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Summit in 1989, when the nation's governors and President Bush agreed
on six national goals for education to be achieved by the year 2000.
The goals were intended to energize public opinion and ongoing
education reform efforts by holding the United States to much higher
expectations for all students and for the schools and learning
systems that serve them. This volume describes the educational
standing of the nation. In this third report, the focus is on the
rationale for and potential implications of the movement the effort
has come to be most closely associated with: establishing voluntary
nationwide education standards. As in the past, the report contains
the most up-to-date information available on the nation's current
status with regard to meeting the six goals. Overall, the findings
continue to reveal how far the nation is from achieving the goals.
Modest progress is apparent in some areas, such as mathematics
achievement and school safety, but there is stagnation or movement in
the wrong direction in others (high school completion and adult
literacy). The current rate of progress is wholly inadequate for
achievement of the goals by the year 2000. New analyses conducted for
the Goals Panel show that nearly one-half of all infants born in the
United States begin life with one or more factors considered risky to
their long-term educational development. While the incidence of
student, being victimized at school appears to have declined
slightly, the levels are still unacceptably high. About one in five
8th graders report being threatened with a weapon in 1992, while one
out of ten report carrying a weapon on school grounds. By documenting
without equivocation how much more effort is needed from all
Americans, the Panel creates the conditions necessary for a
significant renewal in American education. The report is illustrated
by 137 exhibits. Three appendixes provide technical notes and
sources, descriptions of federal programs, and department and agency
titles. (SLD)
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Foreword
The Nankin:II Education Goals remain at the forefront of the movement to build a nattim of learners. In the
past year, the Presidency changed hands, as have over halt the Governorships in the tour years since the
Education Summit in Charlottesville, Vireinia. These chances serve to underscore the continuity, biparti-

sanship, and lone-term nature of the National Goals process.

Where vision and commitment count the most, however. is at the community and neiehborhood levels. Only
throueh an enduring partnership of families, educators, employers, and other dedicated citi:ens can Americas
learmne enterprise our local schools lie transformed to help all our children reach their full potential. Only
then will we become a nation of lifelone learners. And only then can we he confident of meeting, the competition
in this i,lobal economyissurme a hieh qualttv of lite, and presk.rvine our democratic system and ideals.

This Report continues our commitment to let the American people know the results we are eettine in educa-
t ion. We strive to present the facts plainly, this year in two volumes: Vkilume I describes our educational standing
as a nation, while Volume 2 profiles performance in the individual states We also otter a vision ot how high stan-
dards can help mohili :e eras -roots partnership: iind move the 1..nited States toward t.tualitv education. And con-
tinue to move torward we must at an accelerated pace ' Ito order to attain the Goal, by the year 2000.

Over the past year, the National Education Goals Panel has worked hard to brine the Goals and the vision of
high-performance learnme for all to this nation's communities. The theme for this third annual Report, "Setting
Standards, Becomine the Rest," hichlii,hts that outreach and partnership effort. Alone with state and local goals,
vision documents, and proeress reports, we hope this Report will become a tool for continuous improvement.

Sincerely,

I
E. Benji elson, Chit
t A MAIN - August 199
National Education ( ;oak Panel, and
Governor of Nebraska

Governors Members of
the Administration

lihn R. Nit:I.:email, Jr., ( :h.ur
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Members of Congress
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U.S. Senator
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The National Education Goals
Goal 1: By the year 2000, all children in
America will start school ready to learn.

Objectives:

All disadvantaged and disabled children will have
access to high quality and developmentally
appropriate preschool procrams that help prepare
children for school.

Every parent in America will he a child's first
teacher and devote rime each day helping hi, or
her preschool child learn; parents will have access
to the traininc and support they need.

Children will receive the nutrition and health care
needed to arrive at spool with healthy nunds and
bodies, and the number of low-hrthweicht babies
will be significantly reduced throuch enhanced
prenatal health systems.

Goal 2: By the year 2000, the high school
graduation rate will increase to at least 90
percent.

Objectives:

The nation must dramas wally reduce its dropout
rate, and 75 percent of those students who do drop
out will successfully complete a hiLT.1.1 school decree
or its equivalent.

The cap in high school craduation rates between
American students from minority backgrounds and
their rum-minority counterparts will be
eliminated.

Goal 3: By the year 2000, American students
will leave grades fctur, eight, and twelve
having demonstrated competency in
challenging subject matter, including
English, mathematics, science, history,
and geography; and every school in
America will ensure that all students learn

use their minds well, so they may be
prepared for responsible citizenship,
further learning, and productive
employment in our modern economy.

Objectives:

The academic performance of elementary and
secondary students will increase significantly in
every quartile, and the distribution of minority
students in each level will more closely reflect the
student population as a whole.

The percentage of students who demonstrate the
ability to reason, solve problems, apply knowledge,
and write and communicate effectively will
increase substantially.

All students will he involved in activities that
promote and demonstrate good citizenship,
t ommunity service, and personal responsibility.

The percentage of students who are competent in
more than one language will substantially increase.

All students will he knowledgeable about the
diverse cultural heritage of this nation and about
the world community.



Goal 4: By the year 2000, U.S. students
will be first in the world in science and
mathematics achievement.

Objectives:

Math and science education will he strengthened
throughout the system, espectally in the early

The number of teachers with ant
background in mathematics and science will
increase by 50 percent.

The number of tintlergratlitate and iradtiate
students, esreciall\ women and Ilallhtrll les, who
Lltinplete Lleurees Ift inathernatik..s, s(. ience, and

\\ill increase stwiticatlfly.

Goal 5: By the year 2000, every adult
American will be literate and will possess
the knowledge and skills necessary to
compete in a global economy and
exercise the rights and responsibilities
of citizenship.

Objectives:

Every maiiir American business will he involved in
ttellgthening the connection between education

.ind work.

:1,11 workers vill have the opportunity to acquire
the knowledge and skills, from basic to highly
cchnscal, needed to adapt to emerging new

technologies, work methods, and markets nit :h

public and private educational, vocational,
technical, workplace, or tither programs.

XI

The number of quality programs, including those
at libraries, that are designed to serve more
effectively the needs of the growing number of
part -time and mid-caei." students \\ill increase
subst ant lath%

The proportion of those qualified students
(especially minorities) who enter college, who
complete at least two years, and who complete
their degree programs will increase substantially.

The proportion of college graduates who
demonstrate an advanced ability to think critically,
communicate effectively, and solve problems will

increase subsaannally.

Goal 6: By the year 2000, every school
in America will be free of drugs and
violence and will offer a disciplined
environment conducive to learning.

Objectives:

Every school will implement a firm and lair policy
on use. possession, and distribution of drugs and

Parents, businesses, and community orgimi:ations
will work together to ensure that schools are a sate
haven for all children.

Every school district will develop a comprehensive
I<-12 drug and alcohol prevention education
program. Drug and alcohol curriculum should he
taught as an integral part of health education. In
addition, community-based teams should he
organised to provide students and teachers with
needed support.



Introduction
This third annual National EducaLon Goals
Report continues an unprecedented process of
national education renewal begun at the

Charlottesville Education Summit in 1989. Four
years ago the nation's Governors and the President
agreed on six national Goals for education to he
achieved by the year 2000. The Goals were intended
to energize public opinion and ongoing education
reform efforts by holding us to much higher expecta-
tions for all students and for the schools and learning
systems that serve them. The Governors and the
President envisioned a system that would he "world-
class- from early childhood through adulthood.
Specitically, they challenged all of us to expect that by
the beginning of the next century:

1. All children in America will start school ready
to learn.

2. The high school graduation rate will increase to
at least 90 percent.

3. American students will leave grades four, eight,
and twelve having demonstrated competency in
challenging subject matter, including English,
mathematics, science, history, and geography;
and every school in America will ensure that all
students learn to use their minds well, so they
may be prepared for responsible citizenship,
further learning, and productive employment in
our modern economy.

4. U.S. students will be first in the world in science
and mathematics achievement.

5. Every adult American will be literate and will
possess the knowledge and skills necessary to
compete in a global economy and exercise the
rights and responsibilities of citizenship.

6. Every school in America will be free of drugs aid
violence and will offer a disciplined environment
conducive to learning.

The Initial Challenge: Creating a National
Goals Accountability Process

The President and the nation's Goveinors under-
stood that creating national education goals would
prove a hollow gesture without also establishing a
process for holding the nation and the states account-

able for their attainment. They established the
National Education Goals Panel to he at the center of
that process. The Panel is comprised of eight Gover-
nors, two senior national Administration officials, and
four members of Congress. Representation is balanced
equally among Democrats and Republicans. This
unique intergovernmental and bipartisan partnership
is indicative of a commitment to a reults-hased
national goals accountability system that transcends
levels of governance ant political affiliation. Signal-
candy, the Goals Panel has continued through two
national Administrations of opposite political parties.

Since its creation in July of 1990. the Panel has
worked hard to lay a f,lundation upon which to build a
cumulative record of progress. Each year at the
anniversary of the Charlottesville Summit, the Panel
issues a comprehensive report to the nation on the
progress being made in achieving each of the six
National Education Goals. The purpose of these
reports is not measurement tor measurement's sake, but
rather to reinforce our common commitment to the
National Goals process by clearly revealing where we
have made progress and where we need to work harder.

With the encouragement and support of the Goals
Panel, states and local communities throughout the
nation have begun to create their own new education
reporting mechanisms for charring their progress in
achieving the National Education Goals. They also
continue to organize their education reform strategies
around the Goals framework.

The Challenges Ahead: Developing Voluntary
Nationwide Standards and Communicating
with the American People

This third annual National Goals Report focuses
on the rationale fur and potential implications of the
movement it has come to he most closely associated
with: establishing voluntary nationwide education
standards. The creation of a central framework and
structure for reporting progress on the National Edu-
cation Goals was a major initial accomplishment of
the Panel. Early on, however, the Panel recognized
that for the Goals to be achieved, clear nationwide
standards, reflecting what it is we want all students tc,
know and he able to do, needed to be developed. In
1991, the Panel helped to create the National Council
on Education Standards and Testing (NCEST) and
later endorsed the Council's recommendations for

xui



nationwide standards-setting and related new systems
of student assessment.

The publication of the NCEST Report in January
1992 led to an explosion of new efforts to define edu-
cation standards at the national, state, and local levels.
Because of these efforts, there will soon be a common
understanding of the content knowledge we want all
children and young people to master. Associations,
researchers, educators, and policymakers are working
together to establish content standards in major subject
areasmathematics, science, history, geography, lan-
guage arts, foreign languages, and the arts. In addition,
the best professional knowledge is being applied to
another important taskto create perjormance stan-
dards, or determining how good is good enough in
learning content in the different subjects.

The Goals Panel will continue to be integral to
these efforts and is confident that they place us on a
trajectory for achieving the National Education
Goals. We also believe, however, that for standards-
based reform to actually lead to accomplishing the
Goals, we should follow five critical principles:

1. The development of nationwide standards
must be highly inclusive, blending expert
classroom knowledge with that of researchers,
policymakers, and the general public. Previous
attempts to set education standards have taught us
that for this process to succeed, no single
individual, group, or constituency can establish
them. What is needed is a broad-based national
dialogue of what we should expect all our students
to know and he able to do, out of which an
informed consensus can emerge.

2. The standards must not he considered a uniform
national curriculum. Rather, they should he
viewed as guides and goals, establishing criteria for
the development of unique and independent state
and local curricula and instructional practices.

3. The standards must be deliberately set at high
levels. After more than ten years of intensive
attempts to reform American public education,
two compelling tacts are evident expectations
for student achievement have been disastrously
low for all students, and these low expectations
play a critical role in explaining our poor educa-
tional performance. The National Education
Goals and the nationwide standards-setting
process must commit us to high levels of mastery
of knowledge by every child.

4. The standards must be viewed as dynamic,
subject to periodic review and change. Standards
should he reviewed and modified at regular
intervals so that American students keep pace with
the growth of knowledge.

5. The importance of nationwide standards must be
clearly and effectively communicated to the
American people. We have started a crucial effort
that will only be successful if the public is
committed to it. The American people must
understand that the nationwide standards
movement has the potential to give every child
an excellent education. They must view the
standards as a platfOrm that can raise the level of
education for all children. rather than as a gate
that allows some in and keeps others out.

The National Education Goals Panel is committed
to promoting these principles. It plans to work along
with a new National Education Standards and
Improvement .Council and others to develop criteria
and a process for reviewing and approving nationwide
standards that are consistent with these criteria, and
to educate the public on the subject of nationwide
standards.' The Panel already has begun initial
efforts in this regard by soliciting recommendations
for standards review criteria and procedures from one
of its commissioned Task Forces and by focusing this
third Goals Report on the nature, importance, and
future of the nationwide standards-setting movement.

With this third annual Report, the Goals Panel also
begins its most concerted effort to date to communi-
cate with the American people about the importance
of the National Education Goals, the work of the
Panel, and the relevance of these efforts to all
Americans. It is clear that our efforts have had a major
positive influence on the education reform movement
and its emphasis on new systems of accountability and
high standards. And key Panel findings, such as those
published last year on international comparisons of
student achievement and attitudes about educational
performance, have sr ved to reinforce among the edu-
cation policy community the need for fundamental
education reform and restructuring.

However, while this is gratifying, knowledge and
commitment on the part of our education leaders is
not enough. The National Education Goals can only
he met with adequate understanding and commitment
by the American people. This public commitment
does not vet exist. For example, according to recent
studies by the Public Agenda Foundation, the general

The ''cuts. !Lame of Panel ettort, in du. reuar,1 will inv.ut the dt,ro,ition let:Islatton currently hetore Concre,.
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pubic hcheves that a top education priority is R, make
sure that all students graduate with at least an eighth-

education. I lowever, the Goals Panel and other
education leaders have consistently emphasi :ed the
need for all students to learn at demonstrably higher
levels, so that the nation will be strong and prosperous
in an increasingly skilled and global economy.

The Goals Panel is working to bridge this percep-
ion cap. Evidence of this new thrust is seen in the

opening Report chapter, "Setting Standards: Being
the Best," which describes for citizens the meaning
and importance of "world-class" nationwide education
standards. The Executive Summary has a new format
this year that focuses on the importance and implica-
tions of key Panel findings on our progress in iichiey-

in,, the National Goals for parents and cit i:ens. These
changes, as well :Is other modifications to improve the
readability this Coals Report, should he viewed as
precursors to sustained ettorts planned for the coming
year to increase public understanding ot. and support
tor, the National Education Goals process.

In future months, the Panel will continue to
strengthen its activities to underscore for the
American people how world-class standards can
improve the quality and nature of learning. It also will
engage in other efforts designed to stimulate informed
Nottom-up, community-based reform that addresses
local needs within the context of national priorities.

Key 1993 Goals Report Findings

As in the past, this third annual Goals Report con-
tains the most up-n)-date information currently avail-
able on our current status relative to meeting the six
National Goals. It builds upon the information pre-
sented in the previous two years, and includes new
inklings on the status of American education. Overall,
the findings continue to reveal how far we are from
achieving the Goals. They show modest progress in
stque areas (mathematics achievement, school safety),
but stagnation or movement in the wrong direct tun its
others (high school completion, adult literacy).

Overall, this Report shows that the current rate
of progress is wholly inadequate if we are to achieve
the National Education Goals by the year 2000:

New analyses conducted for the Goals Panel show
that nearly one-half of all infants born in the

United States begin life with one or !mire tactors
ouch as tobacco or alcohol use by their pregnant
mothers) that are considered risky to their long-
term educational deVelOrIllent

While increasing markedly in the early 1980s,
the high school completion rate among 19- and
20-year-olds has been relatively stable since
then, and remains short of the national Goal of
90 percent

Between 1990 and 10)92, the percentages of
students in Grades 4 and S who met the Goals
Panel's performance standard in mathematics
increased, but the percentages are still lowabout
one our of every five students in Grade 4 and one
out of every tour students in Grade S. Only one in
tl Air tl Inn h grade students met the Goals Panel's
pertormance standard 01 reading.

The literacy of young adults gaged 21-25) has
slipped since the mid-1950s. The average scores
of young adults on such tasks as understanding and
using information from a newspaper or a pamphlet,
locating information in a chart or map, or using
mathematics in everyday situations were slightly
lower in 1992 than the average scores of young
adults seven years earlier.

While the incidence of students being victimized
At school appears to have declined modestly in
recent years, the levels are still unacceptably high.
About one in five tits graders reported be
threatened with a weapon in 1992, while about
one out of ten said that they carried a weapon with
them onto the school grounds.

Before the adoption of the National Goals, the
information we had on the performance of our educa-
tional system was fractured at best, woefully incom-
plete, and often misleading. Given this condition, it
is no wonder that we supported for too long a system
that was not Mg up to its potential nor allowing all
our children to fulfill theirs. This third National
Goals Report reflects the Panel's continued and sus-
tained commitment to evaluate our performance tully
and frankly. By documenting, without equivocation,
how much more effort is needed from all Americans
to ensure a world-class education for all, we are creat-
ing the conditions necessary for a significant renewal
of American education.
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Setting Standards, Becoming
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Setting Standards, Becoming
the Best

Americans thrive on challenge. W'e settled a
massive Lind, created a new form of govern-
ment, developed into an economic leader, and

landed on the moonall because these were chal-
lenges that did not daunt us. In personal perfor-
mances, ton, we admire and reward those who set high
standards for then,selves and meet the challenge, a
superior athletes, or exceptional pianists, or Nobel
laureates, in science and literature.

Four years ago the nation's v er no rs and the
President challenged the AlllefIC.111 people again, Ibis
lime 1,1 rebuild their education system so that it
among the best in the world. The six National
Education Goals are the framework for this effort.

A scant century following Independence, the
American public school system had evolved to
attempt what no other country had doneto provide
universal access to a tree education. At the time, the
public equated progress through the system with
results. A de tacto set of measurements documenting
student progress emerged, consisting of high school
diplomas, course credits, time spent on subjects, and
nationally devised tests that assumed certain content
had been covered and that such content was impor-
tant. With diplomas in hand, young people, as well as
their parents, employers, or college teachers, believed
that they had been prepared adequately for the years
ahead.

We now know that this is nor true. Our schools are
not organi:ed around high standards for our students;
at hest, we have a minimum curriculum, reinforced by
mediocre textbooks and teaching methods. Our low
expectations for most ,flidehrs, growing our of the
hapha:ard and disconnected system with which we
had become much too comfortable, might have con
t mued to be acceptable were it not for two very iMpoi
rant realisations in the past decade. First, the stan-
dards we have in education do not match with the
performance needs demanded by citi:enship and
employment in our society. Second, our minimal and
tractured system of standards is significantly below
that of countries with which we compete tnr leader-
ship, economically and politically.

Consider todays demanding marketplace. Will a
worker who punches the clock, stays the required
amount of rime, has only minimum skills, and applies

a scant amount effort be assured a paycheck.' In
essence, t h i s has been the context of public educa-
rionminunal expectations and a guaranteed
endorsement.

Now consider the dilemma of a businessperson
dependent upon employees skilled in statistical mea-.
surement using new technologies. In the pool of
young people the employer can draw from, only 35%,
on the average, will have completed three Years of a
challenging mathematics sequence before leaving
high school. Worse, the employer knows neither
hat knowledge they ,icr,,,div have they can
apply it in an advanced workplace. The employer's
competitors around the world, howeverin Korea, or
Canada, or Spain or several other countriesrecruit
young workers who consistently outperform our stu-
dents academically.

Business leaders and many policvmakers in the
United States believe that this situation is intolerable.
Initial reforms attempted to shore up the existing
structuremore high school graduation require-
ments, more seat time, teachers better prepared to
teach academic subjects. With the adoption of the
National Goals, the conversation has shifted to
resultswhat is tlllr education system accomplishing
and how do we beceune the best! The answers to
those questions lead directly to the need for nation-
wide standards. in order to be competitive and to get
the most from our investment in education, those
standards aruably must be set very high. Moreover,
in order to he fair, to preserve our pluralistic society,
and to protect our democracy, those standards must
challenge all students.

The movement to nationwide standards is intend-
ed as a powerful lever for changing American educa-
tion. It represents a new emphasis, one that focuses
on quality learning for all children, not merely access
for all. High performance is no longer considered an
exception; exceptional performance is expected to
become the norm.

The scope and nature of efforts to develop nation-
wide standards are unprecedented. For a national
consensus to emerge, a host of concerns must be
,iddressed, and a common vocabulary is essential.
Certain questions need clear answers:
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What is a Nationwide Education Standard?

Education standards are what all students should
know and he able to do with their knowledge.
Nloreover. they imply that mastery should be at a very
high level. Besides being rigorous, such standards
!oust -etlect xvhat has been called "a thinking curricu-
lum", curriculum that forces students to use their
minds %veil, to solve problems, to think, and to reason.
The term "world-class" is often used to describe stan-
dards that meet or exceed those of our strongest com-
petttor nations.

Standards refer to both content and performance.
(:ontent standards describe the areas of knowledge all
students should have access to it they are to become
the productive and Mk educated citizens of tomor-
row. The content standards should be challenging
and focused, reflecting the most important ideas and
skills needed. Aldloil,,211.rney ,Ire currently being de-
veloped separately in different academic subject areas
mathematics, history, the arts, etc.), content stan-

dards should ultimately enhance effort-, to link specif-
ic ideas and skills from different suktects together in
meaninerul and useful ways.

But exposure to knowledge alone does not guaran-
tee learning at high levels. We also need to have
assurance that students have more than lust a cursory
knowledge of content, and that is the role of perfirr-
111(MCC:randardS. Basically, performance standards
should demonstrate how good is ...100,1 enow2,11.
Pertormance is usually evaluated in terms of succes-
sive levels of mastery. Writing our the answers to sim-
ple questions about a passage from literature might be
Lonsidered a novice level. Elaborating (m the mean-
ing ot the passage might indicate ;I higher level of
learning. c:omparing the passage to another source
,ind analyzing the differences might be even still high-
er. The essential point is that students must show how
u ell they have learned the content. Nationally, we
will need to know what percentages of students are
reaching what levels of pertormance on content so
that the public will know how the education system is
performing.

By having such standards, We turn he traditional
mode (,t sch()(iling, around. In the past, how students
were nuptht was mostly fixed, and the results varied.
some students failed. most learned at least some of
what they were taught. To enable all students to learn
at high levels. varied instructional strategies ire need-
ed to challenge them. The standards are fixed, but the
means (1 reaching them are varied.

The standards being discussed and developed are
unconventional for American schools today because

they reflect deliberately higher achievement.
However, they also are realistic. In truth, we just have
not asked as much of students and schools in the past
as they are capable of performing. For example, only
one ot I i eighth graders understands measurement or
geometry concepts, compared to two of five students
in Korea. Only one of 15 American high school
seniors can solve problems involving Algebra, and
fewer than five percent can interpret historical infor-
mation and ideas, not because they cannot do these
things but because so few are exposed to high content
instruction.

Get Specific. What Are Some Examples of
What All Students Should Know and Be
Able To Do?

Suppose we are watching a fourth grader use nUM-
hen. In a typical mathematics classroom today, this
probably means simple arithmetic, adding and averag-
ing similar columns ot figuresdull stuff. However,
our student has been learning mathematics since
kindergarten under the standards developed h, the
National Council of Teachers of Mathematics. So,
she knows how to analyze sets of data, draw a line plot,
and decide on an analytic' approach. She takes two
sets of data collected on samples of hearsgrizzlies
and black bears. She analy.zes their sex and their
weight and plots the results of her work on a graph. Is
she skilled in arithmetic! Certainly! Can she apply
her knowledge, and is she eager to do so? You bet! Is

she bored or intimidated by math? No! Is she up to
high standards work:

In a middle-grades science classroom, we might
watch a small group of students learn about the com-
mon pioperties of matter, such as the particle model,
and the fact that a total mass of materials involved in
any observed chance remains the same. They have an
ice cube in a jar and record what changed and did not
change as the ice melted -- color, wetness, temperature,
mass, shape, volume and size. They work to identify
one factor they regard as critical to the melting process
and express it as a question, which they proceed to
investigate. They then draw conclusions and share
and discuss them with the whole class. These students
have used the scientific method, solved problems as a
group, malyzed data, expressed their findings in writ-
ing, and defended their analysis in discussion.
Regrettably, only about one-fourth of eighth graders in
a typical science class in the present system regularly
write up science experiments, according to the
National Assessment of Educational Progress.

Now we are looking over the shoulders of graduat-
ing seniors taking a more conventional test in



American history, but at an advanced level. They
have three hours to answer tour questions which they
may select from several categories. Let's pick the gen-
eral category. One of the questions asks students to
analyze whether government regulation did more
harm than.good to the American economy between
1880 - 920. Another has them explain why evangel-
ical protestantism has been an important force in
American life and what ettects it hiid in the period
1800-1880 or 1900-1960. Another asks them to offer
evidence for the existence and influence of a "mili-
tary-industrial complex" in the conduct of American
foreign policy from 1954 to 1974.

