 .5 0 0 0 15.5 7.5 23

20. Maine 4 2 2 2.5 1.5 0 1 0 0 13 3 16

21. Maryland 4 3 2 3 1 0 1 0 1 15 5 20

22. Massachusetts
c

4 2 1.7 2.4 LO LO LO LO LO LO LO LO

23, Michigan
c

3.5 1.9 1.8 2.8 1.2 .2 .1 0 0 8.9 21.1

24. Minnesota 4 1 1 3 1.5 0 0 0 0 10.5 9.5 20

1....

1.... 25. Mississippi 4 2 2 2 LO LO LO LO LO 10 8 18

26. Missouri 3 2 2 2 1 0 1 0 1 12 10 22

27. Montana 4 2 2 2 1 0 1 0 2 14 2 16

28. Nebraska LO LO LO LO LO LO LO LO LO LO LO 20

29. Nevada 3 2 1 2 2.5 0 0 0 0 10.5 9.5 20

30. New Hampshire 4 2 2 2.5 1.25 .3 .5 0 3 15.75 4 19.75

31. New Jersey 4 3 2 3 4 0 1 0 LO 17 5 22

32. New Mexico 4 3 2 3 1 0 0 0 1 14 9 :.3

33. New York 4 2 2 4 .5 0 1 0 LO 13.5 5 18.5

34. North Carolina 4 2 2 2 1 0 0 0 0 11 9 20

15:1
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MN 11111 IIIIIII

State

1111111

English

OM

Math

Mil

Science

IIIIII

Social

Studies

IIII

HOE

al111

Computer

Literacy

=I Nell

Fine/App

Arts

Ell

Foreign

Lang.

=I

Other

MIN IIM

Total

Specified

NM

Electives

INII 111111

Total

Required

35. North Dakota 4 2 2 3 1 0 0 0 0 12 5 17

36. Ohio 3 2 1 2 1 0 0 0 0 9 9 18

37. Oklahoma 4 2 2 2 0 0 0 0 0 10 10 20

38. Oregon 3 2 2 2.5 2 0 1/0 0/1 1.5 14 8 22

39. Pennsylvania 4 3 3 3 1 0 2 0 0 16 5 21

40. Rhode Island 4 2 1 1 0 0 0 0 0 8 8 16

41. South Carolina 4 3 2 3 1 0 0 0 0 13 7 20

42. South Dakota 4 2 2 3 0 .5 .5 0 0 12 8 20
1.--.

co.

o, 3. Tennessee 4 2 2 1.5 1.5 0 0 0 0 11 9 20

44. Texas 4 3 2 2.5 2 0 0 0 .5 14 7 21

45. Utah 3 2 2 3 2 .5 1.5 0 1 15 9 24

46. Vermont 4 2/3 3/2 3 1.5 0 1 0 0 14.5+ LO 14.5+

47. Virginia 4 2 2 3 2 0 0 0 0 13 7 20

48. Washington 3 2 2 2.5 2 0 0 0 1 12.5 5.5 18

49. West Viro:ria 4 2 2 3 2 0 1/0 0/1 0 14 7 21

50. Wisconsin 4 2 2 3 2 0 0 0 0 13+ LO 13+

51, woming LO LO LO LO LO LO LO LO LO LO LO 18

a

b
= Local optior in the designation of credit requirements in these content areas.

!ean credit requirements are reported for these states in which local systems prescribe graduation standards.