These questions, taken from an actual rest in
England, illustrate the level and depth that other
countries expect their students to know. The chal-
lenge to these students dices lint stop at mastering his-
torical facts. They must also integrate this knowledge
tar hevond traditional rote int:mon:at

Content and performance standards set high
expectations for children. They also challenge educa-
tors and parents to become effective teachers. And
they set all of us on a path toward hecoming active,
lifelong learners.

How Are Nationwide Standards Being Set?

Three principles guide what is happening in setting
high nationwide content standards.

One is that their use is entirely voluntary. The
standards are not a centrally imposed national curricu-
lum, but rather a resource to help schools, districts,
and states anchor their curriculum, instruction, assess-
ment, and teacher preparation ettOrts. They are refer-
ence points for public understanding, providing a
common focal point for school people, parents, and
other interested citizens to agree on what is important
and to work together to improve education results tor
ill.

A second element is that nationwide standards are
not fixed forever. They are intended to he continually
discussed and improved. The development and distri-
bution of the initial content and performance stan-
dards in a suhject should only he the beginning.

The third important element is the truly inclusive
process that is being used to reach a consensus on
nationwide standards. Every possible interest is
involved. At the core are the real expertsthe mas-
ter teachers of history, civics, geography, science,
English and language arts, foreign languages, and the
arts. Their partners are researchers and academic

experts. A lengthy process of teedhack and revising
follows the initial development. This is the proces
used by the National Council of Teachers of
Mathematics (NCTM1 in developing the standards it
announced four Years ago. The process has become a

Inodel for other subject areas.

Separate bur related individual projects tocus oil
content standards or address particular aspects of
hiyheri,erformance. For example, more than one-halt
of the nation's students are in states or school districts
involved with the New Standards Project, a tounda-
tion-funded ettort to arrive at high standards through
assessments which rely on students' akilities to reason
and solve real-world problems. The 300 schools in
the Coalition of Essential Schools are developing a
core of learning And new ways for students to display
what they have learned.

Many state-Instigated efforts; are chaniuni, the edu-
cation of students from one based on time spent in
class to one based on challenging content. Maine's
Common Lore of Learning, New Mexico's Standards
for Excellence, Michigan's Partnership for New Edu-
cation, and the curriculum frameworks developed in
Calitorma are examples of where research and hest-
practice knowledge are coming together to stimulate
higher levels of learning.

Sonic' argue that those closest to students, the
teachers, ire those most capable of making content
decisions for their classrooms. On the other hand,
some helieve that a uniform national curriculum is the
only way to ensure progress. In a uniquely American
way, we have opted for a halanced approach, with
local classroom decisions guided by a common core
framework that reflects a nationwide consensus about
what is most important for students to learn.

We do not want to he stifled by a national curricu-
lum. Nor do we want a hit-or-miss education system.
We want everyone to he working from their own
unique context toward the common goal of providing
challenging content for all students.

If All of These Efforts Are Already Taking
Place, What is There Left To Do?

Despite the many efforts under way to set new stan-
dards, most students in this country are still taught
unchallenging curriculum and are still not aware of
what they should he aiming for in their studies. In
addition, parents, teachers, and the broader general
public remain largely ignorant about what they should
expect students to know and do as a result of their
education. Without a process to reinforce and build
on the power of high expectations in the public's
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mind, even what has been accomplished so far hilt' t
prove to he short-lived.

All of the individual efforts under way to develop
1112h-quality content and performance standards need
to become part of a nationwide commitment by all c -

1:CrIS to hold all students to high standards. These in
urn can become the foundation for locally deter-

mined chances in assessment, teacher preparation.
curriculum, classroom orcant:ation, and other policies
and practices that must occur tor the standards to be
met. Ultimately, it is only by local communities
adopting standards-based s\ stem ic approaches to
reform that we can obtain the fundamental chances in
our schools necessary for achieving the National
Education Goals.

At the moment. the prospects are unprecedented
for renewinu public education throughout the coun-
try. The public demand, the professional commit-
ment, the research know ledce available about how
children learn best, and the crown" rc.cocnition of
the interrelatedness of this countrys human invest-
ment- with what is happening around the world pro-
vide excellent conditions tor chance. We must build
on these possibilities.

How Can We Assure That All Students Have
Equal Opportunities to Meet The New
Standards?

American society is morally committed to equal
opportunity. For too many students. disastrously low
expectations compound disparities in the qualltV of
Chook. These students face a dim future. Taxpayers
and voters, however, are unlikely to increase resources
for schools without a conviction that dramatic
improvements in learning will result. High standards
1,q- all is a way to say that we will refuse to settle for
low levels of learning for M11' student.

The experiences of the many initiatives under way
to create that high quality are almost unanimous
about one important result. The process of beimg
included in the development of high standards and of
good assessment systems linked with the content
!-ecomes a process of renewal for teachers and admin-
istrators. With new skills, heightened awareness of
what challenging content is, and experiences of seeing
how changes in their instruction produce good
chances in students, their expectations risefor all
students. Positive attitudes by students and families
toward higher standards are vital, too, but they go in
tandem with chances in classroom practice.

.ettilinh,,, assuring equal. opportunities depends on
a number of additional factors. Having a nationwide

consensus on high standards, ho:ever, is essential it
we are to end the invidious consequence of our pres-
ent systemone set of standards for the advantaged,
another for the disadvantaged.

What Are The Next Steps?

PA. the end of l904, most of the projects working on
academic standards wit; ..,,.:e completed at least a first
draft of their recomia sons.

The National El; In Goals Panel and proposed
National Educati-ii Standards and Improvement
Council will work together to assure quality and to
certify the results of the standards-setting process,
with the former tocusinc on overall policy and the lat-
ter providing technical expertise. The Goals Panel
already has appointed a Standards Review Technical
Planning (Inmop to recommend crireria to he used to
review and certify the upcoming voluntary nation-
wide content standards.

These steps are the first part of the systemic reform
process envisioned by the National Goals. They say, in
effect, that the nation is committed to the long-haul
process of building a world-class education system.

Conclusion

All students will have opportunities to learn at
higher levels when American society acts on its belief
that this result is important now and in the future, it is
fair, and it is possible.

standards are the very heart of education
reform in this country. They are reference points to he
used by states and localities nationwide in developing
renewed education systems that will he high-perform-
ing, equitable for all, and accountable. Think what
reforms would look like without standards, without an
agreement on what we expect from our students, and
without a commitment that all students will he chal-
lenged to work with stimulating content, think criti-
cally about it, or use it in meaningful ways. The search
for high standards already has invigorated the teaching
profession, brought researchers and practitioners
together in thouchtful ways, and begun to fashion edu-
cation policymaking into a more effective role.

In essence, the emerging consensus on standards
will drive systeMIC education retorm. New nation-
wide standards will finally allow us as a people to agree
on where we want to he Standards also will allow
American education to begin to meet the challenge
set four years ;Igo and move it toward its potential and
toward the results ,American society wants for all its
children.
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Readiness for School
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Introduction

Readiness for School

Infants horn in the coming year \yin enter the first grade in the year 2000. Will
the nation he able to s,iy that these children are the most ready to learn of any
group i t six-year-olds in our history? On the basis of t!le dimensions of school
readiness that the National Education Goals Panel has identified (physical well-
being and motor development. social and emotional development, approaches
toward learning, language usage, and cognition and general knowledge), we have
much to do. The "we" means all of usparents, health and education personnel,
policvmakers, and others involved with institutions that support infants and
\ oung children.

Ti e dimensions of readiness tell us that being ready to learn means more than
simpi \ having rudimentary academic skills. In tact, new data reported in this
Ig0; io.tis Report indicate that very few kindergarten teachers believe that chil-
dren MIN know how to count or recite the alphabet before entering their classes.
The characteristics that kindergarten teachers believe are most important for
school readiness are those that begin in infancy, such as the ability to COMMM-11-
Cite, curiosity, and sociability.

Even earlier, mothers who hive received prenatal care throughout a pregnan-
cy, avoided drugs and alcohol, and made sure that their babies started life with
proper medical care and nutrition ;Ire much more likely to have healthy infants
who will grow into young children ready to learn when they enter school. We
now know that an alarming number of infants in this country are born with one
or more health risks.

We also know that a 1,1r,2e, number of the very young do not enjoy a childhood
most adults would consider desirable. Many are not receiving the kind of support
that enriches childhood. l)nly about one-halt of three- to five-year-olds are read
to every day by their parents. Less than slOnii of two-year-olds receive complete
immunr.ations. Poor children in particular (constituting about one-third of those
enrolling in school each year) are less likely than others to have a regular source of
health care when they are sick, ind to be enrolled in preschool. The gaps in care
between poor children and those in wealthier families, identified in earlier Goals
reports, remain large.

(1-iildren who start school with health problems, Itmited ability to communi-
cate. or a lack of curiosity are at greater risk of subsequent school failure than
other children. I lelping these children after they enter school is a costly remedy
for failing to nurture them when they were very voung. However, assuring that
every child is ready to learn is important beyond the money that would he saved.
A commitment to meet this Goal would bring together families, comtnunities,
businesses, schools, and other support resources for the purpose of giving all chil-
dren the opportunities to become effective, competent learners. By sharing this
common mission to nurture America's youngest citi:ens, we become a stronger
society. And young children growing up in such a society, where childhood is
nrotected and enriched. will be ready, even eager, to learn.



..7
Readiness for School

By the year 2000, all children in America will start school ready to learn.

Objectives
All disadvantaged and disabled children xyall have ,icces. t,, haute qudlite

Ind developnientally appr.)priaie preschool programs that help prepare
children for sch(u

Every parent in America will he a child's tirst teacher and devote time each
day helping, his or her preschool child learn: parents will have access
to the training and support they need.

Children will receive the nutrition and health care needed to arrive
at school with healthy minds and bodies, and the number of low-
birthweight babies will he significantly reduced through enhanced
prenatal health systems.

2 I
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GDAL 1

What we have
learned since
the 1992 Report

Readiness for School

The 1991 Goals Report updates information presented last year on prenatal
Bare and birthweight, tamely -child act ivitiesind enrollment m preschool pro-
grams. More recent data are also presented on such health indicators as routine
care and immunizations, while additional important information is presented on
health insurance and parent and teacher perceptions of school readiness.

Direct Measures of the Goal

School Readiness

Although the Panel does nor vet have a direct measure of this Goal, activities
have taken place within the past year which have I,rought us closer to the dcwel-
, ,pment of a sample-based measure. Spec it icallvi report has been prepared
which comprehensively defines the five dimensions of readiness which the Panel
previously identified: physical well-heing and motor development, social and
emotional development. approaches toward learning, language usage, and cogni-
tion and general knowledge. The (I,Ials Panel has worked with the National
Center for Education Statistics on a contract to conduct a longitudinal study of
early childhood consistent with the five dimensions of children's readiness.

Direct Measures of the Objectives

Children's Health and Nutrition

In 1990, neatly one-half of all infants born in the United States began life with
one or more factors such as tobacco or alcohol use by their pregnant mothers)
that are considered risky to their lone -term educatIimaI development. (See
Exhibit 5,)

In 1991, only 17", of all .2-year-olds had been hilly immunized for major child-
hood diseases. (See Exhibit 6.)

Nearly nine out of ten 3- to 5 -year -olds have visited a doctor during the past
year for routine health care; about halt have visited a dentist. (See Exhibit 7.)

Nearly all 3- to 5-year-olds have a regular source of health care for routine
care. I-low:ever, fewer children have a regular source of care when they are sick,
especially those in low-income families. (See Exhibit t.!.)

Family-Child Activities

About half of all preschoolers ,ire read to daily by their parents or other family
members. Less than halt are told stories several times per week or are taken to
visit a library once per month. Between 1991 and 1991, the percentage of
preschoolers whose parents engaged in literacy activities with them on a regular
basis increased. (See Exhibit 10.)



GOAL 1

What we still
need to know

Readiness for School

Nearly nine out of ten preschoolers pan ic,patc in errands or tanuly chores with
their parents regularly. I Iiiwever, fewer participate regularly in other types of
tallith, activities that can help them learn, such as attending events sponsored by

community or religious groups (50",,), discussing family history or ethnic. heritage
(4 iwo), or going to plays. c incerts. live shows, art 2alleries,1111.1sellills, historical

sites, zoos, or aquariums 02%). !See Exhibit LI
Preschool Programs

Less thin hilt of 5--\ ear-olds from families with incomes of S10,000 or
less are enrolled in preschool. Fifty-six percent id ;- Iii I-year-olds with dis-
Ihllll atrend preschool programs. !Sec Exhibits I ; ,111,1

Additional Important Information

Parent and Teacher Perceptions of School Readiness

Parents and teachers agree that children's general ability to communicate and

to :approach new activities enthusiastically are tilltiort;Mt tor school readiness.
Most parents also feel that specific skills and knowledge of letters or liumbers are

important, Nut teachers are tar k.., likely to heheve that children must know
these things before entering kindergarten. (See Exhibit 10.1

We still need direct, sample-hased indicators of school readiness derived from
the five dimensions of readiness identified and endorsed by the Panel. Baseline
indicators incorporating these dimensions should he forthcoming later in the
decade from the National Center for Education Statistics' longitudinal study of
early childhood. Over the coming year, the Panel will continue to collaborate
with the National Center for Education Statistics in this assessment effort as well

as act to further the development of a full-fledged Early Childhood Assessment
System.
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'6 easure of the Objectives:
en's Health and Nutrition

In 1990, 758 out of every
1,000 mothers (76%) began
prenatal care during their
first trimester of pregnancy;
181 per 1,000 (18%) did not
begin prenatal care until their
second trimester; and 61 per
1,000 (6%) did not begin
prenatal care until their third
trimester or never received
prenatal care.

Exhibit 1
Prenatal Care
Point at which mothers first began prenatal care' in 1990;
number per 1,000

All mothers

American Indian/
Alaskan Native

Asian/Pacific
Islander

Black2.3

758

751

First trimester

579

607

Hispanic3

White3.4 833

602

181 61

EEL
191 58

281

278

133 N 34

129

112

120

II During 1st trimester 1:1 During 2nd trimester Ea During 3rd trimester
or never

I First visit for health care services during pregnancy.
Excludes Blacks of Hispanic origin.

3 Data shown only for states with an Hispanicorigin item on their birth certificates. See technical notes in
Appendix A.

4 Excludes Whites of Hispanic origin.

The number of mothers who
began prenatal care during
their first trimester of
pregnancy remained
relatively unchanged
between 1988 and 1990.

Change Since 1988

Point at which mothers first began prenatal care ;' number per 1,000:

During 1st
trimester

During 2nd
trimester

During 3rd
trimester or never

1988 1990 1988 1990 1988 1990

All 759 758 180 181 61 61

American Indian/
Alaskan Native 581 579 287 292 132 129

Asian/Pacific Islander 755 751 186 191 59 58

Black2 604 607 286 281 110 112

Hispanic3 613 602 266 278 121 120

White' 818 833 141 133 41 34

I First visit fnr health care services during pregnancy.
2 Excludes Blacks of Hispanic origin.
3 Data shown only for states with an Hispanic-origin item on their birth certificates. See technical notes in

Appendix A.
Excludes Whites of Hispanic origin.

N.1[1011,11 Center ior I kali', 19)i
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Direct Measure of the Objectives:
Children's Health and Nutrition

Exhibit 2
Trends in Prenatal Care
Percentage of mothers who began prenatal care' during their first
trimester of pregnancy, 1970 to 1990

100%

80%

72%

20%

0%

79%
75%

61%
60%
58%

1970 1980 1985 1989 190

American Indian/ Asian/Pacific Black2
Alaskan Native Islander

Hispanic3 C1 White
First visit for health tare services during pregnancy.
Includes Blacks or seam origin
No 1970 data avaitac.e for Hispanics. See technical notes it Appendix A.
Includes Whites or Hispanic origin.

17

The percentage of mothers
who began prenatal care
during their first trimester of
pregnancy increased
substantially in the late
1970s, but has leveled off
since 1980.

II1011.i t Illt 1!1,11,, Illti

10 t 111111 Mi. 7" ii10111`1Ct:111Cti 111 the HS?.: Rt1,11,



18 Direct Measure of the Objectives:
Children's Health and Nutrition

In 1990, 930 out of every
1,000 infants born in the
United States (93%) were
above the standard for low
birthweight. Seventy out of
every 1,000 (7%) were below
the standard.

Exhibit 3
Birthweight
Number per 1,000 births above and below 5.5' and 3.32 pounds,
1990

At or
above 5.5

pounds

940 944

All births American
Indian/
Alaskan
Native

29

Asian/ Black3,4 Hispanic4 White4.5
Pacific

islander

III At or above 5.5 lbs. Between 5.5 and 3.3 lbs. si Below 33 lbs.

Below 5.5 pounds is defined as Low Birthweight.
2 Below 3.3 pounds is defined as Very Low Birthweight.
3 Excludes Blacks of Hispanic origin.

Data shown only for states with an Hispanic-origin tern on their birth certificates. See technical notes in
Appendix A.

5 Excludes Whites of Hispanic origin.

The numbers of infants
born above and below the
standard for low birthweight
remained relatively
unchanged between 1988
and 1990.

Change Since 1983

Number per 1,000 births above and below 5.5' and 3.32 pounds:

At or above
5.5 pounds

1988 1990

Between 3.3 and
5.5 pounds

1988 1990

Below
3.3 pounds

1988 1990

All 931 930 57 57 12 13

American Indian/
Alaskan Native 940 939 50 51 10 10

Asian/Pacific Islander 937 935 55 56 8 9

Black3 867 867 105 104 28 29

Hispanic' 938 940 52 50 10 10

Whites 944 944 47 47 9 9

Below 5.5 pounds is defined as Low Birthweight.
2 Beluw 3.3 pounds is defined as Very Low Birthweight
3 Excludes Blacks of Hispanic origin.

Data shown only for states with an Hispanic-origin item on their birth certificates. See technical notes in
Appendix A.

5 Excludes Whites of Hispanic origin.
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Exhibit 4
Birthweight Trends
Percentage of live births below the standard for low birthweight
(5.5 lbs.), 1:70 to 1990

50%

40%

30%

20%

10%

0%

14% 13%

9%8% M=4f=monnumgionnik\
7% 6%

7%

6%
6%

1970 1980 1985 1989 1990

--IF American Indian/ Asian/Pacific Blackt
Alaskan Native Islander

Hispanic2 0 White3

Includes Blacks of Hispanic origin
No 1970 data available for Hispanics. See technical notes in Appendix A.

Includes Whites of Hispanic origin.

19

Between 1970 and 1990, the
percentage of babies born
below the standard for low
birthweight decreased
slightly for all groups.
However, Black infants
remain about twice as likely
as those from other
racial/ethnic groups to be
born at low birthweight.

it..11t11:-1.111,11,,,, 199' i09t

1/ c.:1;!it uraa,-.110,111)111011 rIll't1 in lilt' I)"' l itqk 1:er,rt.



.20 Direct Wasure of the Objectives:
Children's Health and Nutrition

School success is partly
determined by conditions
that affect children's health
and development long before
they enter school. In 1990,
nearly one-half of all infants
born in the United States
began life with one or more
factors (such as tobacco or
alcohol use by their pregnant
mothers) that are considered
risky to their long-term
educational development.

At-Birth Health Risks

Late (third trimester) or no
prenatal care

Low maternal weight gain
(less than 21 pounds)

Three or more older siblings

Mother smoked during
pregnancy

Mother drank alcohol during
pregnancy

Closely spaced birth (within 18
months of a previous birth)

Exhibit 5
Children's Health Index
Percentage' of infants born in the U.S.2 with 1 or more health
risks,3 1990

All U.S. births:2 No risks 55%

1 or more 45%

2 or more

3 or more

By race/ethnicity:

No risks:

American Indian/Alaskan Native

Asian/Pacific Islander

Black4

Hispanic

Whites

1 or more risks:

American Indian/Alaskan Native

Asian/Pacific Islander

Black4

Hispanic

White5

2 or more risks:

American Indian/Alaskan Native

Asian/Pacific Islander

Black4

Hispanic

White5

14%

4%

37%

46%

54%

57%

62%

63%

38%

N EMO 54%

46%

43%

28%

MI 11%

3 or more risks:

American Indian/Alaskan Native HMI 9%

Asian/Pacific Islander 111 3%

Black4 11111 7%

Hispanic 1 3%

Whites U 3%

0% 20% 40% 60% 80% 100%

Percentages are based on the number of births used to calculate the risk index, not the actual number of births.

Birth records that were missing three or more pieces of information needed to calculate the index were
excluded from the calculation. See technical notes in Appendix A.

2 Five states ICaliforma, Indiana, Oklahoma, New York, and South Dakota) do not collect information on all six risks
on the state birth certificate. These states are not included in the U.S. total. New Hampshire is included in the

U S. total, but not in the race/ethnicity tntals because New Hampshire does not collect information on Hispanic

origin.
2 Risks are late on third trimester) or no prenatal care, low maternal weight gain (less than 21 pounds). three or

note older siblings, mother smoked during pregnancy, mother drank alcohol during pregnancy, or closely

spaced birth (within 18 months of a previous birth).
4 Excludes Blacks of Hispanic origin.
9 Excludes Whites of Hispanic origin.
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Exhibit 6
Immunizations
Percentage of 2-year-olds who completed their basic
immunization series for selected diseases, 1991

48%

Measles/Mumps/Rubellal

20%

80%

Polio3

52%

DTP2

67%

Complete Immunizations4

63%

II Immunized Not immunized

37%

One vaccination for measles or for measles/mumps/rubella.
1 Diphtheria-tetanus-pertussis. Three or more doses of vaccine

Three or more doses of vaccine.
Four doses of diphtheria-tetanus-pertussis vaccine, three doses of polio vaccine, and one dose of measles or

measles/mumps/rubella vaccine.

21

In 1991, only 37% of all 2-
year-olds had been fully
immunized for major
childhood diseases.

NAt Center t,r I le.lith StAINTIL, and Center, tor Dt,ease l :out rol. 100;
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Exhibit 7
Medical and Dental Care
Percentage of 3- to 5- year -olds' who received medical'
and dental3 care within the previous 12 months, 1993

All 3- to 5-year-olds

Nearly nine out of ten 3- to 5-
year -olds have visited a
doctor during the past year
for routine health care; about
half have visited a dentist.

More than $75,000

S50,001 to $75,000

S40,001 to $50,000

S30,001 to $40,000

S20,001 to $30,000

S10,001 to $20,000

$10,000 or less

87%

64%

85%

82%

46%

51%

87%

90%

0% 20% 40% 60% 80% 100%

Medical care Dental care

Excluding those enrolled in kindergarten.
Includes visits for routine checkups and immunizations.

3 Includes visits to dentists and dental hygienists.

rater tor Starttic And \er.it Ith .. 1°01
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Exhibit 8
Continuity of Health Care
Percentage of 3- to 5- year -olds' who had a regular source2 of
health care for sick care and routine care, 1993

AU 3- to 5-year-olds

More than $75,000

S50,001 to $75,000

S40,001 to $50,000

530,001 to $40,000

S20,001 to 530,000

S10,001 to $20,000

S10,000 or less

88%

-."71U 97%

97%

Nearly all 3- to 5-year-olds
have a regular source of
health care for routine care.
However, fewer children

99% have a regular source of care
when they are sick,
especially those in low-
income families.

96%

99%

96%

98%

93%

"."wir
'

74%

0% 20% 40% 60%

Sick care Routine care

80%

98%

97%

94%

94%

100%

Excluding those enrolled in kindergarten.
Defined as a particular clinic, health center, hospital, doctor s office, or other place child usually goes to for
care. Hospital emergency rooms are not included as a regular source of health care forsick care, but may be

included for routine care.

II, 111,n ti t enter lig- 1 s...1m.tt ton and \Ve..t.tt. Ini. . 100;
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24 Direct Measure of the Objectives:
Children's Health and Nutrition

In 1986, nearly all preschool
children received adequate
amounts of protein in their
diets. However, only eight
out of ten received the
recommended amounts
of Vitamins A and C, only
about half received the
recommended amounts
of calcium, and only about
one-fourth received the
recommended amounts
of iron.

Exhibit 9
Child Nutrition
Percentage of 1- to 5- year -olds who received the minimum RDA'
of various nutrients, 1986

Protein

Vitamin C

Vitamin A

Calcium

Iron

48%

26%

0% 20% 40% 60% 80% 160%

Recommended Dietary Allowance.