= A -lumber of states require exposure to computer/computer literacy within various content areas.

c

1 6 i
6 A,1
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INDIVIDUAL STATE SUMMARIES
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IINN 111 MI IIIIIM III MI MI Xi WIN NM 1111111 II MI MI MI NMI Mall

State

Level of

Graduation

Requirements

Graduation

Test/Level

First Given

APPENDIX E

Individual State Summaries

Minimum Core

Graduation Curriculum;

Credits
a

Extent

1. Alabama State & local State; 11th 22 Yes; Minimal

2. Alas a State & local None 21 Local option

3. Arizona State & local None 20 Yes; Minimal

C4
GO

4. Arkansas State & local None 20 Yes; Minimal

5. California State & local Local; 10th 13 Yes; Minimal

(plus local

requirements)

6. Colorado Local None (only 20

3 districts (average)

have)

7. Connecticut

164

Multiple Type(s) of

Curricula Regular Education

Oftzred Diplomas

Local option

Recommended: Multiple dOlomas

o Standard

o Advanced

o Vocational

Local option Standard

b

Generally required: Standard; transcript

o General

College Prep

Vocational

None specified

as such

Recommended:

Modes curriculum

standards determine

curriculum (1984

report specified:

o Lower

o Middle

o Higher

o Advanced)

Standard; Transcript

Standard: Differ-

entiated endorsements

Local option Standard

State & local None 20 Yes; Minimal Local option Standard
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State

Level of Graduation Mi m Core Multiple Type(s) of

Graduation Test/Level Graduation Curriculum; Curricula Regular Education

Requirements First Given Credits
a

Extent Offered Diplomas

8. Delaware

9. District of

Columbia

State & local None 19 Yes; Minimal Generally required: Standard

o General

o College Prep

o Vocational

State/local None 20.5 Yes; Recommended: Standard;

Comprehensive o General Optional

o College Prep certificates

o Public/Private

Partnership Career

Preparation Program

o Career Development

Center Programs

o Ballou Math/Science

Program

o School Without Walls

Program

o Banneker Academic

Program

o Duke Ellington School

of the Arts Program

10. Florida State & local State; 10th 24 Yes;

Comprehensive

11. Georgia State & local State; 10th 21 Yes: Minimal

12. Hawaii State Statn; 9th 20 Yes; Minimal

166

Recommended'

o General

o College Prep

Standard

Generally required: Standard;

o General Differentiatec

o College Prep erdorsements

o Vocational

Recommended:

o General

o College Prep

o Vocational/Technical

Multiple diplcras

,16 '
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State

Levey

Graduation

Requirements

Craduatioh

Test/Level

First Given

:tinimum

Graduation

Credits
a

Core

Curriculum;

Extent

Multiple

Curricula

Offered

13. Idaho State & local None 21 Yes; Minimal Recommended:

o Regular

o Honor's

o Advanced Placement

o Remedial/Basic

14. Illinois State & local State; 12th 16 Yes; Minimal L^cal option

15. Indiana State & local None 19 Yes; Minimal None specified

as such

16. Iowa State & local None 16 Yes; Minimal Local option

Oa
01

17. Kansas State & local Local; 10th 21 Local option Generally required:

Local option as to

types

13. Kentucky State & local None 20 Yes; Minimal Generally required:

o General

o College Prep

o Commonwealth

Diploma Program

19. Lou.siana State & local None; 11th

planned

23 Yes;

Comprehensive

None specified as

such

20. Maine State & local None 16 Yes; Minimal Generally required:

o General

o Academic: classical

o Academic: scientific

o Vocational

o Business

Type(s) of

Regular Educatior

Diplomas

Standard

Standard

Standard

Standard;

Some locals award

multiple diplomas

Various types;

Local option

Multiple d,plomas

Standard:

Differentiated

endorsements

Various types;

Local option

16u
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State

Level of

Graduation

Requirements

Graduatior

Test/Level

First Given

-nimum

Graduation

Credits

Core

Curriculum;

Extent

21. Maryland State & local State; 9th 20 Yes; Minimal

22. Massachusetts Local None Local

option

Local option

23. Michigan Local None 21.1 Local option

(average)

24. Minnesota State local None 20 Yes; Minimal

CO 25.
rn

Mississippi State & local State; 11th 18 Yes; Minimal

26. Missouri State & local None 22 Local option

27. Montana State & local None 16 Yes; Minimal

28. Nebraska State & local None 20 Yes; Minimal

29. Nevada State & local State; 9th 20 Yes;

Comprehensive

I ()