.--.,urLe: I Ittmin tintnnotl Intormx ion e.

exhihn intornmnon preented in rile I 9Q2. Report.



Exhibit 10
Family-Child Literacy Activities
Percentage of 3- to 5-year-olds' whose parents` engage in
literacy activities with them regularly, 1993

100%

80%

60%

40%

20%

0%

67%

50%
56% ---

Read to every day

All 3- to 5-year-olds

Parents had less than
high school education

1 Excluding those enrolled in kindergarten.
Parent or another family member.

Told a story three
or more times in
previous week

Visited a library one
or more times in
previous month

al Parents were high school
graduates or had some college

Parents were
college graduates

25

About half of all preschoolers
are read to daily by parents
or other family members.
Less than half are told stories
several times per week or are
taken to visit a library once
per month.

Change Since 19911

Percentage of 3- to 5-year-olds2 whose parents3 engage in literacy activities4 with them regularly:

Told a story three
or more times

in previous week

Visited a library
one or more times
in previous month

1991 1993 1991 1993

All 39% 43% * 35% 38% *

Parents had less than
high school education 32% 34% 18% 23%

Parents were high school
graduates or had some college 38% 41% * 30% 33%

Parents were college graduates 42% 50% * 53% 56%

During the past two years,
the percentage of 3- to 5-
year -olds whose parents
engaged in literacy activities
with them regularly has
increased.

1
Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Excluding those enrolled in kindergarten.
3 Parent or another family member.
4 Change since 1991 in the percentage of preschoolers whose parents read to them every day could not be determined

because of changes in the wording of the survey question.

N 1,1111 t.cnur t. 7 Edllt-dt loll We,t3t. 10,12. ,Ind PHI
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About four out of ten 3- to 5-
year-olds are taught songs or
music by their parents
regularly. One-third engage
in arts and crafts with their
parents on a regular basis.

Exhibit 11
Family-Child Arts Activities
Percentage of 3- to 5 -year -olds' whose parents' engage in arts
activities with them regularly,31993

100%

80%

60%

40%

20%

0%

41%
37%

42% 40% 41%

Taught songs or music

1111 All 3- to 5-year-olds

Qi Parents had less than
high school education

1 Excluding those enrolled in kindergarten.
Parent or another family member.

3 Three or more times in the previous week.

Engaged in arts and crafts

BI Parents were high school
graduates or had some college

Parents were
college graduates

Since 1991, the percentage
of 3- to 5-year-olds who
engaged in music or arts and
crafts with their parents on a
regular basis remained about
the same.

Change Since 19911 4

Percentage of 3- to 5-year-olds2 whose parents3 engage in arts activities with them regularly:4.

Taught songs
or music

Engaged in
arts and crafts.

1991 1993 1991 1993

All 39% 41% 35%,, 33%

Parents had less than
high school education 38% 37% 34% 24%

Parents were high school
graduates or had some college 39% 42% " 31% 32%

Parents were college graduates 41% 40% 42% , 41%

1 Interpret with caution. Data are from a representative national survey. The changes showncould be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Excluding those enrolled in kindergarten.
3 Parent or another family member.
4 Three or more times in the previous week.
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Exhibit 12
Family-Child Learning Opportunities
Percentage of 3- to 5- year -olds' whose parents' regularly engage
them in opportunities to help them learn, 1993

100%

80°/o

60%

40%

20%

0%
Went to play,

concert, live show,
art gallery, museum,
historical site, zoo,

or aquarium3

Took child on
errands or

involved child
in chores4

Talked with child
about family

history or
ethnic heritage3

Attended event
sponsored by
community or

religious group3

All 3- to 5-year-olds

Parents had less than
high school education

Excluding those enrolled in kindergarten.
2 Parent or another family member.

One or more times in the previous month.
4 Three or more times in the previous week.

IN Parents were high school
graduates or had some college

Parents were
college graduates

27

Nearly nine au* )f ten 3- to 5-
year-olds parer lte in
errands or family chores with
their parents regularly.
However, fewer participate
?gularly in other types of

eamily activities that can help
them learn, such as attending
events sponsored by
community or religious
groups (50%), discussing
their family history or ethnic
heritage (43%), or going to
plays, ..oncerts, live shows,
art galleries, museums,
historical sites, zoos, or
aquariums (42%).

Change Since 19911

Percentage of 3- tc 3-year-olds2 whose parents3 regularly engage them in opportunities to help

them learn:4

Went to play,
concert, live show, art

gallery, museum, historical
site, zoo, or aquariums

1991 1993

All 48% 42% *

Parents had less than high school education 38% 30%

Parents were high school graduates or had some college 46% 40% I

Parents were college graduates 56% 53%

Between 1991 and 1993,
fewer 3- to 5-year-olds were
regularly taken by their
parents on outings to plays,
concerts, live shows, art
galleries, museums,
historical sites, zoos, or
aquariums.

Interpret with caution. Data are from a representative national survey. The changes shown could be attributable to

sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Excluding those enrolled in kindergarten.
3 Parent or another family member.
4 Data were not collected for family-child learning opportunities other than parent-child outings prior to 1993.

5 One or more times in the previous month.
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Direct Measures of the Objectives:
Preschool Programs

Exhibit 13
Preschool Participation
Percentage of 3- to 5- year -olds' enrolled in preschool,' 1993

Less than half of a113- to 5-
year -olds from families with
incomes of S30,000 or less
are enrolled in preschool.

All 3- to 5-year-olds

More than $75,090

$50,001 to $75,000 611.11111/11111=M1.1111=11.111171%;

53%

S40,001 to $50,000

$30,001 to $40,000

S20,001 to $30,000

S10,001 to S20,000

510,000 or less

IWINI.MMEIMME 58%
.100111=11111MI 52%
11111111 42%
11.11.00.11.111 42%
1111111=MMINIME 47%

0% 20% 40% 60%

81%

80%

Excluding those enrolled in kindergarten.
Includes those enrolled in nursery schools, prekindergarten programs. preschools, daycare centers, and
Head Start, also includes 3- to 5-year-olds with disabilities

100%

nicr tor bin, at wet :,tatiNtk,.insi Ink 1001
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Between 1973 and 1992, the
percentage of 3- to 5-year-
olds enrolled in nursery
school nearly doubled, from
19% to 37%. Enrollments
over this same period have
increased for all children
regardless of family income,
although they have remained
substantially higher for
children from high-income
families than for children
from middle- or low-income
families.

Exhibit 14
Trends in Nursery School Enrollment
Percentage of 3- to 5-year-olds enrolled in nursery school,'
1973 to 1992

100%

80%

60%

40%
37%

20% 19%
15%

1973 19752 1977 1979 1981 1983 1985 1987 1989 1991 1992

IF All 3- to 5-year-olds Low income3
Middle income4 High incomes

I Excluding those enrolled in kindergarten. Percentages in Exhibits 13 and 14 differ because they come from
different data sour ces. See technical notes and sources in Appendix A.

2 Income data not available for 1975.
3 Low income is defined as "at or below 20 percent of all households."
4 Middle income is defined as "greater than 20 percent of all households, but less than or equal to 80 percent."
5 High income is defined as "greater than 80 percent of all households."

'curie. Bureau 0! the 'CUMIN .111.1 M.111.1elliellt 1111111111V ., Itt)
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Direct Meadure of the Objectives:
Preschool Programs

Exhibit 15
Preschool Programs for Children With Disabilities
Percentage of 3- to 5 -year -olds' with disabilities enrolled in

preschool,' 1993

All 3- to 5-year-olds
with disabilities

Some college or
college degree

High school or less

630,001 and above

S30,000 or less

56%

Fifty-six percent of all 3- to 5-

63% year-olds with disabilities
attend preschool programs.

49%

0%

51%

20% 40% 60% 80% 100%

66%

29

Excluding those enrolled in kindergarten
Includes those enrolled in nurs,-)ry schools, prekindergarten programs, preschools, daycare centers, and

Head Start.
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30

In 1990, preschool centers
were more likely to meei
recommended standards for
group size and child/staff
ratios for 3- to 5-year-olds
than for infants and toddlers.

PirectIVIOiyewof the Cilijective%' .preichoot

Exhibit 16
Quality of Preschool Centers
Characteristics of preschool centers' and teachers, 1990

Percentage of
teachers/
caregivers with:

Some child-
related training

Teacher training

Child Development
Associate (CDA) credential

Percentage of
centers that did
not exceed the
maximum
acceptable
group size2
f-ir children:

0 to 5 months

6 to 11 months

12 to 17 months

18 to 23 months

24 to 29 months

30 to 35 months

3 years old

4 years old

5 years old

Percentage of
centers that did
not exceed the
maximum
acceptable
child/staff ratios2
for children:

0 to 5 months

6 to 11 months

12 to 17 months

18 to 23 months

24 to 29 months

30 to 35 months

3 years old

4 years old

5 years old

24%

36%

55%

68%

75%

71%

111111111111.11 63%

58%

50%

MIMI 41%
43%

7%

0% 20% 40%

93%

83%

81%

72%

65%

56%

60%

75%

68%

80% 100%

Complete description of preschool center can be found in Appendix A.
The maximum acceptable group size recommended by the National Association for the Education of Young

Children INAEYC1 is 8 for infants. 12 ft '- to 2year-olds, and 20 for 3 to 5-year-olds. The maximum acceptable
child/staff ray, is 10 children per staff member for groups containing 3- to 5year-olds only, 6 children per staff

member for gru_ps containing 2-year-olds only, and 4 children per staff member for groups containing infants

and 1-year-olds only. NAEYC standards include an acceptable range of practice on these variables. The figures

reported are based on the maximum acceptable numbers, rather than the optimal numbers. Some states also set

their own standards in these areas.

--..nny NI itlwin.it it. I rtitt:1 Ilc.canh. Inc . 1001 .nb.1
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Exhibit 17
Quality of Home-Based Preschool Settings
Characteristics of regulated home-based preschool settings' and

regulated family daycare providers, 1990

Percentage of
regulated family
daycare
providers with:

Some child-
related training

Teacher
training2

Child Development
Associate (CDA)

credential

Percentage of
regulated
home-based
settings that
met the standard
for group size3
for children:

Of mixed ages
within a group

All under age 2
within a group

All age 2 and above
within a group

MIMILMIIM 64%

37%

77%

73

0% 20% 40% 60% 80% 100%

Complete description of regulated home-based preschool settings can be found in Appendix A.

Data not available.
The standard for group size recommended by Health, Education, and Welfare Day Care Requirements for

-egulated family daycare providers without helpers who care for children who are all under age 2 within a group

is 3. The group size standard for all children aged 2 and above within a group is 6, and the standard for a group of

children of mixed ages within a group is 5.

31

Caregivers in home-based
preschool settings were
less likely than teachers in
preschool centers to have
child-related training and a
Child Development Associate
credential.

war \ itilent.trik Polk.% liescart Inc . 1001 nd 1002
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Additional important Information:
Health Insurance

In 1988, between 80% and
90% of all preschool children
were covered by health
insurance. However,
Hispanic children and those
whose parents had
completed less than a high
school education were much
less likely than others to have
such insurance.

Exhibit 18
Health Insurance/Medicaid
Percentage of children' aged 4 and younger covered by health
insurance plans,' 1988

All children

College graduate
U

1:1
OJ

6
Some college

cu

rt;
cu High school graduate
.0)
_c

2).

a
Less than high school

co
a.

Asian/Pacific islander

Black

Hispanic

White

, . , 4- :

,
88

83%
82%

z.i..',-a

;

i,,

9

85,
84%

84%

869

a
86'
86'

82%
184%

x. - , 67% ,

81%

83%

.1..;:-..:ia...:1-'.-,-
59%

,- -..1,"','i., A,,-c--. r x':.,- ,.--
81%

80%

1

--

1869

------: .
- 73%

81%
.,,-

163%

-,-, z. :,44,--,:,:t.ri., :. ..,,tr,g1,... ) -,e '71

0%

Illi 3-4 years old

20% 40% 60% 80%

1-2 years old Less than 1 year old

American Indian/Alaskan Native sample size too small to permit reliable estimate.
2 Includes both private and public (Medicaid) health insurance.

% I

95%
92%
93%

0%

94%

0 t

0

o

100%
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Flu, exhibit modo intortnat ion resented in the I qq2 (L,al. It.port

4 3



Additional Important Information:
Parent and Teacher Perceptions of School Readiness

Exhibit 19
Parent and Teacher Perceptions of School
Readiness
Percentages of preschoolers' parents' and kindergarten teachers
who describe the following characteristics as very important or
essential for school readiness, 1993

Student characteristics:

Communicates needs,
wants, and thoughts

verbally

Takes turns
and shares

Enthusiastic and
curious in approaching

new activities

Sits still and
pays attention

Able to use pencils
and paint brushes

Can count to
20 or more

Knows letters
of alphabet

42%

65%

0% 20% 40% 60%

76%

92%

84%

80%

92%

80% 100%

II Preschoolers' parents1 Kindergarten teachers

3 to 5-year-olds not enrolled in kindergarten whose parents intend to enroll them in kindergarten at some

time in the future Percentages for preschoolers' parents represent preschoolers whose parents think the

characteristic is very important or essential

r ! r Lim-111.11 -.4 111,1 \X'c.t.tt, ,

44

33

Parents and teachers agree
that children's general
ability to communicate and to
approach new activities
enthusiastically are
important for school
readiness. Most parents also
feel that specific skills and
knowledge of letters or
numbers are important, but
teachers are far less likely to
believe that children must
know these things before
entering kindergarten.
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GOAL 2

Introduction

High School Completion

A generation ago, school dropouts did not face insurmountable harriers that
prevented them from making a living. Today's young dropouts face a different
world. Employment opportunities arc expanding for those with higher skill levels

those most able to adapt to technological changes and rapidly disappearing
for those with only rudimentary skills. American workplaces are rapidly chang-
ing, and workers with advanced skills are king rewarded with higher wages. The
youth who left school before ,,raduating in 1990 can expect to earn less than one-
half as much as the high school dropout of 1973. Over a lifetime, today's dropout
will earn, on average, :7:200.000 less than a high school ,,raduate.

These individual decisions to drop our being made by approximately
;'0,000 youths in grades 10 -I 2 in 1992 have enormous economic conse-
,111ence, tor society as %veil. One-half of the heads of households on welfare failed
o finish high school. Of the more than 1.1 million persons incarcerated in 1990,

s,2 percent were high school dropouts. The average annual cost of supporting one
prisoner ;..22,500 a year would provide six children with a year of Head
Start. It is much more cost-effective to provide the learning environment and
support that enable young people to complete school, rather than pay for the con-
sequences of their decisions to drop out.

Decisions ro drop out have more than economic consequences. Dropouts lose
connections to adults and intluenct.s that can create purposefulness in their lives,
the possibilities for careers, the skills for lifelong learning, healthy choices tor
themselves, and responsible choices on behalf of others.

This Report indicates little it any progress on Goal 2 in recent years. While
the high school completion rate for 19- and 20-%ear-olds increased markedly in
the early I 980s, it has remained relatively unchanged since then, and is still short
of the national Goal of 90 percent. While school-related reasons dominate the
explanations for dropping out of school, an alarming number of youths cite preg-
nancy and conflicts with jobs as reasons for dropping out. Obviously, multiple
problems school tai lure, teenage pregnancies, ind disconnections between
school and work, to name a few must be addressed if Goal 2 is to he achieved.



High School Completion

By the year 2000, the high school graduation rate will increase to at least 90 percent.

Objectives
The nation must dramatically reduce its dropout rate, ind i percent of

those students who do drop out will qICCC!,ALIIIV ...01111`lett: .1 111j1 (..111.101

,ICUNC Or us equivalent.

The ap m hiull school uraduation rates between Amt:rican students

from minority backurounds and their non-minority counterparts
be eliminated.
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GOAL .2

What we have
learned since
the 1992 Report

High School Completion

The 1993 Goals Report presents updated information on the percentage of
young adults with a high school credential and the percentage who have dropped
out. New information includes a ten-year comparison (1980-82 to 1990-92) of
the percentage students who dropped our between the 10th and 12th grades
and reasons younger and older dropouts gave for leaving school.

Direct Measures of the Goal

High School Completion

In 1992. the high school completion rate was 87no tor to 200- year-olds and
S8". for 23- to 24 -year olds. Although the high school completion rate increased
markedly in the early 1980s among 19- to 20-year-olds, it has remained relatively
stable since then. (See Exhibits 20 and 21.)

Direct Measures of the Objectives

School Dropouts

Between 1975 and 1992, the overall dropout rate for 16- to 24-year-olds
declined slightly, from 14''') to 11%. The gap in dropout rates between White
and Black students narrowed from a 12-point difference in 1975 to a 6-point dif-
ference in 1992. Dropout rates for Hispanic students have been consistently
higher than the rates for Black and White students. (See Exhibit 23.)

Over the past 10 years, the percentage of students who dropped out between
the 1(.`th and 12th grades has been cut nearly in half. (See Exhibit 24.)



GOAL 2

What we still
need to know

High School Completion

Additional Important Information
Factors Related to Completion and Dropping Out

While school-related reasons were the most common explanations given for
dropping out of school in 1992, large numbers of students cued family- and job-
related factors as reasons for dropping out. Blacks and Hispanics were inure like-

ly than Whites to cite family-related factors as reasons for dropping out. (See
Exhibits 27 and 281

Dunn,' the period between I (-) and 1'492, older dropouts were much more
likely than younger dropouts to cite inability to work and go to school at the
same time reason that they dropped out of school. (See Exhibit 29.

We still need a consistent nationwide record system that will allow comparable

state high school completion and dropout data to he reported on a regular basis.
The Panel has proposed such a system the Voluntary State/Local Student
Record System and will continue to encourage its development and imple-
mentation. In the interim, the Panel will report the best high school completion
and dropout data available.
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The high school completion
rate in 1992 was 87% for 19-
to 20-year-olds and 88% for
23- to 24-year-olds. Rates for
Black and White students
were substantially higher
than the rate for Hispanics.

Exhibit 20
High School Completion Status
Percentage of young adults' with high school credential, 1992

100%

80%

60%

40%

20%

87%
91%

88% 86%
92%

Black Hispanic2 White Total Black Hispanic2 White

Ages 19-20 Ages 23-24

11 High school diploma [1:1 Alternative credential

I Does not include those still enrolled in high school.
2 Hispanic rates may vary more than rates for other groups because of a small sample size.
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Exhibit 21
High School Completion Trends
Percentage of 19- to 20- year -olds' with a high school credential,2
1975 to 1992
100%

91%
86% 46._ 87%

80% ' 81°/083%

66% 65%
60%

40%

20%

0%
1975 1980 1985 1990 1991 19923

--111. All 19- to 20-year-olds Hispanic4
- Black 4-- White

Does not include those still enrolled in high school.
2 Includes traditional high school diploma and alternative credential.

Interpret with caution. Change between 1991 and 1992 could be attributable to a change in wording of the
question on the survey. See technical notes in Appendix A.

I Hispanic rates may vary more than rates for other groups because of a small sample size.
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Although the high school
completion rate increased
markedly in the early 1980s
among 19- and 20-year-olds,
it has been relatively stable
since then.

N in nut 'Inc" r ton :-.1.111.11,,, 10,)3

nh..ttnt, miormanon ricented nt (lie 1002 (

Exhibit 22
Dropouts Who Returned to High School
Percentage of 1980 sophomores who dropped out, but then
returned and completed high school by 1986

All dropouts

American Indian/
Alaskan Native

Asian/
Pacific Islander

Black

Hispanic

White

0%

24%

36%

47%

49%

48%

20% 40% 60%

Nun l it ( Edtkarion 10,-19

I In, Icrt..11 r:11.1tion prest11Rd in the huh, Rerun.

7 6 %

80%

5 I

100%

Nearly half of the 1980
sophomores who dropped
out returned and completed
high school within the
following six years.



4 2 Direct Measure of the Objectives:
School Dropouts

Between 1975 and 1992, the
overall dropout rate for 16- to
24-year-olds declined slightly,
from 14% to 11%. The gap in
dropout rates between White
and Black students narrowed
from a 12-point difference in
1975 to a 6-point difference in
1992. Dropout rates for
Hispanic students have been
consistently higher than the
rates for Black and White
students.

Exhibit 23
Trends in High School Dropout Rates
Percentage of young adults 16 to 24 years old without a high
school credential,' 1975 to 1992

100%

80%

60%

40%

29%
2

20%
23%

0%

14%
11%

29%

1975 1980

Total

Black

1985 1990 1991 19922

Hispanic3

White

1 Includes traditional high school diploma and alternative credential.
Interpret with caution Changes between 1991 and 1992 could be attributable to a change in wording of the
question on the survey See technical notes in Appendix A.

3 Hispanic rates may vary more than rates for other groups because of a small sample size.
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Exhibit 24
Ten-Year Comparison of Dropout Rates
Percentage of students who dropped out between the 10th and
12th grades, 1982 and 1992

All students

Male

Female

11%
6%

American Indian/
Alaskan Native

Asian/Pacific 2%
Islander

Black

Hispanic

White

12%
6%

10%
7%

4%

22%
17%

13%
8%

0% 20% 40% 60%

III 1980-82 1990-92

80%

43

Over the past ten years, the
percentage of students who
dropped out between the
10th and 12th grades has
been cut nearly in half.

1 0 0 %

N Lim .it ion :-.1.111.41,.. I os)

Exhibit 25
Intergenerational Analysis of Dropouts
Proportion of dropouts aged 16 to 24 born outside and within the

U.S.,1 1989

100%

80%

60%

40%

20%

0%

31%

43%

24%

Overall2
dropout rate

Born outside the
50 states and the

District of Columbia

Hispanic

First
generation

Non-Hispanic

1
Second

generation
or more

Includes only those born in the 50 states and the District of Columbia. Does not include those

born in Puerto Rico.
Includes a small proportion for whom recency of migration is unknown.
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The Hispanic dropout rate
(31% in 1989) has been
consistently higher than the
rates for Black and White
students. Among Hispanic
16- to 24-year-olds who were
born outside the 50 states
and the District of Columbia,
43% were dropouts,
compared with only 8% of
non-Hispanics. However,
even when one looks
exclusively at Hispanics born
within the U.S., their dropout
rate is still more than double
that of non-Hispanics.



Additional Important Information:
Factors Related to Completion and Dropping Out

No English spoken in the
home, low socioeconomic
status, and the absence of
parents from the home are all
factors associated with an
increased likelihood that
students will drop out of
school.

Exhibit 26
Factors Related to Dropping Out
Percentage of the 1980 sophomore class who dropped out, by
selected characteristics

All students

Only English spoken

English
predominately spoken

English not
predominately spoken

No English spoken

Highest

Lowest

Both parents present

One parent present

Neither parent present

17%

15%

1111111111.116 13%

1111111111111111.1.1 21%

7%

1.1111.11 10%
14%

12%

20%

0% 10% 20%

22%

22%

33%

30% 40%

N.111t.11 11 i 1;11,1 11] 1,111] AI( 7.11(1,1],N. 1)V)

1.111, \11+11 'W01111.1111 (1111.,1.111C.i 111111V 1')Q:., l L,.J KcIN,11



Additional Important Information:
Factors Related to Completion and Dropping Out

Exhibit 27
Reasons for Dropping Out, by Sex
Percentage of dropouts between the 10th and 12th grades who
reported the following reasons for dropping out of school, 1992

Did not like school

Felt I didn't belong

Could not keep up
with schoolwork

Was failing school

Did not feel safe
at school

Could not work and
go to school at

same time

Had to support
a family

Was pregnant

Became parent I 18%

24%

26%

23%

31%

33%

30%

39%

43%

35%

43%

44%

42%

6%

7%

5%

23%

27%

19%

27%

15%

21%

0% 20% 40% 60% 80% 100%

All students Male 0 Female

j

.15

While school-related reasons
were the most common
explanations given for
dropping out of school in
1992, large numbers of
students cited family- and
job-related factors as
reasons for dropping out.
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Additional Important Information:
Factors Related to Completion and Dropping Out

Blacks and Hispanics were
more likely than Whites to
cite family-related factors as
reasons for dropping out.

Exhibit 28
Reasons for Dropping Out, by Race/Ethnicity
Percentage of dropouts between the 10th and 12th grades who
reported the following reasons for dropping out of school, 1992

Did not like school

Felt I didn't belong

Could not keep up
with schoolwork

Was failing school

Did not feel safe
at school

Could not work and
go to school at

same time

Had to support
a family

Was pregnant1

Became parent
11111111121%

20%

112%

29%1
148%

26%

' 16%
27%

26%
35%

1 30%

46%

40%

111111111,11111111141%
137%

15%

11111111151%
20%

25%

12%
16%

-110%

35 °h1

11.11,11111111111%
%

126%

0% 20% 40% 60% 80% 100%

11111 Black

Quest Ion was asked of females only.

Hispanic 11] White

enter tor 1,!);
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Additional Important Information:
Factors Related to Completion and Dropping Out

Exhibit 29
Reasons for Dropping Out, by Age Group
Percentages of dropouts between the 8th and 10th grades and
between the 10th and 12th grades who reported the following
reasons for dropping out of school, 1990 and 1992

Did not like school:

Did not feel
safe at school:

All students

Male

Female

Black

Hispanic

White

All students

Male

Female

Black

Hispanic

White

Could not work
and go to school at
the same time:

All students

Male

Female

Black

Hispanic

White

0%

58%
46%

111 Students who dropped out
between the 8th and
10th grades, 1988-90

20% 40% 60% 80% 100%

Students who dropped out
between the 10th and
12th grades, 1990-92

47

During the period between
1988 and 1992, older dropouts
were much more likely than
younger dropouts to cite
inability to work and go to
school at the same
time as a reason that they
dropped out of school.
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Introduction

Student Achievement and Citizenship

The National Education Goals were created out of concern that our current
education system is not preparing American students well for the 21st century.
Today, too few students attain high achievement, our standards generally do not
match those of the education systems in most developed nations, and no one feels
accountable for results. Goal 3 states that all students should move on at critical
points in their education with the requisite knowledge and ability. This means
that we need:

Nationwide content and student perfOrmance standards that (a) reflect what we
believe all students should know and he able to do at designated grade levels, and
1-0 match or surtuss standards t,7- student achievement m other developed countries.

Efforts to develop voluntary standards in all major subject areas are under way
(see Chapter 1).

A voluntary system of assessments that is aligned with these nationwide standards.
Our tests must measure for the outcomes we want. They must determine
whether students can use knowledge for problem-solving, have mastered
content far beyond the so-called basics, and are able to infer and create new
knowledge. Developing such assessments is a complex task. However, many

nations leading researchers and educators are collaborating to fill the
n d for more challenging assessments.

The National Education Goals Panel and the proposed National Education
Standards and Improvement Council will establish criteria to he used voluntarily
to judge developing nationwide standards. They will also ensure that the stan-
dards-development process is ongoing and is communicated well to the American
public. This latter taskto inform and involve the public in making sure that all

our students are challenged academicallyis critical to a rebuilding of the school
system. Americans must want better than low-level, minimal learning expecta-
tions for children and youth if we are to meet Goal 3.

The 1993 Goals Report includes some mildly encouraging news regarding stu-
dent achievement and young citizen participation. Student achievement in
mathematics improved modestly between 1990 and 1992, and voter participation
increased among young adults between 1988 and 1992. However, the data also
indicate how it we are from achieving the Goal, especially among minority
groups. We are still not expecting and supportingall of our students to attain the
academic mastery of which they are capable.



GOAL 3 Student Achievement and Citizenship

By the year 2000, American students will leave grades four, eight, and twelve having

demonstrated competency in challenging subject matter including English, mathematics,

science, history, and geography; and every school in America will ensure that all students

learn to use their minds well, so they may be prepared for responsible citizenship, further

learning, and productive employment in our modern economy.

Objectives
The academic performance of elementary and secondary students will
increase significantly in every quartile, and the distribution of minority
t-tidents in each level will more closely reflect the student population

as a whole.

The percentage of students who demonstrate the ability to reason, solve
problems, apply knowledge, and write and communicate effectively will

increase substantially.

All students will he involved in activities that promote and demonstrate

good citizerv. 1, community service, and personal responsibility.

The percent of students who are competent in more than one language

will substantiai, increase.

All students will he knowledgeable about the diverse cultural heritage of
this nation and about the world community.
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GOAL 3

What we have
learned since
the 1992 Report

Student Achievement and Citizenship

The 1993 Goals Report updates the percentage of students who have met the
Goals Panel's performance standard in mathematics and presents new informa-
tion on those who have met the standard in reading. It presents illustrative items
from the 1992 National Assessment of Educational Progress (NAEP), demon-
stratintt that students who meet the Goals Panel's performance standard are able
t er much more challenging questions on tests of mathematics and reading
than those falling below this standard. New information is also presented on the
percentage of 12th graders who perform c,mntinity -ervice. Updates are provid-
ed on the numbers of students who have taken Ady,alced Placement examina-
I ion, .111,1 1 vote. ;Wit tonal important Inhrmat ion is presented on the per-
..entage of ,tudents ho participate in challellt.!1111:. courses and a twenty-year
,,,mparison it the types of programs in which high school seniors have enrolled.

Direct Measures of the Goal

Student Achievement in Mathematics

Fewer than one out of every five students in Grades 4 and 12, and one out of
every tour students in Grade 8, have met the Goals Panel's performance standard
in mathematics. The percentages of 4th and 8th (traders who toet the Goals
Panel's performance standard in mathematics increased from 1 3% to 18%, and
20% to 25",,, respectively, but the percentage of 12th graders who met the stan-
dard staved about the same. (See Exhibit 30.1

Student Achievement in Reading

I n 1092, approximately one out of every t,,tir students in Grades 4 and 8 met
the Gals Panel's performance standard in reading. N. lore than one-third of all
llth raders met the standard. (See Exhibit 34.1

Advanced Placement Participation and Performance

Between 1986 and 1993, the numbers of Advanced Placement examinations
taken in English, mathematics, science, and history increased by 80%, the num-
ber taken in foreign languages more than doubled, and the number taken in fine
arts nearly tripled. (See Exhibits 41 and 4 3.)

For every 1,000 llth and 12th graders enrolled in 1993, 85 Advanced
Placement examinations were taken in English, mathematics, science, and histo-
ry (an increase of 13 since 19911. Eight exam! nat ions (per 1,000 11th and 12th
graders) were taken in foreign languages and two were taken in fine arts. Nearly
two-thirds of the examinations taken in Etwhs. mathematics, science, and histo-
ry, and approximately three-hturths taken in foreign languages and tine arts were
graded at 3 or above, which is general)\ high enough to make students eligible tor
college credit. (See Exhibits 40 and 42.)

Citizenship and Community Service

In 1992.44% of 12th graders reported that they pertormed community service
during the past two years. (See Exhibit 45.)
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Student Achievement and Citizenship

Between 1972 and 1976, the percentage of 18- to 20-year-olds who registered
to vote and who actuall% voted dropped substantially. Rates remained fairly
steady until 1988, and then increased in 1992. In 1992, 53% of all 18- to 20-year-
olds were registered to vote, and 42% actually voted. (See Exhibits 46 and 47.)

Additional Important Information

Participation in Challenging Courses

The percentage of high school graduates who completed tour years of English
rose sharply between 1982 and I987, then dropped slightly in 1090. (See Exhibit
48.)

The percentage of students who completed the sequence of Biology,
Chemist-Tx. and Physics has continued to increase slowly since 1982. (See
Exhibit 48.)

Between 1982 and 1987. the percentage of high school graduates who com-
pleted the sequence of Algebra I, Algebra II, and Geometry increased substantial-
ly. Since 1987, the percentage has remained constant. During the same period
(1982 - 1990), the percenta<=e of high school graduates who had completed
Calculus increased slightly. (See Exhibit 49.)

The percentages of high school graduates who completed courses in U.S. and
World History, Geography, foreign languages, and fine arts increased substantial-
ly between 1982 and 1990. (See Exhibits 50 and 51.)

Academic Programs

Between 1972 and 1980, the percentage of high school seniors enrolled in an
academic or college preparatory program decreased 8 percentage points.
However, by 1992, the percentage had risen slightly higher than its 1972 level.
The percentage of female students enrolled in academic or college preparatory
programs has increased 5 percentage points over the past twenty years, compared
to a decrease of 2 percentage points for males. (See Exhibit 52.)

We still need to know how U.S. students stack up against world-class standards
What we still in challenging subject matter. The good news is that nationwide standards in all

subject areas are under development. The (;oils Panel will continue to collabo-need to know rate with the agencies and departments which oversee these standards develop-
ment efforts and will press on to delineate criteria on which standards may he
Judged as "world-class."
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Achievement Level Data from the 1990 and 1992 National
Assessments of Educational Progress (NAEP)

The data shown in Exhibits 30 to 37 should be interpreted with caution. The
line signifying the Goals Panel's Performance Standard classifies student perfor-
mance according to achievement levels devised by the National Assessment
Governing Board (N.A013). These achievement-level data have been previously
reported by the National Center for Education Statistics (LACES). Students with
NAEP scores falling below the Goals Panel's Performance Standard have been clas-
sified by NAGB as "Basic" or below; those above have been classified as
"Proficient" or "Advanced."

The NAGB achievement levels represent a reasonable way of categorizing
overall performance on the NAEP. They are also consistent with the Panel's
ettorts to report such performance against a high-criterion standard. However,
the methods used to derive the NAGB achievement "cut points" (i.e., the points
distinguishing the percentage of students scoring at the different achievement
levels) have been questioned and are still under review. The Panel will continue
to monitor subsequent work in this area, and reserves the right to alter its report-
ing approaches based on new findings. For further information on the interpreta-
tion of these data, please consult Appendix A.



Direct Measure of the Goal:
Student Achievement in Mathematics

Exhibit 30
Mathematics Achievement
Percentages of 4th, 8th, and 12th graders who met the Goals
Panel's performance standard' in mathematics, 1992

100%

Goals Panel's
performance
standard

18%

Grade 4

25%

Grade 8

16% Fewer than one out of every
five students in Grades 4 and
12 have met the Goals Panel's
performance standard in
mathematics. One out of
every four 8th graders has
met the standard.

Grade 12

III Proficient and above Below Goals Panel's performance standard

1 The Goals Panel's performance standard IS "mastery over challenging subject matter- as indicated by
performance at the Proficient or Advanced levels on the National Assessment of Educational Progress (NAEPI.
These levels were established by the National Assessment Governing Board (NAGBI and reported by the
National Center for Education Statistics (NCESI in recent NAEP publications. A more complete descriptionof

the performance standard can be found in Appendix A.

Change Since 19901

Percentages of 4th, 8th, and 12th graders who met the Goals Panel's performance standard2

in mathematics:

Proficient and above
1990 1992

Grade 4 13% 18% *

Grade 8 20% 25% *

Grade 12 13% 16%

' Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.
2 The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by

performance at the Proficient or Advanced levels on the National Assessment of Educational Progress (NAEP).

These levels were established by the National Assessment Governing Board INAGB) and reported by the National

Center for Education Statistics (NCES) in recent NAEP publications. A more complete description of the

performance standard can be found in Appendix A.

Between 1990 and 1992, the
percentages of students in
Grades 4 and 8 who met the
Goals Panel's performance
standard in mathematics
increased.
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In 1992, the percentage of 4t
graders who met the Goals
Panel's performance
standard in mathematics
ranged from 3% for Blacks t
30% for Asians/Pacific
Islanders.

Exhibit 31
Mathematics Achievement
Percentage of 4th graders
performance standard'

100%

- Grade 4
who met the Goals Panel's

in mathematics, 1992

30%
Goals Panel's
performance
standard

20% 17%
10%

3% 6%

23%

h

..:1

. .
-

)
I:

80% 83% 90% 70% 97% 94%

...:
,

Male Female American Asian/ Hispanic WhiteBlack
Indian/ Pacific

Alaskan Native Islander

IF Proficient and above II Below Goals Panel's performance standard

I The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by
performance at the Proficient or Advanced levels on the National Assessment of Educational Progress (NAEP)
These levels were established by the National Assessment Governing Board INAGBI and reported by the
National Center for Education Statistics INCEST in recent NAEP publications. A more complete description of
the performance standard can be found in Appendix A.

Change Since 1990'

Percentage of 4th graders who met the Goals Panel's performance standard' in mathematics:

Proficient and above
1990 .1992

Male
14% 20% *

Female 13% 17%

American Indian/Alaskan Native 5% 10%

Asian/Pacific Islander 24% 30%

Black 2% 3%

Hispanic 5% 6%

White 17% 23% *

1 Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by
performance at the Proficient or Advanced levels on the National Assessment of Educational Progress (NAEP).
These levels were established by the National Assessment Governing Board INAGB) and reported by the
National Center for Education Statistics INCES) in recent NAEP publications. A more complete description of
the performance standard can be found in Appendix A.
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Grade 4 Sample NAEP Mathematics Items

AMY

Example of an easy item on the 4th grade assessment:

Divide 108 by 9.

Answer: 12

Average percentage of easy items answered correctly by 4th graders at three
achievement levels in 1992:1

Basic =71% Proficient = 88% Advanced = 94%

MODERATE

Example of a moderate item on the 4th grade assessment:

POINTS EARNED FROM SCHOOL EVENTS
Class Mathathon Readathon
Mr. Lopez 425 411

Ms. Chen 328 456

Mrs. Green 447 342

What was the total number of points earned from the mathathon?

Answer: 1,200

Average percentage of moderate items answered correctly by 4th graders at three
achievement levels in 1992:1

Basic = 45% Proficient = 72% Advanced = 88%

Example of a challenging item on the 4th grade assessment:

How much would 217 be increased if the digit 1 were replaced by a digit 5?

A 4

Ei) 40

C 44

D 400

Average percentage of challenging items answered correctly by 4th graders at three
achievement levels in 1992:1

Basic = 30% Proficient = 56% Advanced = 79%

VERY CHALLENGING

Example of a very challenging item on the 4th grade assessment:

Think carefully about the following question. Write a complete answer. You may use
drawings, words, and numbers to explain your answer. Be sure to show all of your work.

Jose ate 'A of a pizza.
Ella ate 4 of another pizza.

Jose said that he ate more pizza than Ella, but Ella said they both ate the same amount.
Use words and pictures to show that Jose could be right.

Average percentage of very challenging items answered correctly by 4th graders at three
achievement levels in 1992:1

Basic = 13% Proficient = 31% Advanced = 60%

"Jote: In 1992, nearly four out of ten 4th graders 139%1 were unable to reach the lowest achievement level in
mathematics (Basic). Definitions of the achievement levels can be found in Appendix A.
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In 1992, the percentage of 8th
graders who met the Goals
Panel's performance
standard in mathematics
ranged from 3% for Blacks to
44% for Asians/
Pacific Islanders.

Exhibit 32
Mathematics Achievement - Grade 8
Percentage of 8th graders who met the Goals Panel's
performance standard' in mathematics, 1992

100%

Goals Panel's
25% 24%

performance
standard

44%
32%

Male Female American Asian/ Black
Indian/ Pacific

,Alaskan Native Islander

Proficient and above Li Below Goals Panel's performance standard
The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by
performance at the Proficient or Advanced levels on the National Assessment of Educational Progress (NAEP).
These levels were established by the National Assessment Governing Board IN/AGM and reported by the
National Center for Education Statistics (NCES) in recent NAEP publications. A more complete description of
the performance standard can be found in Appendix A.

Hsspanic White

Change Since 19901

Percentage of 8th graders who met the Goals Panel's performance standard2 M mathematics:

Proficient and above
:i.:1992.1990

Male 21%
Female 18%

American Indian/ Alaskan Native3 9%
Asian/Pacific Islander3 38%
Black 6%
Hispanic 6%
White 24%

1

,
Interpret could bewith caution. Data are from a representative national survey. The changes shown
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 The Goals Panel's performance standard is "masteryover challenging subject matter- as indicated by
performance at the Proficient or Advanced levels on the National Assessment of Educational Progress (NAEP).
These levels were established by the National Assessment Governing Board (NAGS) and reported by the
National Center for Education Statistics (NCES) in recent NAEP publications. A more complete description of
the performance standard can be found in Appendix A.

3 Should be interpreted with caution, since 1990 sample size does not allow accurate estimate of sample
variability.

Source: National :enter tor Education Statistics, 1991
This exhibit updates intormation presented in the 1992 Goal, Report.



59

Grade 8 Sample NAEP Mathematics Items

EASY

Example of an easy item on the 8th grade assessment:

What number is four hundred five and three-tenths?

A 45.3 C 453

0 405.3 0 4,005.3

Average percentage of easy items answered correctly by 8th graders at three
achievement levels in 1992:1

Basic 84% Proficient = 94% Advanced = 98%

MODERATE

Example of a moderate item on the 8th grade assessment:

Jill needs to earn $45.00 for a class trip. She earns $2.00 each day on Mondays, Tuesdays,
and Wednesdays, and $3.00 each day on Thursdays, Fridays, and Saturdays. She does

not work on Sundays. How many weeks will it take her to earn $45.00?

Answer: 3 weeks

Average percentage of moderate items answered correctly by 8th graders at three
achievement levels in 1992:'

Basic = 58% Proficient = 83% Advanced = 94%

Example of a challenging item on the 8th grade assessment:

Ken bought a used car for $5,375. He had to pay an additional 15 percent of the purchase
price to cover both sales tax and extra fees. Of the following, which is closest to the total

amount Ken paid?

A $806 C $5,760 0 $6,180
B $5,510 0 $5,940

Average percentage challenging items answered correctly by 8th graders at three

achievement levels in 1992:1

Basic r: 36% Proficient = 64% Advanced = 85%

VERY. CHALLENGING

Example of a very challenging item on the 8th grade assessment:

This question requires you to show your work and explain your reasoning. You may use

drawings, words, and numbers in your explanation.

Treena won a 7-day scholarship worth $1,000 to the Pro Shot Basketball Camp. Round-trip
travel expenses to the camp are $335 by air or $125 by train. At the camp she must choose
between a week of individual instruction at $60 per day or a week of group instruction at
$40 per day. Treena's food and other expenses are fixed at $45 per day. If she does not
plan to spend any money other than the scholarship, what are all choices of travel and
instruction plans that she could afford to make? Explain your reasoning.

Average percentage of very challenging items answered correctly by 8th graders at three

achievement levels in 1992:1

Basic =15% Proficient = 29% Advanced = 56%

Note: In 1992, over one-third of all 8th graders (37%) were unable to reach the lowest achievement level in

mathematics (Basic). Definitions of the achievement levels can be found in Appendix A.
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Direct Measure of the Goal
Student Achievement in Mathematics

In 1992, the percentage of
12th graders who met the
Goals Panel's performance
standard in mathematics
ranged from 3% for Blacks
to 31% for Asians/
Pacific Islanders.

Exhibit 33
Mathematics Achievement - Grade 12
Percentage of 12th graders who met the Goals Panel's
performance standard' in mathematics, 1992

100%

Goals Panel's 18%
14°/0performance

standard 4%

31%

3% 6%
19%

96% 97%

Male Female American Asian/ Black Hispanic White
Indian/ Pacific

Alaskan Native Islander

111 Proficient and above Below Goals Panel's performance standard

The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by
performance at the Proficient or Advanced levels on the National Assessment of Educational Progress (NAEP).
These levels were established by the National Assessment Governing Board (NAGB) and reported by the
National Center for Education Statistics INCES) in recent NAEP publications. A more complete description of
the performance standard can be found in Appendix A.

Change Since 19901

Percentage of 12th graders who met the Goals Panel's performance standard2 in mathematics:

Proficient and above
1990 1992

Male 16% 18%
Female 10% 14%

American Indian/ Alaskan Native3 4% 4%
Asian/Pacific Islander 25% 31%
Black 2% 3%
Hispanic 4% 5%
White i 5% 19%

I Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confidentthat change has occurred.

2 The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by
performance at the Proficient or Advanced levels on the National Assessment of Educational Progress (NAEP).
These levels were established by the National Assessment Governing Board (NAGB) and reported by the
National Center for Education Statistics INCES) in recent NAEP publications. A more complete description of
the performance standard can be found in Appendix A.

3 Should be interpreted with caution, since 1990 sample size does not allow accurate estimate of sample
variability.

NatIonal tor EitiL.Ition :-1.11.:ti,,. 1.00;
1111, pre,cntej dic Ho: (,.11, I:eport
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Direct Meastire of the Goal:
Student Achievement in Mathematics

Grade 12 Sample NAEP Mathematics Items

EASY.

Example of an easy item on the 12th grade assessment:

If k can be replaced by any number, how many differentvalues can the

expression k + 6 have?

A None
B One
C Six

D Seven
® Infinitely many

Average percentage of easy items answered correctly by 12th graders at three
achievement levels in 1992:1

Basic = 82% Proficient = 94% Advanced = 97%

MODERATE

Example of a moderate item on the 12th grade assessment:

Raymond must buy enough paper to print 28 copies of a reportthat contains 64 sheets of

paper. Paper is only available in packages of 500 sheets. How many whole packages
of paper will he need to buy to do the printing?

Answer: 4

Average percentage of moderate items answered correctly by 12th graders at three
achievement levels in 1992:1

Basic = 56% Proficient = 84% Advanced = 93%

Example of a challenging item on the 12th grade assessment:

If f(x) = 4x2 7x + 5.7, what is the value of 1(3.5)?

Answer: 30.2

Average percentage of challenging items answered correctly by 12th graders at three
achievement levels in 1992:1

Basic = 30% Proficient = 62% Advanced = 83%

VERY CHALLENGING

Example of a very challenging item on the 12th grade assessment:

Thi: question requires you to show your work and explain your reasoning. You may use

drawings, words, and numbers in your explanation.

One plan for state income tax requires those persons with income of $10,000 or less to

pay no tax and those persons with income greater than $10,000 to pay a tax of 6 percent

only on the part of their income that exceeds $10,000. A person's effective tax rate is

defined as the percent of total income that is paid in tax. Based on this definition, could
any person's effective tax rate be 5 percent? Could it be 6 percent? Explain your answer.
Include examples if necessary to justify your conclusions.

Average percentage of very challenging items answered correctly by 12th graders at three
achievement levels in 1992:1

Basic = 9% Proficient = 31% Advanced = 62%

Note. In 1992, over ore-third of all 12th graders (36%) were unable to reach the lowest achievement level in

mathematics (Basic, Definitions of the achievement levels can be found in Appendix A.
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In 1992, approximately one
out of every four students in
Grades 4 and 8 met the Goals
Panel's performance
standard in reading. More
than one-third of all 12th
graders met the standard.

Exhibit 34
Reading Achievement
Percentages of 4th, 8th, and 12th graders who met the Goals
Panel's performance standard' in reading, 1992

100%

Goals Panel's
performance
standard

25% 28%
37%

Grade 4 Grade 8 Grade 12

Proficient and above Below Goals Panel's performance standard
The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by
performance at the Proficient or Advanced levels on the National Assessment ofEducational Progress INAEP).

These levels were established by the National Assessment Governing Board INAGB) and reported by the

National Center for Education Statistics INCES) in recent NAEP publications. A more complete description of

the performance standard can be found in Appendix A.

Kitional Center tor Education Stati,tiLs, I,Pq

In 1992, the percentage of 4th
graders who met the Goals
Panel's performance
standard in reading ranged
from 7% for Blacks to 31%
for Whites.

Exhibit 35
Reading Achievement - Grade 4
Percentage of 4th graders who met the Goals Panel's
performance standard' in reading, 1992

100%

22%
28%

Goals Panel's 2270
performance
standard

72%

15%

1

85%

21%

79%

7%

NEN

13%

93% 87%

31%

69%

Male Female American Asian/ Black Hispanic White
Indian/ Pacific

Alaskan Native Islander

1111 Proficient and above Below Goals Panel's performance standard
The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by

performance at the Proficient or Advanced levels on the National Assessment of Educational Progress INAF.PI

These levels were established by the National Assessment Governing Board (NAGS) and reported by the

National Center for Education Statistics INCES) in recent NAEP publications. A more complete description of

the performance standard can be found in Appendix A.

N.ir ',mai (Allier tor Education I qt)1
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Grade 4 Sample NAEP Reading Items

The passage is an informative article about how Amanda Clement became the first paid
woman umpire on record.

EASY

Example of an easy item on the 4th grade assessment:

What obstacle did Mandy overcome in her baseball career?

A The players did not respect her.
B Baseball was not popular in Iowa.

VGirls did nottypically take part in sports.
She did not have very much experience at baseball.

Average percentage of easy items answered correctly by 4th graders at three
achievement levels in 1992:1

Basic = 80% Proficient = 21% Advanced = 95%

MODERATE

Example of a moderate item on the 4th grade assessment:

Write a paragraph explaining how Mandy got her first chance to be an umpire at a

public game.

Average percentage of moderate items answered correctly by 4th graders at three
achievement levels in 1992:1

Basic = 61% Proficient = 81% Advanced = 92%

CHALLENGING

Example of a challenging item on the 4th grade assessment:

Give three examples showing that Mandy was not a quitter.

Averap^ percentage of challenging items answered correctly by 4th graders at three
achievement levels in 1992:1

Basic = 40% Proficient = 62% Advanced = 81%

VERY CHALLENGING

Example of a very challenging item on the 4th grade assessment:

If she were alive today, what question would you like to ask Mandy about her career?