Multiple Type(s) of

Curricula Regular Education

Offered Diplomas

Generally recuirec. Standard; Optional

Local optior as to certificate

types

Recommenced: Standard

o General

o College Prer,

Local optiin Local option

None specified Standard

as such

Recommended: Standard

o General

o College Prey

o Vocational

Recommendec: Stanaard; Optional

o General certificate

o College Prep

Recommended: Standard

Local option as :co

types

Local option; 'rest Stanaard; Some local:

do not) award multiple

diplomas

Recommencer':

o General

o College P-eo

Standarc
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State

Level of

Graduation

Requirements

Cracuation

Test/Level

First Given

:linimum

Graduation

Credits°

Core

Curriculum;

Extent

30. New Hampshire State & local None 19.75 Yes; Minimal

31. New Jersey State & local State; 9th 22 Yes; Minimal

32. New Mexico State & local State; Not yet

selected

23 Yes;

Comprehensive

33.
1-....

New York State & local State; Varying 18.5 Yes;

CO
.4 grades Comprehensive

34. North Carolina State & local State; 10th 20 Yes; Minimal

35. North Dakota State & local None 17 Yes; Minimal

36. Ohio State & local None 18 Yes; Minimal

37. Oklahoma State & local None 20 Yes;

Comprehensive

172

Multiple Type(s) of

Curricula Regular Ecucatior.

Offered Diplomas

commended:

o General

o College Prep

o Vocational

Local option Standard

PPcommended: Standard

o General

Standard; Some locdls

have differentiated

endorsements

o College Prep

o Vocational/

Tt_hnical

Recommended: Multiple diplomas

o Local Diploma

Program

o Regents Diploma

Program

Generally required: Standard; Differ-

o General entiated endorse-

o College Prep ments

o Vocational

o Scholars Program

Local option Standard

Recommended: Standard

o General

o College Prep

o Vocational

Recommende

o State .mum

o College Prep

o Vocational

Standard

17 ,-)
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State

Level of

Graduation

Requirements

Graduation

Test/Level

First Given

VInimum

Graduation

Credits
a

Core

Curriculum;

Extent

:loitipie

Curricula

Offered

Type(s) of

Regular Education

Diplomas

38.

39.

Oregon

Pennsylvania

State & local

State & local

None

None

22

21

Yes;

Comprehensive

Yes; Minimal

Generally required:

o General

o College Prep

,.. Vocational

Generally required:

Standard; Optional

certificate

Standard

40. Rhode Island

41. South Carolina

42. South DakGta

43. Tennessee

44. Texas

17.,i

o General

o College Prep

o Business

o Vocational/

Technical

State & local None 16 Yes; Minimal Generally required:

o Career/General

o College Prep

o Vocational

Standard

State State; 10th 20 Yes; Minimal Generally required:

o General

o College Prep

o Vocational

Standard; Optional

certificate

State & local None ,0 Yes; Minimal None specified

as such

Standard; Transcr;pt

available

State & local State; 9th 20 Yes; Minimal Generally required:

o General

o Honors: General

o Honors: Vocational

Multiple diplomas

State & local State; 11th 21 Yes; Minimal Generally required:

o Regular

o Advanced

o Advanced Honors

Sta-dad; Differ-

ertiated transcripts

1 fri
I 1 0
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r-+

State

Level of

GradLation

Requirements

Graduation

Test/Level

First Given

Minimum

Graduation

Credits
a

Gore

Curriculum;

Extent

Multiple

Curricula

Offered

Type(s) of

Recular Education

Diplomas

45. Utah State & local None 24 Yes;

Comprehensive

Recommended:

o General

o College Prep

Standard

46. Vermont State & local None 14.5 Yes;

Comprehensive

None specified

as such

Standard

47. Virginia State & local State; 10th 20 Yes;

Comprehensive

Generally required:

o General

o Advanced

Multiple diplomas

to
tr)

48. Washington State & local None 18 Yes; Minimal Recommended:

o General

o College Prep

o Vocational

Standard; Transcript

49. West Virginia State & local None 21 Yes;

Comprehensive

Recommended:

o General

o College Prep

o Vocational

Standard; Optional

certificate

50. Wisconsin State & local Nord: 13 (plus

local re-

quirements)

Yes;

Comprehensive

Recommended:

Local option

as to types

Standard; Some locals

have differentiated

endorsements

51. Wyoming State & local None 18 Local option Recommended: Standard

Local option

as to types

a

Reflects new requirements for states in transition.