Explain why the answer to your question would be important to know.

Average percentage of very challenging items answered correctly by 4th graders at three
achievement levels in 1992:1

Basic = 19% Proficient = 35% Advanced = 57%

Note: In 1992, approximately four out of ten 4th graders (41%) were unable 13 reach the lewest achievement level

in reading 113asic). Definitions of the achievement levels can be found in Appendix A.



-34 Direct Measure of the Goal:
Student Achievement in Reading

In 1992, the percentage of 8th
graders who met the Goals
Panel's performance
standard in reading ranged
from 8% for Blacks to 38% for
Asians/Pacific Islanders.

Exhibit 36
Reading Achievement - Grade 8
Percentage of 8th graders who met the Goals Panel's
performance standard' in reading, 1992

100%

Goals Panel's 22%
performance
standard

78%

33%

Male Female

18%

38%

13%

34%

82% 62% 92%

American Asian/ Hispanic WhiteBlack
Indian/ Pacific

Alaskan Native Islander

II Proficient and above Below Goals Panel's performance standard
The Goals Panel's performance standard is "mastery over challenging sublect matter" as indicated by
performance at the Proficient or Advanced levels on the National Assessment of Educational Progress INAEPI.
These levels were established by the National Assessment Governing Board INAGB) and reported by the
National Center for Education Statistics (NCES1 in recent NAEP publications A more complete description of
the performance standard can be found in Appendix A
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Grade 8 Sample NAEP Reading Items

tal; required ,tudent, to read and LISC an actual kir, ,chedule that included table:,

map:, and text.

Example of an easy item on the 8th grade assessment:

Lois wants to use the wheelchair lift. What telephone number should she call to

arrange this?

A 1-201-935-2500 C 1-800-772-2287

B 1-800-772-3606 1-800-582-5946

Average percentage of easy items answered correctly by 8th graders at three
achievement levels in 1992:1

Basic = 75% Proficient = 92%

MODERATE

Advanced = 97%

Example of a moderate item on the 8th grade assessment:

How long does it take to ride from the intersection of Hanover and Broad to the

intersection of Mulberry and Enterprise?

A 5 minutes
B 8 minutes

13 minutes
D 23 minutes

Average percentage of moderate items answered correctly by 8th graders at three
achievement levels in 1992:1

Basic = 57% Proficient = 81% Advanced = 94%

Example of a challenging item on the 8th grade assessment:

As described in the explanation of how to use the schedule, which of the following

schedule entries is an example of a "check point"?

Presidents' Day C Northern New Jersey
(B Hanover and Broad D W 6.25

Average percentage of challenging items answered correctly by 8th graders at three
achievement levels in 1992:1

Basic = 39% Proficient = 64%

VERY CHALLENGING

Advanced = 85%

Example of a very challenging item on the 8th grade assessment:

Now that you have looked carefully at the bus schedule, use your notes and make

suggestions to help New Jersey Transit improve this schedule.

Average percentage of very challenging items answered correctly by 8th graders at three
achievement levels in 1992:1

Basic = 15% Proficient = 33% Advanced = 61%

Note. In 1992, nearly onethird of all 8th graders 131%lwere unable to reach the lowest achievement level in

eadinq (Basic) Definitions of the achievement levefs can be found in Appendix A
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'Direct Measureof the Goal:
Stbdent Achievement in Reading

In 1992, the percentage of
12th graders who met the
Goals Panel's performance
standard in reading ranged
from 16% for Blacks to 43%
for Whites.

Exhibit 37
Reading Achievement - Grade 12
Percentage of 12th graders who met the Goals Panel's
performance standard' in reading, 1992

100%

31%
Goals Panel's
performance
standard

42%

24%

39%

21%

43%

Male Female American Asian/ Black Hispanic White
Indian/ Pacific

Alaskan Native Islander

111 Proficient and above I=1 Below Goals Panel's performance standard
The Goals Panel's performance standard is "mastery over challenging subject matter" as indicated by
performance at the Proficient or Advanced levels r .1 the National Assessment of Educational Progress (NAEP).
These levels were established by the National Assessment Governing Board (NAGB) and reported by the
National Center for Education Statistics INCEST in recent NAEP publications. A more complete description of
the performance standard can be found in Appendix A
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Direct Measure of the Goal:
Student Achievement in Reading

Grade 12 Sample NAEP Reading Items

Two passages related to the battle ofShiloh were combined. One passage was an
encyclopedia entry about the battle and the other passage was a narrative account of the

battle trom one soldier's perspective.

Example of an easy item on the 12th grade assessment:

The night before the battle, Union and Confederate forces unknowing!), camped a short

distance from each other

A near Manassas, Virginia
in "The Hornets' Nest"
near the Tennessee River

0 near Owl Creek

Average percentage of easy items answered correctly by 12th graders at three

achievement levels in 1992:1

Basic = 78%

I ;

Proficient = 91% Advanced = 97%

Example of a moderate item on the 12th grade assessment:

How could reading these two sources help a student learn about the battle of Shiloh?

Average percentage of moderate items answered correctly by 12th graders at three

achievement levels in 1992:1

Basic = 61% Proficient = 80% Advanced = 93%

Example of a challenging item on the 12th grade assessment:

Identify two conflicting emotions displayed by the Union officer in his journal entry.

Explain why you think the battle of Shiloh caused him to have these conflicting feelings.

Average percentage of challenging items answered correctly by 12th graders at three

achievement levels in 1992:1

Basic = 42% Proficient = 64%

VERY CHALLENGING

Advanced = 84%

Example of a very challenging item on the 12th grade assessment:

On the basis of information contained in the two passages, decide whether or not you think

the United States should ever again engage in a civil war. Explain your answer using

examples from what you have learned and read about war.

Average percentage of very challenging items answered correctly by 12th graders at three

achievement levels in 1992:1

Basic = 22% Proficient = 40% Advanced = 65%

Note. In 1992, one-fourth of all 12th graders (25%) were unable to reach the lowest achievement level in

reading (Basic). Definitions of the achievement levels can be found in Appendix A.

7()
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68 Direct Measures of the Goal:
Student Achievement in Writing and Science

Average Writing Score

1984 1990 Chanel
Grade 4
All students 179 183 NS

Black 154 155 NS

Hispanic 163 168 NS

White 186 191 NS

Grade 8
All students 206 198

Black 190 182 NS

Hispanic 191 189 NS

White 210 202

Grade 11
All students 212 212 NS
Black 195 194 NS
Hispanic 188 198 NS

White 218 217 NS

1 + means statistically significant increase.
means statistically significant decrease.

NS means no statistically significant

change.

Average writing scores
for 4th and 11th graders
remained relatively
unchanged between 1984
and 1990, while the
average score for 8th
graders declined.

Exhibit 38
Trends in Writing Proficiency
Average writing score' on a scale of 0 to 500 for students in
Grades 4, 8, and 11, 1984 to 1990

500

400

300

200

100

212
206
179

212
198

$ 183

0
1984

Grade 4

1988 1990

Grade 8 Grad 11

1 Complete descriptions of each level can be found in Appendix A

Source: National Center for Education :Nateat,.N. 1991
This exhibit repeats intormation presented in the 1992 Goals Report.

Average Science Score

1977 1990 Changer
Age 9
All students 220 229 +

Black 175 196

Hispanic 192 206 +

White 230 238 +

Age 13
All students 247 255 +

Black 208 226 +

Hispanic 213 232 +

White 256 264 +

Age 17
All students 290 290 NS

Black 240 253 +

Hispanic 262 262 NS

White 298 301 NS

+ moans statisticalty significant increase.
means statistically significant decrease.

NS means no statistically significant
change.

Average science scores for
9- and 13-year-olds
increased between 1977 and
1990. The average score for
17-year-olds remained
the same.

'11111M,

Exhibit 39
Trends in Science Proficiency
Average science score' on a scale of 0 to 500 for students 9, 13,
and 17 years old, 1977 to 1990

500

400
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200

100

290
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(-- 290
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0
1977

.,111-- Age 9

1982 1986

Age 13

Complete descriptions of each level can be found in Appendix A
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Direct Measure of the Goal:
Advanced Placement Participation and Peiformance

Exhibit 40
Advanced Placement Results - English,
Mathematics, Science, and History
Number of examinations taken (per 1,000 11th and 12th
graders), and number receiving grades of 3 or higher,' 1993

a
0.) w

roro
.175

th

0 fa
N
1:3

E g
ro

)

0
a) 0

85

All four subjects Enolish2 Mathematics3 Sciences History5

Number of examinations taken Number with grades of 3 or higher
(per 1,000 11th and 12th graders) (per 1,000 11th and 12th graders)

A grade of 3 or higher is generally high enough to make students eligible for college credit.

Includes Language & Composition and Literature « Composition.
includes Calculus AB and Calculus BC.
Includes Biology, Chemistry, Physics B, Physics C (Mechanics), and Physics C (Electricity and Magnetism)

Includes U S. History and European History.

69

For every 1,000 11th and 12th
graders enrolled in 1993,
85 Advanced Placement
examinations were taken
in English, mathematics,
science, and history. Nearly
two-thirds were graded at
3 or above, which is
generally high enough to
make students eligible for
college credit.

Change Since 1991

Number of Advanced Placement examinations taken (per 1,000 11th and 12th graders), and

number receiving grades of 3 or higher.

Total number
taken'

1991 1993

Number with
grades below 3

1991 1993

Number with
grades of 3 or higher

1991 1993

All four subjects 72 85 26 31 45 54

English 23 28 8 10 16 18

Mathematics 15 17 5 5 10 12

Science 13 17 5 6 9 11

History 20 23 9 10 11 13

I Numbers with grades of 3 or higher and numbers with grades below 3 may not always add to total number taken

due to rounding.

Between 1991 and 1993, the
number of Advanced
Placement examinations
taken (per 1,000 11th and 12th
graders) in English,
mathematics, science, and
history increased from 72 to
85. The number with grades
of 3 or higher (per 1,000 11th
and 12th graders) increased
by nine.

i i,, i .11cczc: I;..trd. 1001 ITO i
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1986

%

1993 Change

Total 262,454 471,411 80%

American Indian/
Alaskcn Native 607 1,989 228%

Asian/Pacific
Islander 22,957 64,026 179%

Black - 6,892 18,789 173%

Hispanic 6,442 20,417 217%

Whits 187,851 326,151 74%

Other/Not..; 37,705 40,039 6%

Between 1986 and 1993, the
numbers of Advanced
Placement examinations
taken in English,
mathematics, science, and
history increased by 80%.
Rates of increase were
greatest among minority
groups.

Exhibit 41
Trends in Advanced Placement Examinations -
English, Mathematics, Science, and History
Number of examinations taken (per 1,000 11th and 12th graders),
1981 to 1993
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1981

En glish 1

Mathematics2

1986 1991 1992 1993

Science3

History4

1 Includes Language & Composition and Literature & Composition.
2 Includes Calculus AB and Calculus BC.
3 Includes Biology, Chemistry, Physics B, Physics C (Mechanics), and Physics C (Electricity and Magnetism).
4 Includes U.S. History and European History

Source: The College Board. various year-.
This exhibit updates information presented in the 1992 Goals Report.
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Direct Measure of the Goal:
Advanced Placement Participation and Performance&

Exhibit 42
Advanced Placement Results - Foreign Languages
and Fine Arts
Number of examinations taken (per 1,000 11th and 12th graders)
in foreign languages and fine arts, and number receiving
grades of 3 or higher,' 1993

8

71

For every 1,000 11th and 12th
graders enrolled in 1993,
eight Advanced Placement
examinations were taken
in foreign languages and two
were taken in fine arts.

Foreign Languages2

Number of examinations taken
(per 1,000 11th and 12th graders)

Fine Arts3

El Number with grades of 3 or higher
(per 1,000 11th and 12th graders)

1 A grade of 3 or higher is generally high enough to make students eligible for college credit.

2 Includes French Language, French Literature, Spanish Language, Spanish Literature, and German.

3 Includes Art History, Studio Art (Drawing and General), and Music Theory. Note: The non-rounded number of

fine arts examinations taken and the number with grades of 3 or higher (per 1,000 11th and 12th graders) were 2.1

and 1.6, respectively.

Change Since 1991

Number of Advanced Placement examinations taken (per 1,000 11th and 12th graders) in foreign

languages and fine arts, and number receiving grades of 3 or higher.

Total number
taken'

1991 1993

Number with
grades below 3

1991 1993

Number with
grades of 3 or higher

1991 1993

Foreign languages
Fine arts

7

2
8
2

2

<1

2
<1

5

1

6

2

1 Numbers with grades of 3 or higher and numbers with grades below 3 may not a ways add to total number taken

due to rounding.

Smrce: The (:olleue Board. 1991 and 1993
This updates um,rmation presented in the 1092 Cloak lertyrt.

d()

Between 1991 and 1993, the
number of Advanced
Placement examinations
taken (per 1,000 11th and 12th
graders) in foreign languages
increased from seven to
eight, while the number taken
in fine arts remained at two.
The number with grades of 3
or higher (per 1,000 11th and
12th graders) increased by
one in both subject areas.



72 Direct Measure of the Goal:
Advanced Placement Participation and Performance.

Foreign Languages

1986 1993 Change

Total 21,284 44,364 108%

American Indian/
Alaskan Native 28 96 243%

Asian/Pacific
Islander 1,336 4,330 224%

Black 485 1,215 151%

Hispanic 2,876 12,870 347%

White 13,207 21,771 65%

Other/Not Stated 3,352 4,082 22%

Fine Arts

1986 1993 Charge

Total 4,069 11,775 189%

American Indian/
Alaskan Native 23 75 226%

Asian/Pacific
Islander 300 1,438 379%

Black 105 422 302%

Hispanic 142 697 391%

White 2,755 7,925 188%

Other /Not Stated 744 1,218 64%

Between 1986 and 1993, the
number of Advanced
Placement examinations
taken (per 1,000 11th and 12th
graders) in foreign languages
more than doubled, and the
number taken in fine arts

i nearly tripled.

Exhibit 43
Trends in Advanced Placement Examinations
Foreign Languages and Fine Arts
Number of examinations taken (per 1,000 11th and
12th graders) in foreign languages and fine arts, 1981 to 1993
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--Xi Foreign Languages1 Fine Arts2

Includes French Language, French Literature, Spanish Language, Spanish Literature. and German
2 Includes Art History, Studio Art (Drawing and General), and Music Theory.

Source: The I. Aleut: Board, vartou. vein
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Exhibit 44
Knowledge of Civics
Percentages of 4th, 8th, and 12th graders scoring at or above four
levels,' 1988

Level 200 Level 250 Level 300 Level 350
Grade 4

All Students
Black
Hispanic
White

71%

49%
51%
80%

10°4

2%
4%

12%

<1%

<1%
<1%
<1%

<1%

<1%
<1%
<1%

Grade 8

All Students 94% 61% 13% <1%
Black 91% 41% 4% <1%
Hispanic 89% 41% 3% <1%
White 96% 69% 16% 1%
Grade 12

All Students 99% 89% 49% 6%
Black 97% 77% 23% 1%
Hispanic 98% 79% 30% 3%
White 99% 93% 55% 7%

Examples of what students performing at various levels of the National Assessment of Educational Progress
typically know and can do:

Level 200. Recognize the existence of civic life
Level 250: Understand the nature of political institutions and the relationship between citizen and

government
Level 300: Understand specific government structures and functions
Level 350 Understand a variety of political institutions and processes

Complete descriptions of each level can be found in Appendix A
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In 1988, nearly all 12th
graders had a basic
knowledge of civics,
such as elections, laws,
and constitutional rights.
However, only about half
understood specific
government structures
and functions, such as
separation of powers,
and only 6% had a
detailed knowledge of
institutions of government,
such as the Cabinet
and the judiciary.

,tr, v. i11.11
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Exhibit 45
Community Service
Percentage of 12th graders reporting that they performed
community service during the past two years, 1992

All 12th graders

In 1992, 44% of 12th graders
reported that they performed
community service during the
past two years. cn

Male

Female

44%

=11E138%

American Indian/
Alaskan Native

24%

50%

Asian/Pacific
Islander

Black 1111116111136%

111111111M1Hispanic 39 /0

White

48%

46%

Public 42%

Catholic 67% 1

Other private 57%

0% 20% 40% 60% 80% 100%
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Exhibit 45 (continued)
Community Service
Percentage of 12th graders reporting that they performed
community service during the past two years, 1992

General

College preparatory

Vocational

Highest

Lowest

Urban

Suburban

Rural

37%

30%

3'7%

29%1

45%

49%1

44%

40%

60%

0% 20% 40% 60% 80% 100%
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76 Direct Measure of tha.. Goal:
Citizenship and Community Service

Voter registration and voting
are more common practices
among older populations
than among younger ones. In
1992, 53% of all U.S. citizens
18 to 20 years old were
registered to vote, compared
to nearly three-fourths of
those 21 years and older.
Forty-two percent of 18- to

i20-year-olds actually voted,
while 67% of those 21 and
older voted.

Between 1988 and 1992,
rates of voter registration
and voting increased among
18- to 20-year-olds as well
as among adults aged 21
and older.

Exhibit 46
Young Adult Voter Registration and Voting
Percentage cf all U.S. citizens 18 to 20 years old and 21 years and
older who registered to vote and who voted, 1992

ti
tv
4-

Total

slack

Hispanic
origin

White

Total

Black

Hispanic
origin

White

39%
60%

55%

42%
67%

34%

", al% 44 50%

59%

0% 20% 40% 60%

75%

68%

80% 100%

111 18- to 20-year-olds Ej 21 years and older

Change Since 1988'

Percentage of all U.S. citizens 18 to 20 years old and 21 years and older who registered to vote and

who voted:

18- to 20-year-olds 21 an older
Registered -

to vote
1988 1992

Voted.,
1988 1992

Registered
to vote

1988 1992

Voted
1988 1992

All 48 53 * 42' 72 74 62 67

Black 45 46 729 -34. 69 69 56 59

Hispanic 36 39 23 27 59 60 48 50

"Mite 48 55 * 36 44 * 73 75 63 68 *

1 Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident sat change has occurred.
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Exhibit 47
Trends in Young Adult Voter Registration
and Voting
Percentage of all U.S. citizens 18 to 20 years old who registered to
vote and who voted, 1972 to 1992

100%

80%

5
60%

59%

49%

40%

20%

0%

53°A)

42%

1972 1976 1980 1984 1988 1992

111-- 18- to 20-year-olds who 18- to 20-year-olds who voted
registered to vote
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Between 1972 and 1976, the
percentage of 18- to 20-year-
olds who registered to vote
and who actually voted
dropped substantially. Rates
remained fairly steady until
1988, then increased in 1992.
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78 Additional Important Information:
Participation in Challenging Courses

Between 1982 and 1987, the
percentage of high school
graduates who completed
four years of English rose
sharply, then dropped slightly
in 1990. The percentage of
students who completed the
sequence of Biology,
Chemistry, and Physics has
continued to increase slowly
since 1982.

OVE-RALL TREND

100%

80%

60%

40%
46°.

20%
30%

--- 19%

11%
0%

1982 1987 1990
i Four years of English
- Biology, Chemistry, and Physics

Exhibit 48
High School Course Completion - English
and Science
Percentage of high school graduates who completed selected
English and science courses, 1982, 1987, and 1990

100%

80%

60%

40%

20%

0%

100%

80%

60%

40%

20%

0%

Four Years of English

48%

Asian Black Hispanic White

T-..?! to og y ChemCuy, an
'

42%

111 1982 1987 1990

Change Since 19871

Four years
of English

1987 1990

Biology, Chemistry,
and Physics
1987 1990

Ai! 49 46 17 19

Asian 48 36 42 34

Black 55 50 9 12

Hispanic 39 38 8 10

White 50 47 18 21

1 Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.
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Additional Important Information:
Participation in Challenging Courses

Exhibit 49
High School Course Completion - Mathematics
Percentage of high school graduates who completed selected
mathematics courses, 1982, 1987, and 1990

100%

80%

60%

rail and Geometry 2
.

41% 38%
40%

30%

20%

0%

100%

80%

60%

40%

2
25%

29%
38% 38% __

24%

14% 11%

Asian Black Hispanic White
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Between 1982 and 1987, the
percentage of high school
graduates who had
completed the sequence of
Algebra I, Algebra ll, and
Geometry increased
substantially. Since 1987, the
percentage has remained

p
period (1982-1990), the

of high school

constant. During the same

graduates who had
lculus completed Calculus

increased slightly.
L

20% 13%

0°4,

30%

19%

Asian

1% 2% 3%

Black

1982

2% 4% 4%

Hispanic

6% 6% 7%
EME:77771

White

1987 1990

OVERALL TREND
100%

80%

60%

40% 35%

20% 22%
5%

7%

0%
1982 1987 1990

Algebra I. Algebra II. and Geometry

Calculus

Change Since 19871

All
Asian
Black
Hispanic
White

Algebra I, Algebra II,
and Geometry
1987 1990

Calculus
1987 1990

34 35 6 7

41 38 30 19

25 29 2 3

21 30 * 4 4

38 38 6 7

I Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.
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Additional Important Information:
Participation in Cheienging Courses

Since 1982, the percentages
of high school graduates who
completed courses in U.S.
and World History and
Geography have increased
substantially.

OVERAL!.. TEND
100%

80%

60%

40%

20%

0%

45

26%
21'1,

16%

1982 1987 1990
U.S and World History

Geography

Exhibit 50
High School Course Completion History
and Geography
Percentage of high school graduates who completed selected
history and geography courses, 1982, 1987, and 1990

100%

80%

60%

40%

20%

0%

U :S. and World History..

590/

100%

80%

60%

40%

20%

0%

Asian Black Hispanic White

19%
14%

19% 210/ 23% 18% 14% 14% 15% 16%
22%.

Asian

IN 1982

Black Hispanic

1987 1990

White

Between 1987 and 1990, the
percentage of high school
graduates who completed
courses in Geography has
increased.

Change Since 19871

U.S. and
World History
1987 1990

Geography
1987 1990

All
Asian
Black
Hispanic
White

39 45

43 47

40 52

43 59 *
40 42

15 21

14 19

21 23

14 14

16 22

1 Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.
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Additional Important Information:
Participation in Challenging Courses

Exhibit 51
High School Course Completion - Foreign
Languages and Fine Arts
Percentage of high school graduates who completed foreign
language and fine arts courses, 1982, 1987, and 1990

100%

83% 83%

100%

80%

55%

Asian Black Hispanic

Any Visual or Performing Art

White

Asian

111 1982

Black Hispanic

0 1987 0 1990

White

31

Between 1982 and 1990, the
percentages of high school
graduates who completed
foreign language and fine
arts courses have increased
markedly.

OVER ALL. T.R EM)

100%

80%

60% 54%
49%

40%

20%

0%
1982 1987 1990

Any foreign language

- Any visual performing art

Change Since 19871

Foreign Visual or
languages Performing Arts

1987 1990

All 65 70 *
Asian 83 83

Black 55 62

Hispanic 63 72 *
White 65 71 *

1987 1990

57 63
53 63 *
54 61

61 67

56 63 *

I Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

Between 1987 and 1990, the
percentages of high school
graduates who had
completed foreign language
and fine arts courses
increased.
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82 Additional Important Information:
Academic Programs

Typo of High &Aloof
Program Attended

Males

1972 1980 1992
Academic/
College prep 49% 39% 47%

General 33% 38% 41%

Vocational 18% 23% 12%

Females

1972 1980 1992
Academic/
College prep 44% 38% 49%

General 30% 36% 39%
Vocational 26% 26% 12%

Exhibit 52
High School Programs Attended
Percentage of high school seniors who reported being enrolled in
the following programs, 1972 to1992

100%

80%

60%

Between 1972 and 1980,
the percentage of high 40%

school seniors enrolled in
an academic or college
preparatory program
decreased 8 percentage
points. However, by 1992,
the percentage had risen
slightly higher than its 1972

32% '

20% 22%

12%

level. The percentage of 1972 1980

female students enrolled in
academic or college 11: Academic/college preparatory
preparatory programs has
increased 5 percentage
points over the past twenty
years, compared to a
decrease of 2 percentage
points for males.

1992

General Vocational
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GOAL 4

Introduction

Science and Mathematics

Nearly every day the tront page of a newspaper or the eveninv television ne,\ .
describes an event that requires clear, informed thinking about science or mathc-
matics. While it is important for is to he knowledgeable in a broad range of sub-
jects, science and mathematics are particularly vital in the decisions we make in
jobs, use of resources, health, and everyday consumer activities. Our nation',
ability to compete globally rests upon strong science and mathematics skills and

our ability to apply this knowledge to emerging technologies. That is why Goal 4
is unequivocal It sets the very highest standard possible.

Yet positive student attitudes about science and mathematics decline precipi-
tously as student, ...!row older. International and national assessments reflect this
loss. Our 9-vear-olds perform relatively well in science and mathematic,, but k
age 13 their knowledge of mathematics and science is well behind that of stu-
dents from countries in both Europe and Asia.

Surveys of students and parents indicate a prevailing attitude in I hi, country
that science and mathematics are nor important subjects for most students and
that high achievement result, from something other than hard work.

Contributing to this attitude is a long-term tendency of American schools to
minimize the importance of science and mathematics instruction, especially in
the early grades. Only 15 percent of all 4th graders, for example, receive instruc-
tion from a teacher w has been specially trained to teach mathematics. Less
than one - fourth of elementary teachers feel qualified to teach specific science,.
Even at the high school level. about 20 percent of science teacher, and 30 per-
cent of mathematics t,:acher, hive degrees outside the fields in which they are
teaching.

IriStrUCtIon Ind\ also pia\ a part in why students gradualk It)se inter-
est in science and mathematic,. Three years ago the National Council of Teacher,
of Mathematics recommended that all students should use computer, and calcula-

tors in their classes. According to data in this Goals Report, computers are becom-
ing more available in the early grades and calculator use has become more wide-
spread in the middle grades. Even so, only 56% of 8th graders regularly use
calculators and only 20",, have computers in their classrooms. And despite the
fact that Algebra is the gateway subject to more advanced mathematics, less than
halt of all 6th graders (48%) currently attend classes that heavily emphasize this
topic.

For our students to be well-int-omit:kJ and competent, science and mathematic,
knowledge must become -bask- in this country. It is as important for individual,
as it is for the nation as a whole it we are to prosper. This is why so much effort 1,
going into developing higher curriculum standards for all students in science and
mathematics, ones that taster critical thinking, application of knowledge, ind
integration Ott technologk. The ,20.11 is to be more than just adequate. It is to be

excellent, to be the hest.
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'1 Science and Mathematics

By the year 2000, U.S. students will be first in the world in science and

mathematics achievement.

Objectives
\..iath and science education will be strengthened throughout the system,
especially in the early grades.

The number ot teachers with a substantive background in mathematics
and science will increase by 50 percent.

The number of U.S. undergraduate and graduate students, especially
women and minorities, who complete degrees in mathematics, science,
..nd engineering will increase significantly.
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What we have
learned since
the 1992 Report

Science and Mathematics

The 1993 Goals Report presents updates in mathematics instructional pm:-
tices in Grades 4 and 8, priority of mathematics in schools, trends in Advanced
Placement science and mathematics examinations, degrees earned in science.
mathematics, and engineering, and student attitudes toward mathematics.

Direct Measures of the Objectives

Strengthening Science and Mathematics Education

In 1992, teachers reported that substantial numbers of 4th and 8th grader
were not receiving the kind of instruction recommended by mathematics educa-
tion experts, such as working with mathematics tools and equipment, developing
reasoning and problem-solving skills, and learning to communicate mathematic,
ideas. (See Exhibits 56 and 58.1

Between 1990 and 1992. the percentage of 8th graders whose teachers report-
ed that they used calculators in mathematics class at least once a week increased
14 percentage points. (See Exhibit 58.)

During the past seven years, the number of Advanced Placement examina-
tions taken in science has increased 64% in Biology, 83% in Chemistry, and
129% in Physics; the total number taken in Calculus nearly doubled. (See
Exhibits 62 and 63.)

Degrees Awarded in Science, Mathematics, and Engineering

In 1991, 137 science degrees and 5 mathematics degrees (per 1,000 22-year-
olds) were awarded to U.S. citizens. Between 1989 and 1991, increases in science
degrees awarded were greatest among females and Blacks. (See Exhibit 66.1



GOAL 4

89

Science and Mathematics

American students earned over half a million science degrees in 1991, and over
17,000 degrees in mathematics. The combined number of undergraduate and
graduate degrees earned by females increased 13% in science (versus a 9%
decrease for males) between 1979 and 1991; the combined number earned in
mathematics increased 5% for males and 35% for females. (See Exhibits 67 and
68.)

Between 1979 and 1991, the combined numbers of undergraduate and gradu-
ate degrees earned in science increased for American Indian/Alaskan Native,
Asian/Pacific Islander, and Hispanic students, but decreased slichtly for Black
and White students. The combined numbers of decrees earned in mathematics
increased for students in every racial/ethnic group. k See Exhibits 69 and 70.)

We still need internationally benchmarked standards of student achievement

VVhat we still in mathematics and science by which to compare our students with students from
other countries reliably. In the interim, the Panel will continue ro report the best

need to know available international data and encourage and monitor the development of
valid, reliable, internationally comparable measures. The Goals Panel will pro-

mote research that delineates comparable standards in mathematics and science
around the world and assessments that reflect those standards.
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90 Direct Measure of the Goal:
International Student Achievement Comparisons

American 13-year-olds were
outperformed by students in
Hungary, Korea, and Taiwan
in three out of four areas
tested in an international
science assessment in 1991.
American students were also
outperformed by students
in Korea, Switzerland, and
Taiwan in all areas tested in a
1991 international
mathematics assessment,
and by students in France
and Hungary in tour out of the
five areas tested.

BEST COPY AVAILABLE

Exhibit 53
International Science and Mathematics
Achievement Comparisons
Performance of 13-year-olds from five countries' in relation
to U.S., 1991

Science Achievement

Areas

Life science

Physical science

Earth science

Nature of science

Areas

Countries which
scored lower

than U.S.

Countries in which
students' scores were

similar to those
of the U.S.

I MIN 1--1

Countries which
scored higher

than U.S. 1

Mathematics Achievement

Countries which
scored lower

than U.S.

Countries in which
students' scores were

1 similar to those
of the U.S.

Countries which
scored higher

than U.S.

Numbers and
Operations

Measurement

Geometry

Data Analysis, Probability,
and Statistics

Algebra and
Functions

I IN

IS France 1-1 Hungary ESSi Korea

1110\ 1111111N

Switzerland EMI Taiwan

1 Students from Brazil, Canada, China, England, Ireland, Israel, Italy. Jordan, Mozambique. Portugal, Scotland,
Slovenia, the former Soviet Union, and Spain also participated in this assessment
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Exhibit 54
Science Instructional Practices
Percentage of 8th graders, 1990

Who reported,
and whose
teachers reported,
that they do
the following
at least once
a week:

Whose teachers
reported that:1

Give oral
or written

science reports

Do science
experiments

Write up
experiments

14%

15%

41%

25%
38%

Use computers 10%

4%

Facilities for
teaching laboratory

science are adequate

They are well-supplied
with instructional

materials and resources

They do not rely
primarily on textbooks

to determine what
they teach

62%

56%

56%

46%

Whose teachers
reported that
they heavily
emphasize:1 Developing problem-

solving skills

Communicating ideas
in science effectively

Developing skills in
laboratory techniques

38%

. 138%

54%

0% 20% 40% 60% 800/0 100%

8th Grade student reports

This information was not collected from 8th grade students.

8th Grade teacher reports
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In 1990, most students were
not receiving the kinds of
instruction needed to apply
science ideas outside of the
classroom, and many
teachers did not have
adequate facilities or
supplies to pursue these
types of instruction.

ton.il (cntt.r h r rdlik".IIII :^t.ItINtILs .1I1.1 Int.. 10°2

ilh c.iiirtt repeat~ intormation premmtvkl in tht. 19)2 Choi, Report.

98



92
f

In 1990, the percentage of 8th
graders who performed
or wrote up science
experiments, gave reports,
and used computers in
science class varied greatly
among different racial/ethnic
groups, according to student
reports. Males were more
likely than females to receive
this kind of instruction.

Exhibit 55
Science Instructional Practices, by Sex and
by Racerithnicity
Percentage of 8th graders who reported doing these activities at
least once a week, 1990

Give oral
or written

science reports

Do science
experiments

Write up
experiments

Use computers

Give oral
or written

science reports

Do science
experiments

Write up
experiments

19%
14%

10%

46%
".;,:::'i.T45-'X'V:,"41.7,t4:7;r,t4.- 41%

36%
41%
42%

26%
22%

4.1.17.,R:Nicg

32%
37%

33%
33%

23%

14%
16%
17%
15%

11111111%
16%

1111111!11111113
43%

28%
23%

Use computers 111111180/102%

0% 20% 40% 60% 80% 100%

II American Indian/Alaskan Native

Asian/Pacific Islander

ES1 Black

Hispanic

White

II Male
Female
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Exhibit 56
Mathematics Instructional Practices Grade 4
Percentage of 4th graders, 1992

Whose teachers reported that
they do the following at least
once a week:

Work in small groups

Work with rulers,
blocks, or geometric shapes

Whose teachers reported that
they heavily emphasize:

Algebra and functionsl

Developing reasoning ability
to solve unique problems

Communicating
mathematics ideas

14%

44%

48%!

38%

63%

93

In 1992, teachers reported
that substantial numbers of
4th grade students were not
receiving the kind of
instruction recommended by
mathematics education
experts, such as working
with mathematics tools and
equipment, developing
reasoning and problem-
solving skills, and learning to
communicate mathematics
ideas.

Whose teachers reported that:

Students have computers
in their class-ooms

Students use calculators in
mathematit.s class at

least once a week
17%

44%

0% 20% 40°h 60% 80% 100%

Informal introduction of concepts at Grade 4

Change Since 19901

Percentage of 4th graders whose teachers reported that

1990 1992

Students work in small groups at least once a week 62 63

Students work with rulers, blocks, or geometric shapes

at least once a week
51 44

They heavily emphasize Algebra and functions2 2 4

They heavily emphasize developing reasoning ability to

solve unique problems
44 48

They heavily emphasize communicating mathematics ideas 40 38

Students have computers in their classroom 31 44*

Students use calculators in mathematics class at least once a week 18 17

I Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Informal introduction of concepts at Grad a 4.

1-ource: Nanonal LA:titer for Ejucation tiratntIC., 1'191

)10. exhibit iipaite tnt rrnan, n pre.t.nu,d in the 1992 Cia!, Report.
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In 1992, the percentages of
4th graders who received
the kinds of instruction
recommended by
mathematics education
experts were fairly similar
among males and females, as
well as among different
racial/ethnic groups,
according to teacher reports.

Direct Measure of the Objectives:
Strengthening Science and Mathematics Education

Exhibit 57
Mathematics instructional Practices - Grade 4,
by Sex and by Race/Ethnicity
Percentage of 4th graders, 1992

Whose teachers reported that Male 4%
they heavily emphasize: Female 3%

American Indian/Alaskan Native 3%

Algebra and Asian/Pacific Islander 5%

functions' Black 4%

Hispanic 6%
White 3%
Male 49%

Female 48%
American Indian/Alaskan Native 40%

Developing Asian/Pacific Islander
reasoning

42%

ability to solve Black 48%
unique problems Hispanic 51%

White 48%

Whose teachers
reported that:

Students use
calculators in
mathematics
class at least
once a week

Male
Female

American Indian/Alaskan Native
Asian/Pacific Islander

Black
Hispanic

White

Informal introduction of concepts at Grade 4

0%

27%
19%

17%
16%

20% 40% 60% 80% 100%

Change Since 19901

Percentage of 4th graders whose teachers reported that:2

1990 1992

They heavily emphasize Algebra and functions:3
Male

2 4

Female
2 3

American Indian/Alaskan Native 2 3

Asian/Pacific Islander 1 5

Black
<1 4

Hispanic
4 6

White.
2 3

They heavily emphasize developing reasoning ability to solve unique problems:

Male
43 49

Female
45 48

American Indian/Alaskan Native 43 40

Asian/Pacific Islander 55 42

Black
49 48

Hispanic
44 51

White
43 48

1
Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Data on use of calculators in mathematics class not available for 4th graders prior to 1992.

3 Informal introduction of concepts at Grade 4.
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Exhibit 58
Mathematics Instructional Practices Grade 8
Percentage of 8th graders, 1992

Whose teachers reported that:

Students work in small
groups at least once a week

Students work with
measuring instruments

or geometric solids

Whose teachers reported that
they heavily emphasize:

Algebra and functions

Developing reasoning ability
to solve unique problems

Communicating
mathematics ideas

Whose teachers reported that:

Students have computers
in their classrooms

Students use calculators in
mathematics class at

least once a week

8%

20%

51%)

48%

40%

49%

56%

0% 20% 40% 60% 80% 100%

95

In 1992, teachers reported
that substantial numbers of
8th graders were not
receiving the kind of
instruction recommended by
mathematics education
experts, such as developing
reasoning and problem-
solving abilities and
cOMIunicating mathematics
ideas. Only one in five 8th
graders had computers in
their classrooms, and only
one in twelve worked with
mathematics tools such as
measuring instruments or
geometric solids.

Change Since 1990'

Percentage of 8th graders whose teachers reported that

1990 1992

Students work in small groups at least once a week 50 51

They heavily emphasize Algebra and functions 48 48

They heavily emphasize developing reasoning ability to

solve unique problems
46 49

They heavily emphasize communicating mathematics ideas 38 40

Students have computers in their classroom 22 20

Students use calculators in mathematics class at least once a week 42 56 *

Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with anasterisk, we are confident that change has occurred.

2 Data on working with measuring instruments or geometric
solids not available for 8th graders prior to 1992.

cuter tor Llukatton Stathri,,, 190;

I hi, ,A1,11,11 update, intormiltion pre.eilted III the 1902 ItrIrt.

102

The percentage of 8th
graders whose teachers
reported that the,/ used
calculators in mathematics
class at least once a week
increased 14 percentage
points between 1990 and
1992.
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In 1992, the percentages of
males and females in the 8th
grade who received the kinds
of instruction recommended
by mathematics experts were
fairly equal, according to
teacher reports.

Exhibit 59
Mathematics Instructional Practices - Grade 8,
by Sex
Percentage of 8th graders, 1992

Whose teachers reported that
they heavily emphasize:

Algebra and
functions

Developing
reasoning
ability to solve
unique problems

Whose teachers
reported that:

Students use
calculators in
mathematics
class at least
once a week

Male

Female

Male

Female

Male

Female

0%

47 %

49%

48%

50%

56%

56%

60% 80% 100%20% 40%

Change Since 1990'

Percentage of 8th graders whose teachers reported that

1%0 1992

They heavily emphasize Algebra and functions:
Male 46 47

Female 50 49

They heavily emphasize developing reasoning ability to
solve unique problems:

Male 44 48

Female 48 50

Students use calculators in mathematics class at least
once a week:

Male 45 56

Female 39 56 *

1 Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling 9rfor. In cases noted with an asterisk, we are confident that change has occurred.

SOlIrCC: N.1[1011,11 CetItCr h,1" Education Statistics. 100;
This exhibit updates intormation presented in the 10Q2 ( 'huts Report
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Exhibit 60
Mathematics Instructional Practices - Grade 8,
by Race/Ethnicity
Percentage of 8th graders, 1992

Whose teachers reported that
they heavily emphasize:

Algebra and
functions

Developing
reasoning
ability to solve
unique problems

American Indian/
Alaskan Native

Asian/Pacific Is!' Ader

Black

Hispanic

White

American Indian/
Alaskan Native

Asian/Pacific Islander
Black

Hispanic

White

Whose teachers
reported that:

Students use
calculators in
mathematics
class at least
once a week

American Indian/
Alaskan Native

Asian/Pacific Islander
Black

Hispanic

White

41%

42%
50%

48%

49%

45%
49%

0%

44%

45%

48%

65% I

60%

66%

59%

20% 40% 60% 80% 100%

1
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In 1992, Asian/Pacific
Islander students were more
likely to receive the kind of
instruction recommended by
mathematics education
experts than students from
other racial/ethnic groups,
according to teacher reports.

Change Since 19901

Percentage of 8th graders whose teachers reported that

1990 1992

They heavily emphasize Algebra and functions:
American Indian/Alaskan Native 18 42

Asian/Pacific Islander 62 65

Black 41 41

Hispanic 47 42

White 50 50

They heavily emphasize developing reasoning ability to solve unique problems:
American Indian/Alaskan Native 22 48

Asian/Pacific Islander 70 60

Black 47 49

Hispanic 49 45

White 45 49

Students use calculators in mathematics class at least once a week:
American Indian/Alaskan Native 75 44

Asian/Pacific Islander 62 66

Black 29 45

Hispanic 43 48

White 43 59 *

I Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

tintrce tiat tonal Center tor Education Starvstic, ;001
fins exhibit updates intormamin presented in the 1,w2 Goak Report.
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Science and mathematics
have not been identified as
priorities in substantial
numbers of the nation's
schools, particularly
secondary level science.

Direct Measure of the Objectives:
Strengthening, Science and Mathematics Education

Exhibit 61
Priority of Science and Mathematics in Schools
Percentage of students enrolled in schools which had identified
science and mathematics as priorities, 1990 and 1992

100% _

80%

60%

4 5 %

4 0 %

2 0 %

0%

73%
_

67%

Science' Mathematics2

III Grade 4 Grade 8 Grade 123

Science data were collected in 1990
2 Mathematics data were collected in 1992

Question about priority of mathematics was not asked for Grade 12 in 1992

Change Since 19901

Percentage of students enrolled in schools which had identified mathematics as a priority:2

1990 . 1992

Grade 4
Grade 8

78 73

64 67

1 Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Question about priority of mathematics was not asked for Grade 12 in 1992.

timional (..enter for Rim anon 1,)02 and 1 go;

exhilm update. information presented in the 1,1,).2 Goal, Report
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Exhibit 62
Trends in Advanced Placement Science
Examinations, by Sex
Number of examinations taken in science, 1986 to 1993

12,830
12.718
10,367

8,808

99

1

Biology 1986 1993 Change

Total
Male
Female

25,548

12,830

12,718

41,839 64%
19,344 51%
22,495 77%

%
Chemistry 1986 1993 Change

22,495 Total 14,950 27,330 83%
Male 10,387 16,684 61%

19,344 Female 4,583 10,646 132%

18,134 14"
16,684 Physics 1986 1E193 Change

Total 10,902 24,1Vi 129%
Male 8,808 18,1;14 106%
Female 2,094 6,786 224%

A.10,646 1
During the past seven years,

0 6,788 the number of Advanced

4,583 - .0 Placement examinations
taken in science has

2,094 0 increased 64% in Biology,
83% in Chemistry, and 129%

1986 1991 1992 1993 in Physics. Although males
took more than 1 times

1111. MaleBiology lir MaleChemistry MalePhysics1 as many Chemistry

-0 FemaleBiology L FemaleChemistry -0-- Female Physics1 examinations and nearly
3 times as many Physics
examinations as did females
in 1993, females have
narrowed the gap and
surpassed males in the
number of Biology
examinations taken.

'ncludes Physics B. Physics C (Mechanics:, and Physics C (Electricity and Magnetism)

n., Itt tnn,n, \

I 1 t t:. inl,nthinon prt'st.111cti in I. I002

10G
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0/0

1986 1993 Change

Total 50,804 97,003 91%

Male 31,332 54,529 74%

Female 19,472 42,474 118%

During the past seven years,
the total number of
Advanced Placement
Calculus examinations taken
nearly doubled. Rates of
increase were greater for
females than for males,
though males still took
substantially more
Calculus examinations.

Exhibit 63
Trends in Advanced Placement Mathematics
Examinations, by Sex
Number of examinations taken in mathematics,' '1986 to 1993

97,003

50,804

31,332

19,472

42,474

1986 1991 1992 1993

4-- Total
I Includes Calculus AB and Calculus BC

Male Female

Nflatv.ThelAkNikLUd.vall,W,VCAr,
11!' InlormaiIon rITsClItt'd it III,' 1902 Repot!



Direct Measure Of the Objectives:
Strengthening Science and Mathematics Education.

Exhibit 64
Trends in Advanced Placement Science
Examinations, by Race/Ethnicity
Number of examinations taken in science,' 1981 to 1993

70,000

60,000

50,000

40,000

30,000

20,000
19,697

17,500

15,000

12,500

10,000

7,500

5,000

2,500

0

61,229

17,631

101

1981 1993 Change

Total 30,588 94,091 208%

American Indian/
Alaskan Native 66 396i 485%

Asian/Pacit
Islander 2,21? 17,631 697%

Black 564 3,299' 485%

Hispanic 450 3,399 655%
White 19,697 61,229 211%
Other/Not 7,598

Stated

More than three times as
many Advanced Placement
science examinations were
taken in 1993 as in 1981.
Though White students
accounted for nearly two-
thirds of the exam takers in
1993, the numbers of
examinations taken by
minority students increased
at much faster rates.

--

3,399
3,299

2,213
564 - - 386
450

50 i. ...,_6.-
66

1981 1986 1991 1992 1993

- -IF-. American Indian/ Asian/Pacific Black
Alaskan Native Islander

- 4 Hispanic White

Includes Biology, Chemistry, Physics B, Physics C (Mechamcs), and Physics C (Electricity and Magnetism).

-,,ttrt.e The tem-,
Flits e Iul it update, Intormat ton pret,ented in the l')Q2Utt.11s Report.
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1981 1993 Change

Total 30,573 97,003 217%

American Indian/
Alaskan Native 55 300 445%

Asien/Pacilie
Islander 2,478 17,693 614%

Black 3,229 571%

Hispanic,. 386 3,762 875%

20,078 64,507 221%

Other/Not 7,095 7,512 6%

Stated.

The total number of
Advanced Placement
Calculus examinations taken
during the past twelve years
has more than tripled.
Though White students took
about two-thirds of the
Calculus examinations in
1993, rates of increase were
greatest among minority
students.

Exhibit 65
Trends in Advanced Placement Mathematics
Examinations, by Race/Ethnicity
Number of examinations taken in mathematics,' 1981 to 1993

70,500

60,500

50,500

40,500

30,500

20,500

20,078

17,500

15,000

12,500

10,000

7,500

5,000

2,500

0

17,693

3,762

3,229

2,478

481
386 300

55
1981 1986 1991 1992 1993

American Indian/
Alaskan Native

Asian/Pacific Black
Islander

400-- Hispanic White

1 Includes Calculus AB and Calculus BC

ur e: The Collyuc
lipautt, inform int at pretnted Ir. Ii, It) )_ 1.. erol:
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Exhibit 66
Science and Mathematics Degrees Awarded to
U.S. Citizens
Number of degrees' awarded to U.S. citizens (per 1,000 22-
year- olds), 1991

Science: Total 137

American Indian/Alaskan Native

Asian/Pacific Islander

Black

Hispanic

White

Mathematics:

MEM 73

65

47

157

Male 138

Female 137

Total 11 5

American Indian/Alaskan Native 2

Asian/Pacific Islander 9

Black 2

Hispanic

White 5

Male 5

Female i 4

Includes bachelors, master's, and doctoral degrees.
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In 1991, 137 science degrees
were awarded to U.S. citizens

220 out of every 1,000 22-year-
1 olds. In contrast, only five

mathematics degrees were
awarded to U.S. citizens out
of every 1,000 22-year-olds.
Asians/Pacific Islanders
were most likely to be
awarded a degree in these
areas.

Change Since 1989

Number of degrees' awarded to U.S. citizens in science and mathematics (per 1,000

22-year-olds):

Science Degrees
1989 1991

Mathematics Degrees
1989 1991

Total 131 137 5 5

American Indian/Alaskan Native 68 73 2 2

Asian/Pacific Islander 240 220 11 9

Black 55 65 2 2

Hispanic 44 47 1 1

White 151 157 6 5

Male 138 138 5 5

Female 125 137 4 4

Includes bachelor's, master's, and doctoral degrees.

Between 1989 and 1991, the
number of degrees awarded
to U.S. citizens in science
(per 1,000 22-year-olds)
increased from 131 to 137.
Increases were greatest
among females and Blacks;
decreases were greatest
among Asians/Pacific
Islanders. The number of
degrees awarded in
mathematics remained
essentially unchanged.

'Mk

-,,,urce: National -,1eihe houndat in. in edr., National Research (l unrtl. B)1)2, and Bureau ot the ( lo9 3

This exhtht fu,,,hhe. and updates intormation presented in the 1992 'mak Report.
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American students earned
over half a million science
degrees in 1991. The
combined number of

I undergraduate and graduate
degrees earned by females
increased 13% in science
(versus a 9% decrease for
males) between 1979 and
1991.

Exhibit 67
Trends in Science Degrees Earned, by Sex
Number' earned by U.S. citizens, 1978-79 to 1990-91

Undergraduate
1978-79 1990-91 % Change

Total 413,979 408,982 -1%
Male 230,704 210,843 -9%
Female 183,275 198,139 8%

Graduate
1978-79 1990-91 % Change

Total 97,460 103,610 6%
Male 59,055 52,087 -12%
Female 38,405 51,523 34%

Undergraduate and Graduate Combined
1978-79 1990-91 % Change

Total 511,439 512,592 <1%
Male 289,759 262,930 -9%
Female 221,680 249,662 13%

511,439 512,592

289,759
tv.