Generally includes standard diploma.

17G
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CORRESPONDENCE WITH SURVEY PARTICIPANTS
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THOMAS G. CLAUSEN
Superintendent of Education

Dear :

APPENDIX F

P.O.BOX 94064
Baton Rouge. LA 70804-9064

1-800-272-9872

Thank you for agreeing to participate in our national telephone survey of

high school graduation requirements and related curricula issues. I have

enclosed the appropriate interview outline for your examination prior to our

se.2duled telephone call on at . At that time we

would like to solicit your responses to the questions identified on that

instrument.

We would be happy to forward a copy of our final report when it is

completed. Please express your interest in receiving this report when we

make our follow-up telephone call. Thank you again for your help; we will

be looking forward to talking with you.

Sincerely,

Janelia Rachal, Ph.D.

JR/lm

140

'010.1 egual efritotionity ern/dor:



THOMAS G. CLAUSEN
Superintendent of Education

Dear :

February 17, 1987

?.O.BOX 94064
Baton Rouge. LA 70804-9064

1.800-272-9872

Thank you for participating in our national telephone survey soliciting informa-

tion concerning high school graduation requirements and related curricula

issues.

In an effort to ensure the accuracy of our interpretat'on of the information you
provided, I am enclosing draft copies of two state summary tables that will

eventually appear in our report. Please verify the information relat.!,e to your

state/district. Explanations of the various categories employed in the compila-
tion of this information are provided below. If any corrections are required

please contact me by phone as soon as you receive this communicatio6 (or no
later than Thursday, February 26th, due to our reporting timelines.) Please

call person-to-person, collect for Janella Rachal at (504) 342-3837.

Appendix D: State and Local High School Graduation Requirements by Content Area

This summary table lists the credit requirements by content area as per the

information collected through the interview and any supplementary materials

forwarded. For states in transition, we tried to reflect the new requirements,
as opposed to the previous/current ones, so that the data would be useful beyond

the present school year. Please check the accuracy of the inf rmation

presented.

Appendix E Categories: individual State Summaries

1) Level of Graduation Requirements - This category reflects whether your
state's/district's high school graduation requirements are designated from
the state level, local level, or both.

2 ) Graduation Test/Level First Given - This is indicative of whether a high
school graduation test is, or soon will be, required in your state/dis-
trict. If so, this is followed by the level from which that test is
prescri d, and by then the grade level at which that test is first

administ -ed.

141
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February 17, 1937

Page 2

3) Minimum Graduation Credits - This category gives the minir number of

total credits required for graduation (may not include s .mentary local

requirements, if you indicated this total as such).

4) Core Curriculum; Extent - This category reflects the prevalence of a core

curriculum in your state/district in accordance with the number of content
areas in which specific courses/content are required of all students.

o Minimal - specific course/content requirements in fewer than 4

content areas
o Comprehensive - specific course/content requirements in 4 of more

content areas

The "local option" category is used to designate states where no general
statewide trend could be reported in terms of the existence/nature of
multiple curricula.

5) Multiple Curricula Offered - This category reflects (as accurately as
possible), first, whether multiple curricula are generally required, as
opposed, to simply recommended in ea;h state; ard, secondly (as

comprehensively as possible), the identity of those curricula most

frequently offered in each state. The "generally required" designation is
not intended to reflect an absolute mandate, but, instead, to be indicative
of those states in which such curvictfla are more strongly encouraged than
in others.