221,680

262,930

249,662

1978-79 1980-81 1982-832 1984-85 1986-87 1988-89 1990-91

Total Male Female
1 Includes bachelors, masters, and doctoral degrees in engineering, physical science, computer science.

biological science, agricultural science, social science, psychology, and health fields.
2 No data available.

L
American students earned
over 17,000 mathematics
degrees in 1991. The
combined number of
undergraduate and graduate
degrees earned increased
5% for males and 35% for
females between 1979 and
1991.

1-mmr-

Niurec: National vanoti vein,. and Nanttnal Karkh Lout-mil. I0`)2
This exhibit updates intormat ion pre...clued in the 1992. t ReptItt

Exhibit 68
Trends in Mathematics Degrees Earned, by Sex
Number' earned by U.S. citizens, 1978-79 to 1990-91

Undirgraduate
1978-79 1990-91 % Change

Total ;11,36 14,206 23%

Mafia ' 6,698 7.430 11%

Female 4,438 6,776 40%

Graduate
1978-79 1990-91 % Change

Total 3,177 3,067 -3%
Male Z116 1,850 -13%
Female 1;061 1,217 15%

Undargrainate end Graduate Combined
1978-79 1990-91 % Change

Total 14,713 17,273 17%

Male 8,814 9,280 5%
Female 5,899 7,993 35%

14,713

8,814

5,899

1978-79 1980-81

-111-- Total

17,273

9,280
7,993

1982-832 1984-85

Male

1986-87 1988-89 1990-91

Female

I Includes bachelor's, master's. and doctoral degrees
2 No data available.

National ...-mence Foundation. canes, year....ind National 1:c..e.ircli I oo:
1 his e hair iip,late information pieented in the 1902 icp..::
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Exhibit 69
Trends in Science Degrees Earned, by
Race/Ethnicity
Number' earned by U.S. citizens, 1978-79 to 1990-91

500,000

400,000

300,000

200,000

100,000

35,000

30,000

25,000

20,000

15,000

10,000

5,000

0

31,159
30,819

28,565 ____

22,007

11,718

1,901 2,190

1978-79 1980-811982-832 1984-85 1986-87 1988-89 1990-91

-6- American Indian/ --- Asian/Pacific - Black
Alaskan Native Islander

-4- Hispanic White

I Includes bachelor's, master's, and doctoral degrees in engineering, physical science, computer
science, biological science, agricultural science, social science, psychology, and health fields.

2 No data available.
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Between 1979 and 1991, the
combined numbers of
undergraduate and graduate
degrees earned in science
increased for American
Indian/Alaskan Native,
Asian/Pacific Islander, and
Hispanic students, but
decreased slightly for Black
and White students.

Undergraduate
1978-79 1990-91 % Change

Total 413,979 408,982 -1%

American Indian/
Alaskan Native 1,576 1,767 12%

Asian/Pacific
Islander 8,354 22,388 168%

Black 26,052 25,791 -1%
Hispanic 13,574 18,511 36%
White 364,341 330,085 -9%
Other/Not Stated 82 10,440 12,632%

Graduate
1978-79 1990-91 % Change

Total 97,460 103,610 6%

American Indian/
Alaskan Native 325 423 30%

Asian/Pacific
Islander 3,364 6,177 84%

Black 5,107 5,028 -2%
Hispanic 2,227 3,496 57%
White 85,256 84,170 -1%
Other/Not Stated 1,181 4,316 265%

Undergraduate and Graduate Combined
1978-79 1990-91 % Change

Total 511,439 512,592 <1%

American Indian/
Alaskan Native 1,901 2,190 15%

Asian/Pacific
Islander 11,718 28,565 144%

Black 31,159 30,819 -1%
Hispanic 15,801 22,007 39%
White 449,597 414,255 -8%
Other/Not Stated 1,263 14,756 1,068%

,-,ource National SLieme Foundation, v.inous years, and National Research Councd. 1002
Thus exhibit update, intormation presented in the 1992 (_;oals Report.
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Between 1979 and 1991, the
combined numbers of
undergraduate and graduate
degrees earned in
mathematics increased for
students in every
racial/ethnic group.

Exhibit 70
Trends in Mathematics Degrees Earned, by
Race/Ethnicity
Number' earned by U.S. citizens, 1978-79 to 1990-91

Undergraduate
1978-79 1990-91 % Change

Total 11,536 14,206 23%

American Indian/
Alaskan Native 41 43 5%

Asian/Pacific
Islander 324 915 182%

Black 62 811 24%

Hispanic 288 480 67%

White 10,229 11,649 14%

Other/Not Stated 2 308 15,300%

Graduate
1978-79 1990-91 % Change

Total 3,177 3,067 3%

American Indian/
Alaskan Native 8 9 13%

Asian/Pacific
Islander 150 246 64%

Black 82 111 35%

Hispanic 46 94 104%

White 2,857 2,478 13%
Other /Not Stated 34 129 279%

Undergraduate and Graduate Combined
1978-79 1990-91 % Change

Total 14,713 17273 17%

American Indian/
Alaskan Native 49 52 6%

Asian/Pacific
Islander 474 1,161 145%

Black 734 922 26%

Hispanic 3:34 574 72%

White 13,086 14,127 8%

Other/Not Stated 36 437 1,114%

16,000

14,000

12,000

10,000

8,000

1,400

1,200

1,000

1,161

800

600

400

200

0

734

922

49 52

1978-79 1980-811982-832 1984-85 1986-87 1988-89 1990-91

II-- American Indian/ Asian/Pacific
Alaskan Native Islander

Hispanic 43 White

Includes bachelor s, master's, and doctoral degrees.
2 No data available.

Black

N.tt it m.11 N. Rm.. L. 1,ttitt,l,trittn. 11. \ C.11", ,111.1 t,C.11%. omit II. 100:.

1 hi, exhil,it upti.tte, ititorin.tittn preNetitet.1 u. the VW: (10.11. Report



Exhibit 71
Science and Mathematics Teacher Preparation
Percentage of all high school science and mathematics teachers'
who have a degree2 in the field in which they teach, 1991

All high school science teachers

Science or
science education

78%

,rat,:-- Other
22%

All high school mathematics teachers

Mathematics or
mathematics education

68%

rrimary teaching assignment is science or mathematics.
Academic or education majors. Does not include minors or second majors in science, science education.
mathematics, or mathematics education.
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In 1991, nearly eight out of
ten high school science
teachers held a degree in
science or science
education. Nearly seven
out of ten high school
mathematics teachers held
a degree in mathematics or
mathematics education.

Change Since 19881

Percentage of all high school science and mathematics teachers2 who have a degree3 in the field in

which they teach:

1988 1991

Science teachers'
Mathematics teachers5

77 78

70 68

Interpret with caution. Data are from a representative national survey. The changes shown could be attributable to

sampling error. In cases noted with an asterisk, we are confident that change has occurred.
2 Primary teaching assignment is science or mathematics.
3 Academic or education majors. Does not include minors or second majors in science, science education,

mathematics, or mathematics education.
4 Includes science and science education degrees.
5 Includes mathematics and mathematics education degrees.

un \ it ion.ii t 'enter tor Edu Lotion 1002

1;1, 111111 R'e.II+ %Mt rni.it ion rc.ented ur (he i'i'i' (



108 Additionci Important Information:
international Science and Mathematics Characteristics

American 13-year-olds are
generally more likely to do
science experiments and
to have more books in their
homes than their
counterparts in other
countries. However,
American students tend to
spend less time doing
homework and lead the
nations in the amount of

Ltelevision watched.

Exhibit 72
International Science Comparisons: Differences in
School, Home, and Student Characteristics
Percentage of 13-year-old students in six countries,' 1991

Who spend 4 hours Hungary 113%
or more on science
homework Taiwan 110%
each week:

Korea 7719%

United States 11111117%

France 11%

Switzerland 11%

Who never do Switzerland
experiments:

Korea

Hungary

Taiwan

United States

France

Who have less than Taiwan
25 books at
home: France

Korea

United States

Switzerland

Hungary

Who spend 2 hours Hungary
or more on all
homework France
every day:

Taiwan

Korea

United States

Switzerland

1 36%

I35%

131%

125%

.1111111.1. 25%

20%

_135%

1 25%
T

. 25%
1
18%

116%

10%

21%

1 61%

I 55%

1 44%

I 38%

31%

Who watch United States 22%
television
5 hours or Hungary 12,-;11; j 16%
more
every day: Korea j 10%

Switzerland =7%
Taiwan 7%

France 4%

0°k 20% 40% 60% 80% 100%

I Students from Brazil, Canada, China, England, Ireland, Israel, Italy, Jordan. Portugal, Scotland. Slovenia, the
former Soviet Union, and Spam also participated in this assessment.

t-xitirce: Edtkational Test mu Service.
Thy. exhibit repeats intorinat1011 presented in the IQ'12 (htals Report



Additional Important Information:
Intomatiunal Science and Mathematics Characteristics

Exhibit 73
International Mathematics Comparisons:
Differences in School, Home, and Student
Characteristics
Percentage of 13-year-old students in six countries,' 1991

Who spend 4 hours
or more on
mathematics
homework
each week:

Who use
calculators
in school:

Who use
computers
for school
work or
homework:

Korea
Taiwan
France

Switzerland
United States

Hungary

France

Hungary
Taiwan

United States
Switzerland

Korea

France
United States

Hungary
Switzerland

Korea
Taiwan

E ,

Who have less
than 25 books
at home:

Taiwan
France
Korea

United States
Switzerland

Hungary

Who spend 2
hours or more
on all
homework
every day:

Who watch
television
5 hours or
more
every day:

Hungary
France
Korea

Taiwan
United States

Switzerland

United States
Hungary

Korea
Taiwan

Switzerland
France

194%

171%

I 62%
54%

51%

4%

37Y,
1 31%

125%

1 35%

J57%

158%

155%

41%
41%

29%1

20%

20%
113%

111%
I10%

17%

5%

0% 20% 40% 60% 80% 100%

I Students from Brazil, Canada, China, England, Ireland, Israel, Italy, Jordan, Mozambique, Portugal, Scotland,
Slovenia. the former Soviet Union, and Spain also participated in this assessment.

American 13-year,
generally more like
computers and to have more
books in their homes than
their counterparts in other
countries. However,
American students tend
to spend less time doing
homework and using
calculators in school, and
lead the nations in the
amount of television
watched.

.Ire
.o use

109

.-ource: Litic.ittonai re,tme Service, 1QQ2
1111, exhibit repeats information proemed in the 1992 (I, Reptrt



110 Additional Important Information:
Student Attitudes Toward Science and Mathematics

In 1990 and 1992, students In
higher grades were less
likely to have positive
attitudes toward science and
mathematics than students in
lower grades. The gap
between males and females
increased substantially from
Grade 4 to Grade 12,
particularly in science.

Exhibit 74
Student Attitudes Toward Science and
Mathematics
Percentage of students who reported positive attitudes' toward
science' and mathematics,3 1990 and 1992

Science: Grade 4

Grade 8

Grade 12

Mathematics:
Grade 4

Grade

Grade 12

-1t7.k.111'5,' 57%

5
59%

53%
. 49%

0% 20% 40% 60%

IIII Male Female

I Response of "yes" to the question "Do you like science?" and response of
agree" to the statement "I like mathematics

2 Science data were collected in 1990.
3 Mathematics data were collected in 1992

819.
78%

72%

74%

72%
71%

80%

agree" or "strongly

100%

Change Since 19901

Percentage of students who reported positive attitudes2 toward mathematics:

1990 1992

Grade 4:
Male 69% 72%

Female 71% 71%

Grade 8:
Male 60% 59%

Female 54% 55%

Grade 12:
Male 58% 53%

Female 51% 49%

Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.
2 Response of "agree" or "strongly agree" to the statement "I like mathematics."

NAtion.11 entcr it Wilt-111,11 >1.111,11. 111.1 1`11/1,..111,1 Test:1)..: '''"
1111' e \ Ilpt1.114., 111101111.111,41 l'It.,C111C.1111111C Rep,'',
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GOAL 5

Introduction

Adult Literacy and Lifelong Learning

Lifelong learning has never been more important. With the speed scope
change taking place in technology and around the world, the skills needed u be
an effective worker and citizen are rapidly increasing in complexity. To sui viv(
and prosper, Americans must choose to value and invest in continued learning.
Any other choice has serious consequences for individuals and for societ

Most Americans today can write and compute on a simple level. NIk )st als
believe that they read and write well. Last year the Goals Report pointed out that
literacy standards in today's environment require more than rudimentary skills
This year's Goals Report presents new data showing that Americans actually di
not read and write well, despite their self-perceptions. Even college graduates, t'1
average, have only middle-level literacy skills. More alarming is the finding dia
the average literacy skills of young adults are lower than they were seven years

These data do not bode well for American businesses. Overseas competitors
are showing us that greater productivity depends upon higher worker skills and
the cream,, of it high-performance work environment. Still, the American pub-
lic is not sure how higher literacy relates to their own standard of living. They are
worried about the economy and our competitiveness, but often they tail to see the
link between further adult learning and either their own security or that of the
country. New information shows how direct those links are. In 1992, adults scor-
ing at the highest levels of literacy were much more likely to have been employed
than those scoring at the lowest levels: their weekl wages were more than double
those of adults with the lowest literacy levels.

Other new data in the 1993 Goals Report reflect some positive response on the
part of our post-secondary education system toward the need for continued learn-
ing. As young peoples interest in careers demanding high skills has incrf.ased
over the last two decades, so have college enrollment rates Still, only about ()tie
third tat young adult high school graduates possessed a two- or tour-year post-se,
ondary degree in 1992.

Furthermore, just as we are not sure of what K-12 students are learning because
of inadequate standards and measurements, we also are not sure of the standards
underpinning higher education. We need to know more than just how many stu-
dents complete college. We need a clearer understanding of the knowledge and
skills these graduates attain and how they relate to the demands of a world mar-
ketplace and the rights and responsibilities of citizenship. This year, the Goals
Panel endorsed the development of a national sample-based collegiate assessment
system to provide such an understanding.

To believe in the value of lifelong learning is to believe in being a literate
adult, possessing internationally competitive knowledge and skills in the work-
place, and being an informed and engaged citizen. That is .1 choice with excel-
lent consequences for all.



GOAL 5 Adult Literacy and Lifelong Learning

By the year 2000, every adult American will be literate and will possess the knowledge

and skills necessary to compete in a global economy and exercise the rights and

responsibilities of citizenship.

Objectives
Every minor Ante:lean business will he invoked in strengthening the
,onnection between education and work.

All workers will have the opportunity to acquire the knowledge and
from basic to highly technical, needed to adapt to emerging new

technologies, work methods, and markets through public and private
educational, vocational, technical, workplace, or other programs.

The number of quality programs, including those at libraries, that are
designed to serve inure effectively the needs of the growing number of
part-time and mid-career students will increase substantially.

The proportion ot those qualified students (especially minorities) who

enter college, who complete at least two years, and who complete their
degree programs will increase substantially.

The proportion of college graduates who demonstrate an advanced ability

to think critically, communicate effectively, and solve problems will
Increase substantially.
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GOAL 5

What we have
learned since
the 1992 Report

Adult Literacy and Lifelong Learning

The 10())) (*mats Report presents new intornlattun from the National Adult
latera,v Survey on the percentage of adults \vh,,,ire able to perform various lite!
icy tasks and how this pertormance relates to outcomes shell ,Is L'111111OVIIIVIlt
(UN, average number of weeks worked, weekly waoes, and voting behavior. Nev
informat Bin is also presented on a twenty-year trend of career expectatums
high school seniors. This section also updates intormation on t.ollege enrollment
and completion and voter participation.

Direct Measures of the Goal

Adult Literacy

Nearly halt of all American adults read and write at the two lowest level. 1

an,1 quantitative literacy in English. While these adults do
have some limited literacy skills, they are not likely to be to perform the'
range of complex literacy tasks that the National Education (ioals Panel consid
ers Important for competing successfully in a global economy and exercising full\
the rights and responsibilities of citi:enship. (See Exhibit 75.1

Despite the tact that nearly half of all American adults read and write at the
two lowest levels of proficiency, nearly all American adults believe that they read
and write English well. Even among those at the very lowest proficiency level,
roughly three-fourths reported that they read English well, and slightly more than
two-thirds reported that they write English well. (See Exhibit 76.1

On average, adults with a 11101 school credential or less scored in the two low-
est English literacy levels. I lovever, even adults with college degrees scored, on
average, no higher than the third of five literacy level,. Adults whose parent,
had completed high school or beyond scored 1 t, 1 levels higher on English -

(.1k v tasks in I 9k).:-, on average, than adults whose parent, had riot completed
high school. (See Exhibit', 77 and 76.1

Average English literacy scores were highest among White adults and lowest
among I Iispanics. However, among Hispanics, literacy scores were markedly
higher among adults born in the U.S. than among immigrants. (;gee Exhibit 79.1

in 1992, average literacy scores of 21- to 25-year-olds and 26- to 12-year-olds
were slightly lower than the score: of young adults seven Years earlier. (Sec
Exhibit 80.)

Workforce Skills

On average. English literacy scores attained by adults in white-collar occupa-
tions were one level higher than scores attained by adults in blue-collar occupa-
tions. Scores attained by employed adults were, on average, one level higher
than scores attained by unemployed adults or those out of the labor force. (See
Exhibits 81 and 82.)

Direct Measures of the Objectives

Post-Secondary Enrollment and Completion

Enrollments in post-secondary institutions immediately following high school
increased markedly between 1974 and 1991. In 1991, about six out of ten high
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GOAL 5

What we still
need to know

Adult Literacy and Lifelong Learning

school graduates enrolled in either two- or tour-Year colleges. (See Exhibits 90
and 91.)

In 1992, three out of ten high school graduates aged 25.29 possessed an associ-
ate's or bachelor's degree. An additional 5 had a postgraduate degree. (See
Exhibit 92.)

Direct Measures of the Goal

Citizenship

The percentages of II rens who registered to vi tie and who actually voted
in national elections Ill 1002. were ,111110si identteal ni the percentages 20 years
earlier. In 1002, 7 i",, of all U.S. citi:ens were registered to vote, \vhile about two-
thirds actually iited. Retween loS8 and 1902, the percentages of all U.S. citi-
:ens who registered to vote and who voted increased by three ind five points,
respectively. (See Exhibits 9i and 94.)

Additional Important Information

Literacy Skills and Voting Behavior

In 1902, nedrly 90% of adults eligible to vote who stored it the highest level of
English literacy (Level 5) had voted in a national or state election during the pre-
vious five years, compared to about 55t)i of the adults at the lowest level of litera-
0: (Level H. (See Exhibit 95.1

Literacy Skills and Economic Productivity

In 1002, adults who scored at higher literacy levels were fair more likely to have
been empl,wed than those who scored at the lower literacy levels. Ntoreover,
Auks at the highest level of literacy had worked, on average, more than twice as
many weeks during the previous year and earned more than double the median
weekly Wage!, of adults at the lowest level of literacy. (See Exhibits 96-98.)

Career Expe- :tations

Over the past twenty years, the percentage of high school seniors who reported
that they expect to follow career paths which demand high skills and higher edu-
cation has increased dramatically, especially among females. (See Exhibit 99.)

We still need to develop consensus standards specifying our expectations for
what adults should know and be able to do. We also need ways to measure the
higher order skills of college graduates. In the year ahead the Goals Panel will
work closely with the National Institute for Literacy to begin a process for defin-
ing adult literacy standards. We also \\All continue to monitor the National
Center for Education Statistics' efforts to develop new sample-based assessments
of college graduates' higher order skills.
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Nearly half of all American
adults read and write at the
two lowest levels of prose,
document, and quantitative
literacy in English. While
these adults do have some
limited literacy skills, they are
not likely to be able to
perform the range of complex
literacy tasks that the
National Educational Goals
Panel considers important for
competing successfully in a
global economy and
exercising fully the rights and
responsibilities of citizenship.

Exhibit 75
Adult Literacy
Percentage of adults aged 16 and older who scored at five literacy
levels' on prose, document, and quantitative literacy scales, 1992

Prose2

3%
21%

Quantitative4

4%

15%

Document3

3%
23%

28%

22% I Literacy Levels

12 5 = 376 to 500 points (highest)

4 = 326 to 375 points

ES 3 = 276 to 325 points

2 = 226 to 275 points

25% II 1 = 0 to 225 points (lowest)

Test results are reported on scales of C to 500 points. Scores are grouped into five levels, with Level 5 being
most proficient and Level 1 being least proficient Complete descriptions of each level can be found in
Appendix A.
Prose literacy tasks reouire readers to understand and use information contained in texts such as newspapers
and pamphlets

3 Document literacy tasks require readers to locate and use information contained in materials such as tables,
charts, and maps
Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed
materials

Natior1.11l.enter tor L..itic.irion Statist its, loo;



Direct Measure of the Go_ al:
Adult Literacy

Examples of Literacy Tasks at Different Levels of Difficulty on
the National Adult Literacy Survey

Read a newspaper article about a marathon swimmer and underline the sentence in
the article that tells what she ate during the swim.

Complete a portion of a job application.

Add two numbers on a bank deposit slip.

LEVEL 2

Read manufacturer's instructions for returning appliances for service, then select
the customer's note that best followed the company's instructions.

Use a table in a catalogue to determine shipping charges for office supplies. Then
complete an order form by filling in the amounts and calculating the total charges.

Review a pay stub and write down the year-to-date gross pay.

LEVEL 3

Write a letter about an error that appears on a credit card bill.

Interpret a graph which estimates power consumption for four different years by
energy source.

Cakulate the difference in population growth between two groups from
information presented in a graph.

LEVEL 4"

Read a newspaper article about technologies used to produce more fuel-efficient
cars and then contrast the two opposing views presented.

Use a bus schedule to determine how long a passenger who misses a bus would
have to wait for another bus if traveling between two given locations on
a weekend.

Estimate the cost per ounce of peanut butter, using information from two different
types of price labels.

LEVEL 5- (most difficult)

Read a page of information about jury selection and service, then identify and
summarize two kinds of challenges attorneys use when selecting potential jurors.

Use information in a table to analyze the results of a parent-teacher survey and
write a paragraph summarizing the results.

Read an advertisement for home equity loans and explain how to calculate total
interest charges for the loan.

eES1 COPY AVAILAril
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Despite the fact that nearly
half of all American adults
read and write at the two
lowest levels of proficiency,
nearly all American adults
believe that they read and
write English well. Even
among those at the very
lowest proficiency level,
roughly three-fourths
reported that they read
English well, and slightly
more than two-thirds
reported that they write
English well.

Level 5 = 376 to 500 points

Level 4. 326 to 375 points

Level 3 a 276 to 325 points

Level 2 = 226 to 275 points

Level 1 = 0 to 225 points

Exhibit 76
Adults' Perceptions of Own Literacy Abilities, by
Literacy Level
Percentages of adults aged 16 and older who reported that they
read and write English well,' by literacy leve1,2 1992

Prose3

5

(6 47D

a)

3
Co

a)

2

1

Document4

5

1

Quantitative5

5

N
a)

4

1
3

to

2

1

...
.,

4-L-iik214ii..riltagia:--;""*".

. ,

9

71%
66%

..,...:: : :...!...:, ....?

1

.. 1,;< -....4... :,.,,, .., ..s.

.,.. ,2-1.,:f..- ...In; ...,,-.,-.;c.-.,.

9

94c,

75°/0
70%

9

930,

74%
70% 1

100%
1000,o

100%
99%

99%
8%

7%

100%
100%

100%
99%

99%
7%

7%

0

100°o
10050

100%
990/0

99%
7%

750
0

0% 20% 40% 60% 80% 100%

II Believes reads English well Believes writes English well

Responses of "well" and "very well" combined
Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels, with Level 5 being
most proficient and Level 1 being least proficient. Complete descriptions of each level can be found in
Appendix A

' Prose literacy tasks require readers to understand and use information contained in texts such as newspapers
and pamphlets
Document literacy tasks require readers to locate and use information contained in materials such as tables
charts, and maps
Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printer:
materials

\.i11,11.11 i,.rn Cr LIM Mb .11 10`'



DireCt Measure of the GOal:
Adult Literacy

Exhibit 77
Adult Literacy, by Highest Level of Education
Average literacy score' of adults aged 16 and older on prose,
document, and quantitative literacy scales, by highest level of
education, 1992

Prose2

College degrees

Some college

GED/high school diploma

9 to 12 years

0 to 8 years

Still in high school

Document3

College degrees

Some college

GED/high school diploma

9 to 12 years

0 to 8 years

Still in high school

Quantitative4

College degrees

Some college

GED/high school diploma

9 to 12 years

0 to 8 years

Still in high school

316

290

264

2271

324

295

270

227

1 2 3 4 5

Literacy Levels

Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels, with Level 5 being

most proficient and Level 1 being least proficient. Complete descriptions of each level can be found in

Appendix A.
Prose literacy tasks require readers to understand and use information contained in texts such as newspapers

and pamphlets
Document literacy tasks require readers to locate and use information contained in materials such as tables,

charts, and maps
4 Quantitative literacy tasks require readers to perform arithmetic computations using numhers found in printed

materials
Includes 2-year. 4-year, graduate, and professional degrees.
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On average, adults with a
high school credential or less
scored in the two lowest
English literacy levels.
However, even adults with
college degrees scored, on
average, no higher than the
third of five literacy levels.