6) Type(s) of Diplomas - The final column presents the type(s) of diploma(s)
offt,red in each state in accordance with the categories defined on the
survey instrument.

In reviewing these two summary tables please he cognizant of our need to agjre-
gate, as much as pos ible, the information collected from all 50 states and the
District of Columbia, but, at the same time, please contact me if you feel that
any errors or misrepresentations concerning your state /district are indicated.

Any such inaccuracies are certainly unintentional.

Thank you again for your help, and please do not delay in reporting any error
you may detect. A final copy of the full report will be forthcoming.

Sincc..rely,

Janella Rachal, Ph.D.
Evaluation Section

JR:ac
Enclosure

142
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THOMAS G. CLAUSEN
Superintendent of Education

Dear :

February 17, 1987

P.O.BOX 94064
Baton Rouge. LA 70804.9064

1-800-272-9872

Thank you for participating in our national telephone survey soliciting informa-
tion concerning high school graduation requirements and related curricula
issues. We particularly appreciated the supplementary information you forwarded
concerning your state.

In an effort to ensure the accuracy of our interpretation of the information you
provided, I am enclosing draft copies of two state summary tables that will
eventually appear in our report. Please verify the information relative to your
state/distri nlanations of the various categories employed in the compila-
tion of thi tion are provided below. If any corrections are required
please contact me oy phone as soon as you receive this communication (or nc,

later than Thursday, February 26th, due to our reporting timelines.) Please
call person-to-person, collect for Janella Rachal at (504) 342-3837.

Appendix D: State and Local High School Graduation Requirements by Content Area

This summary table lists the credit requirements by content area as per the
information collected through the interview and any supplementary material
forwarded. For states in transition, we tried to reflect the new requirements,
as opposed to the pruyious/current ones, so that the data would be useful beyond
the present school year. Please check the accuracy of the information
presented.

Appendix E Categories: Individual State Summaries

1) Level of Graduation Requirements - This category reflects whether your
s":ate's/district's high school graduation requirements are designated from
the state level, local level, or both.

2.) Graduation Test/Level First Given - This is indicative of whether a high
school graduation test is, or soon will be, required in your State /dis-
trict. If so, this is followed by the level from which that test is
prescribed, and by then the grade level at which that test is first
administered.
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February 17, 1987
Page 2

3) Minimum Graduation Credits This category gives the minimum number of
total credits required for graduation (may not include supplementary local
requirements, if you indi,-ated this total as such).

4 Core Curriculum; Extent This category reflects the prevalence of a core
curriculum in your state/district in accordance with the number of content
areas in which specific courses/content are required of all students.

o Minimal specific course/content requirements in fewer than 4
content areas

o Comprehensive - specific course/content requirements in 4 or more
content areas

The "local option" category is used to designate states where no general
statewide trend could be reported in terms of the existence/nature of
multiple curricula.

5) Multiple Curricula Offered - This category reflects (as accurately as
possible), first, whether multiple curricula are generally required, as
opposed, to simply recommended in each s+ate; and, secondly (as
comprehensively as possible), the identity of those curricula most
frequently offered in each state. The "generally required" designation is
not intended to reflect an absolute mandate, but, instead, to be indicative
of those states in which such curricula are more strongly encouraged than
in others.

. Type(s) of Diplomas - The final column presents the type(s) of diploma(s)
offered in each state in accordance with tie categories defined on the
survey instrument.

In reviewing these two summary tables please be cognizant of our need to aggre-
gate, as much as possible, the information collected from all 50 states and the
District of Columbia, but, at the same time, please contact me if you feel that
any errors or misrepresentations concerning your state/district are indicated.
Any such inaccuracies are certainly unintentional.

Thank you again for your help, and please do not delay in reporting any error
you may detect. A final copy of the full report will be forthco_!ng.

,ThnellP Rocha!, Ph.0,

Evaluatio- Section

JR:ac
Enclosure
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