Level 5

Level 4 =

Level 3 .

Level 2 .

Level 1 =

376 to 500 points

326 to 375 points

276 to 325 points

226 to 275 points

0 to 225 points

at, 11.11 t t nrer r '11:J11(.111,41 ..."'fatisf )00;
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On average, adults whose
parents had completed high
school or beyond scored 1 to

levels higher on English
literacy tasks in 1992 than
adults whose parents had not
completed high school.

Level 5 = 376 to 500 points

Level 4 = 326 to 375 points

Level 3 = 276 to 325 points

Level 2 = 226 to 275 points

Level 1 = 0 to 225 points

Exhibit 78
Adult Literacy, by Parents' Highest Level ofEducation
Average literacy score' of adults aged 16 and older on prose,
document, and quantitative literacy scales, by their parents'
highest level of education, 1992

Prose2

College degrees

High school diploma

9 to 12 years

0 to 8 years

Document3

College degrees

High school diploma

9 to 12 years

0 to 8 years

Quantitative4

College degrees

High school diploma

9 to 12 years

0 to 8 years

233

305

284

264

302

279

258

1

I

225

304

2

264

284

1 I2 1 3 14 5

Literacy Levels
Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels. with Level 5 beingmost proficient and Level 1 being least proficient. Complete descriptions of each level can be found inAppendix A

2 Prose literacy tasks require readers to understand and use information contained in texts such as newspapersand pamphlets
3 Document literacy tasks require readers to locate and use information contained in materials such as tablescharts, and maps

Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printedmaterials
5 Includes 4-year, graduate, and professional degrees

'27



Direct Measure of the Goal:
Adult Literacy

Exhibit 79
Adult Literacy, by Race/Ethnicity
Average literacy score' of adults aged 16 and older on
prose, document, and quantitative literacy scales, by
race/ethnicity, 1992

Prose2
American Indian/

Alaskan Native

Asian/Pacific
Islander

Black

Hispanic

White

Document3

American Indian/
Alaskan Native

Asian/Pacific
Islander

Black

Hispanic

White

254

242

215

237

213

286

254

245

230

Quantitative4

American Indian/
Alaskan Native

Asian/Pacific
Islander

Black

Hispanic

White

280

250

224

212

1111111111M.11287

256

1 2 I 3 1 4 I

Literacy Levels

5

Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels, with Level 5 being
most proficient and Level 1 being least proficient. Complete descriptions of each level can be found in
Appendix A.
Prose literacy tasks require readers to understand and use information contained in texts such as newspapers
and pamphlets.
Document literacy tasks require readers to locate and use information contained in materials such as tables,
charts, and maps.
Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed
materials.
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Average English literacy
scores were highest among
White adults and lowest
among Hispanics. However,
among Hispanics, literacy
scores were markedly higher
among adults born in the U.S.
than among immigrants.

Level 5 = 376 to 500 points

Level 4= 326 to 375 points

Level 3 = 276 to 325 points

Level 2 = 226 to 275 points

Level 1 = 0 to 225 points

ationol l:cntertur fidkik ot Nt.it 1,r 1:,11manunal Tcrine, :,ervice. 00

Average Literacy Scores for
Hispanic Subgroups,

by Country of Blab

Comets,/ of Birth

Prose
U.S. Odom

All Hispanics 252 175

Cuban* 202

CentraVSouth American 281 187

Mexican 247 158

Puerto Rican 225' 188

Other Hispanic 283 210

Document
All Hispanics 249 174

Cuban* 204.

Centranouth American 277 188

Mexican 245 158

Puerto Rican 225 171

Other Hispanic 277 204

Quantitative
All Hispanics 247 173'

Cuban* 217

Central/South American 275 185

Mexican 244 158

Puerto Rican 223 166

Other Hispanic 271 191

* Sample size of Cuban adults born in the
U.S. insufficient to produce reliable
estimates of literacy proficisAcy.



124 Direct Measure of the Goal;
Adult Literacy

Exhibit 80
Young Adult Literacy
Average literacy score' of young adults aged 21-25 in 1985 and in
1992, and young adults aged 28-32 in 1992, on prose, document,
and quantitative literacy scales

Prose2

21- to 25-year-olds (1985)

In 199Z average English
literacy scores of 21- to 25-
year -olds and 28- to 32-year- 21- to 25-year-olds (1992)
olds were slightly lower than
the scores of young adults
seven years earlier.

28- to 32-year-olds (1992)

Level 5. 376 to 500 points

Level 4. 326 to 375 points

Level 3 = 276 to 325 points

Level 2 . 226 to 275 points

Level 1 0 to 225 points

Document3

21- to 25-year-olds (1985)

21- to 25-year-olds (1992)

28- to 32-year-olds (1992)

Quantitative4

21- to 25-year-olds (1985)

21 -to 25-year-olds (1992)

28- to 32-year-olds (1992)

1

293

279.

282

2 3 I 4 5

Literacy Levels

I Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels. with Level 5 being
most proficient and Level 1 being least proficient. Complete descriptions of each level can be found in
Appendix A
Prose literacy tasks require readers to understand and use information contained in texts such as newspapers
and pamphlets

3 Document literacy tasks require readers to locate and use information contained in materials such as tables,
charts, and maps
Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed
materials

Niurcv I. enter tor Educ,ith,n Igu;
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Exhibit 81
Adult Literacy, by Occupation
Average literacy score' of adults aged 16 and older on prose,
document, and quantitative literacy scales, by occupational
category, 1992

Prose2

Manager, Profossional,
Technician

Sales, Clerical

Craft, Service

Laborer, Assembler,
Fishing, Farming

Document3

Manager, Professional,
Technician

Sales, Clerical

Craft, Service

Laborer, Assembler,
Fishing, Farming

Quantitative4

Manager, Professional,
Technician

Sales, Clerical

Craft, Service

Laborer, Assembler,
Fishing, Farming

1 2 I 3 4 I 5

Literacy Levels

Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels, with Level 5 being
most proficient and Level 1 being least proficient. Complete descriptions of each level can be found in
Appendix A

Prose literacy tasks require readers to understand and use information contained in texts such as newspapers
and pamphlets.
Document literacy tasks require readers to locate and use information contained in materials such as tables.
charts, and maps.
Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed
materials.
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On average, English literacy
scores attained by adults in
white-collar occupations
were one level higher than
scores attained by adults in
blue-collar occupations.

Level 5 =

Level 4

Level 3 =

Level 2

Level 1 =

376 to 500 points

326 to 375 points

276 to 325 points

226 to 275 points

0 to 225 points

qr,t. ,Iner t.r Llik.ttion :statiti, j.)9
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126 Direct Measure of the Goal:
Workforce Skills

On average, English literacy
scores attained by employed
adults were one level higher
than scores attained by
unemployed adults or those
out of the labor force.

Level 5 . 376 to 500 points

Level 4 = 326 to 375 points

Level 3 = 276 to 325 points

Level 2 = 226 to 275 points

Level 1 = 0 to 225 points

Exhibit 82
Adult Literacy, by Employment Status
Average literacy score' of adults aged 16 and older on prose,
document, and quantitative literacy scales, by employment
status, 1992

Prose2

Employed full-time

Employed part-time

Unemployed

Out of the labor force5

Document3

Employed full-time

Employed part-time

Unemployed

Out of the labor force5

Quantitative4

Employed full-time

Employed part-time

Unemployed

Out of the labor force5

288

284

260

246

284

277

257

237

1

290

280

256

241

2 3 1 4 5

Literacy Levels

Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels, with Level 5 being
most proficient and Level 1 being least proficient Complete descriptions of each level can be found in
Appendix A

2 Price literacy tasks require readers to understand and use information contained in texts such as newspapers
aid pamphlets.

3 Document literacy tasks require readers to locate a:id use information contained in materials such as tables.
charts, and maps
Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed

materials.
5 Includes those not employed and not looking for work, such as full-time students, homemakers, retirees, unpaid

volunteers, etc

:\nit rentcr li. -.
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Exhibit 83
Perceived Usefulness of Skills in the Future
Percentage of adult workers who reported that their present job
skills will be very useful in five years, 1989-91

International comparisons:

Flanders (Belgium)

West Germany

Japan

United States

0% 20% 40%

127

U.S. workers were far more
likely than Belgian, German,
or Japanese workers to

57% predict that their present job
skills will be very useful in
five years. U.S. satisfaction

80% 100% with current levels of job
skills contrasts most sharply

60%

U.S. workers only:

Male

Female

Late careers

rn Mid-career2
ct

Early career3

E
0

Highest 25%

Middle 50%

Lowest 25%

60%

54%

11111111.1!II

49% I

63%

43%

1111111.1111111111 55%

44%

71%

Professional4
0

White collars

O
Blue collars= 50%I

48%

20% 40% 60% 80% 100%0%

74%

Includes 51+-year-olds.
2 Includes 26- to 50-year-olds.

Includes 25-year-olds and younger.
Includes owner-manager, professional, and managerial occupational categories.

5 Includes supervisor-white collar, and white collar occupational categories.
Includes supervisor-blue collar, and blue collar occupational categories.

with Japan, where fewer
than one in five workers
predict that their skills will be
sufficient to meet job
demands in the future.

(. Omen t'nixernity, 1002
I Ln r.hihu repeats in...,nivatton pre,ente.1 in the 1902 1,11, lteporf
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Delegating responsibility
to employees to inspect
quality, improve productivity,
and design better ways to
do their own jobs has been
found to be a characteristic
common to many competitive,
high-performance
companies. Yet U.S. workers
were much less likely than
German and Japanese
workers to report that they
strongly agreed that workers
should be expected to think
up better ways to do
their jobs.

Exhibit 84
Perceived Responsibility for Improving
Job Performance
Percentage of adult workers who strongly agreed that workers
should be expected to think up better ways to do their jobs, 1989-91

International comparisons:

Flanders (Belgium)

West Germany

Japan

United States

24%

36%

3393

23%

0% 20% 40% 60% 80% 100%

U.S. workers only:

Male

Female

Late careers

a) Mid-career2
ct

Early career3

E

C

Highest 25%

Middle 50%

Lowest 25%

25%

21%

24%

24%

21%

27%

25%

20%

24%

21%

27%

40%

Professional4

ca
a. White collars

O
Blue collars

0% 20% 60% 80% 100%

1 Includes 51- -vearolds
Includes 26 to 50-yearolds

' Includes 25-yearolds and younger
" Includes owner-manager, professional, and managerial occupational categories
5 Includes supervisorwhite collar, and white collar occupational categories
u Includes supervisor-blue collar, and blue collar occupational categories
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Direct Measure of the.Objectives:
Opportunity to Acquire Knowledge and Skills

Exhibit 85
Participation in Adult Education
Percentage of all adults' 17 years and older who took adult
education courses during the previous 12 months, 1991

All adults

Early career2

Mid-career3

Late career4

34%

43%

11111111111111111140%

15%

Bachelor's degree 55%

Associate's degree

High school diploma

Less than high school 13%

0% 20% 40% 60% 80% 100%

31%

50%

I Excluding those participating in full-time educational programs exclusively.
2 Includes 17- to 34-year-olds.
3 Includes 35- to 54year-olds
4 Includes 55+-year-olds.
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1

About one-third of all adults
took adult education courses
during 1990-91.

c: N.111,11.11 t.:en t er 1,01
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About four out of ten
employed adults took adult
education courses during
1990-91. In general, white
collar workers were more
likely than blue collar
workers to participate in
this type of training.

Direct Measure of the Objectives:
Opportunity to Acquire Knowledge and Skills

Exhibit 86
Participation in Adult Education, by Occupation
Percentage of employed adults' 17 years and older who took
one or more adult education courses during the previous 12
months, 1991

All employed adults

Teachers, except college

College teachers

Health diagnosing

Health assessment,
treatment

Executive, administrative,
and managerial

Technical and
related support

Sales workers

Administrative support,
including clerical

Service

Agricultural, forestry,
and fishing

Precision production,
craft, and repair

Machine operators,
assemblers, and inspectors

Transportation and
materials moving

Handlers, equipment
cleaners, helpers,

and laborers

1111k11111111111 41%

=111169%11111

1=55%
1=1= 74%

75%

1111111111.1.11 60%

10%

340,0

Md. 29%

26% ;

23%

67%

0% 20% 40% 60% 80% 100%

I Excluding unemployed persons and persons not in the labor force. such as retirees. homemakers, etc. Excluding
those participating in full-time educational programs exclusively

:-,ortRe. National Center tin- Llticat 1,11) and etitat .. (h) ;
hi, exhibit modifies informatton presented in the 1002 Goals Report



Direct Measure of the ObjeCtiyes:
Opportunity to Acquire Knowledge and Skills

Exhibit 87
Barriers to Adult Education
Percentage of all adults' 17 years and older who believed that
barriers kept them from taking adult education courses during the
previous 12 months, by reason, 1991

Any reason

Work schedule

Class cost

Class times

Class location

Lack of child care

Lack of information

No classes of interest

111111111111111111111111111111. 62%

33%

28%

26%

WI 17%
15%

15%

14%

0% 20% 40% 60% 80% 100%

Excluding those participating in full-time educational programs exclusively.
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Almost two-thirds of all
adults believed that
barriers kept them from
taking adult education
courses during 1990-91.
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During 1990-91, three out of
every ten workers received
some type of support from
their employers, such as time
off from work or payment
toward fees or tuition, so
that they could participate
in adult education courses.

Exhibit 88
Employer Support for Adult Education
Percentage of all workers' 17 years and older who reported
receiving some type of employer support for adult education
during the previous 12 months, 1991

All workers

Bachelor's degree

Associate's degree

High school diploma

Less than high
school diploma

Black

8%

30%

25%

21%

Hispanic 25%

White 11111111 32%

48%

43%

Other 23%

0% 20% 40% 60% 80% 100%

All employed adults excluding those participating exclusively in full-time educational programs

s-,oiir,e Nat ',mai k..eiver tor Edmai i 'tai and V. estat. In .. 1001
his exhibit repeat. information prewnted in the 1092 (..;oal, Report



II

. .

Exhibit 89
Worker Training
Percentage of U.S. workers who took training to improve their
current job skills, 1983 and 1991

All employed workers

Male

Female

35%
41%

35%
40%

34%

29%
Late career1

a)
cn Mid-career2

Early career3

41%

34%

Ti525%
27%

39%
45%

College graduate
54%

C.)

>ooc
4=o Some college

.c
cr) High school

or less

0

a.

O

41%

26%
29% !

46%

43%
49% IWhite collar

Blue collar
11111111111.54%,'1w 28%

61%

0% 20% 40% 60% 80% 100%

II 1983

Includes 55+-year-olds.
Includes 25 -to 54-year-olds.
Includes 24-year-olds ana younger.

El 1991
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Between 1983 and 1991, the
percentage of U.S. workers
who took training to improve
their current job skills rose
from 35% to 41%. White
collar workers, college
graduates, and workers in
mid-career were most likely
to pursue further training.

1-11,or 1091

rCrt.II intormation pre.ented in the I Q02 60.11 Report 138
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About six out of ten 1991 high
school graduates enrolled in
either two- or four-year
colleges immediately after
graduation.

Exhibit 90
College Enrollment
Percentage' of high school graduates who enrolled in two- or
four-year colleges2 immediately after graduation, 1991

100%

80%

60%

40%

20%

0%

61% 64%

53%
47%

All high
school graduates

1 Three-year averages 11990-1992).
2 Includes junior colleges, community colleges, and universities.

Black Hispanic White

Change Since 19891

Percentage of high school graduates who enrolled in two- or four-year colleges immediately
after graduation:

19892 19913

All high school graduates 60 61

Black 48 47

Hispanic 53 53

White 62 64

1 Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Three-year averages (1988-19901.
3 Three-year averages (199019921.

:.,otin.e: Bureau of the Census and National Lent er tor Educat ion Statist Ks, 100i
1 hi, exhibit update. intormat ion pre.ented in the 109:: Go Is Report



Direct Measure of the Objectives:
Post-Secondary Enrollment and Completion

Exhibit 91
Trends in College Enrollment
Percentage' of high school graduates who enrolled in two- or
four-year colleges2 immediately after graduation, 1974 to 1991

100%

80%

60%

40%

20%

0%

32%

16%

O 39%

23%

1974 1979 1984 1989 1990 1991

I Two-year college Four-year college

Three-year averages.
2 Includes junior colleges, community colleges, and universities.
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Combined Enrollment in Two- and

Foor-year Colleges

1974 1991 Change

All students 48% 61% +13

Black 40% 47% +7

Hispanic 53% 53%

White 4914 64% +15'

Enrollments in post-
secondary institutions
immediately following high
school increased markedly
between 1974 and 1991.

Source: Bureau ot the Census and National Center for Education Stati,tic, 1003

This exhibit updates intormation presented in the 1Q92 Chials Report.

V
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136 Direct Measure of the Objectivet
Post-Secondary Enrollment and Cordretion

In 1992, three out of ten high
school graduates aged 25-29
possessed an associate's or
bachelor's degree. An
additional 5% had a
postgraduate degree.

Exhibit 92
College Completion
Percentage of high school graduates aged 25-29 who have
completed the following levels of education,' 1992

Some college

Associate's degree2

Bachelor's degree

Graduate/
professional degree3

21%

11111.111\23%
24%

20%

8%

8%
7%

8%

22%

11%

\.\NV 15%

115%
3%

43%

5%

24%

0% 20% 40% 60% 80% 100%

II All students Black SS Hispanic White

I Percentages represent highest level of education complete::
Combines occupational/vocational and academic degrees
Combines master s, doctoral, and professional degrees

sour,e Narion.11 I. enter t.,TE,Iticati,q1,t,Itt,111/4,.. And Pinkerton t io.);

Thr.e \lion' modities And ur,l.tri IIIIIM11,1tIoll presented in the I "Q.: Krpor:



Exhibit 93
Voter Registration and Voting
Percentages of all U.S. citizens who registered to vote and who
voted, 1992

100%

80%
73% 74%

All Black Hispanic

All U.S. citizens who registered to vote

All U.S. citizens who voted

White
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In 1992, 73% of all U.S.
citizens were registered to
vote, while about two-thirds
actually voted.

Change Since 19881

Percentages of all U.S. citizens who registered to vote and who voted:

Registered to vote
1988 1992

Voted
1988 1992

All 70 73 * 61 66 *

Black 67 67 53 57 *

Hispanic 57 59 46 48

White 71 74 * 62 67 *

' Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

Between 1988 and 1992, the
percentages of U.S. citizens
who registered to vote and
who voted increased.

uric Ftire.itt of the i,)ti,) Ind !tit);
i hi, c\hthtt iirtiates 1111,rmitiott preeltted 1002 (1, Report



138 Direct Measure of tlfiGoal:
Citizenship

The percentages of U.S.
citizens who registered to
vote and who actually voted
in national elections in 1992
were almost identical (-.) the

percentages 20 years earlier.
Voter participation declined
between 1972 and 1976, held
steady between 1976 and
1988, and then increased
between 1988 and 1992.

Exhibit 94
Trends in Voter Registration and Voting
Percentages of all U.S. citizens who registered to vote and who
voted, 1972 to 1992

100% ---------

80%
74%

60% 65%

40%

20%

0%

73%
66%

1972 1976 1980 1984 1988 1992

II All U.S. citizens who registered to vote

All U.S. citizens who voted

...-,ource. Burt:du ot the Len.tn, van,,tr, years
This exhibit update. intorm.ition t re,ented in the 1092 kep,rt



Additional Important Information:
Literacy Skills and Voting Behavior

Exhibit 95
Voting Behavior, by Literacy Lev&
Percentage of adults eligible to vote who voted in a national

or state election during the previous five years, by literacy level,'
1992

Prose2

Quantitative4

2 61%

1 55%

0% 20% 40% 60% 80% 100%

Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels, with Level 5 being

most proficient and Level 1 being least proficient. Complete descriptions of each level can be fourd

Appendix A.
2 Prose literacy tasks require readers to understand and use information contained in texts such as iit:w:,papers

and pamphlets.
3 Document literacy tasks require readers to locate and use information contained in materials such as tables,

charts, and maps.
Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed

materials.
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In 1992, nearly 90% of the
adults at the highest level of
English literacy (Level 5) had
voted in a national or state
election during the previous
five years, compared to
about 55% of the adults at the
lowest level of literacy
(Level H.

Level 5 = 376 to 500 points

Level 4 = 326 to 375 points

Level 3 = 276 to 325 points

Level 2 226 to 275 points

Level 1 = 0 to 225 points

ti.ttional Center tor Educanoll SI.ItIqk S.

144



140 Additional Important Information:
Literacy Skills and Economic Productivity

In 1992, adults who scored at
higher literacy levels were
far more likely to have been
employed than those who
scored at the lower literacy
levels.

Level 5 . 376 to 500 points

Level 4 . 326 to 375 points

Level 3 r 276 to 325 points

Level 2 0 226 to 275 points

Level 1 . 0 to 225 points

Exhibit 96
Adults In and Out of the Labor Force,
by Literacy Level
Percentage of adults aged 16 and older who were employed,
unemployed, or out of the labor force,' by literacy level,' 1992

Prose3
5 3%

11%

NI411111.11.1.11111111.111111r.11
117%

3 11111171...11111111111IMMIIIIIIM
125% I

55%
2 10%

35%

39%
1

Document4
5

4

3

8%
152%

69%

865.

110%

8056IIIMMINIMIMMIE10.1111111111
115%

111117%11.111111111111111M11111.
123%

57 %

2
134%

38%
1 8%

153%

Quantitative5

70%

77°',
4 4%

18%

70%1111.1111111111111111
124°,6

2

1

11.1111119% MM.111.111.11.
134%

38%
111.1111119% 11111..11.1

5756

153%

0% 20%

II Employed (full- or part-time)

84%

40% 60% 80% 100%

[11 Unemployed Out of the labor force

Includes those not employed and not looking for work, such as full-time students, homemakers. retirees.
unpaid volunteers, etc

1 Test results are reported on scales of Om 500 points. Scores are grouped into five levels, with Level 5 being
most proficient and Level 1 being least proficient Complete descriptions of each level can be found in

Appendix A
3 Prose literacy tasks require readers to understand and use information contained in texts such as newspapers

and pamphlets
4 Document literacy tasks mature readers to locate and use information contained in materials such as tables.

charts. and maps
5 Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed

materials

'Mkt!' N.1110111. t tslitkr 11.,11,11t1.11, 1.1'"



Additional Important Information:
Wormy Skills and Economic Productivity.

Exhibit 97
Average Number of Weeks Worked, by
Literacy Level
Average number of weeks worked during the previous 12 months
by adults aged 16 and older, by literacy level,' 1992

Prose2

Document3

1

Quantitative4

0

34

10 20 30

Number of Weeks Worked
40 50

Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels, with Level 5 being

most proficient and Level 1 being least proficient. Complete descriptions of each level can be found in

Appendix A
Prose literacy tasks require readers to understand and use information contained in texts such as newspapers

And pamonlets.
Document literacy tasks require readers to locate and use information contained in materials such as tables,

charts, and maps.
Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed

materials
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In 1992, adults at the highest
level of English literacy
(Level 5) had worked, on
average, more than twice as
many weeks during the
previous year as adults at the
lowest level of literacy
(Level 7),

Level 5 . 376 to 500 points

Level 4 = 326 to 375 points

Level 3 = 276 to 325 points

Level 2 = 226 to 275 points

Level 1 = 0 to 225 points

t. ntur 1,1 hjw.ition St,Ithric,. I 9g



142 Additional Important Information:
Litoracy Skills and Economic Productivity

In 1992, median weekly
wages earned by adults at
the highest level of English
literacy (Level 5) were more
than double the median
weekly wages of adults at
the lowest level of literacy
(Level 1).

Level 5 = 376 to 500 points

Level 4 = 326 to 375 points

Level 3 = 276 to 325 points

Level 2 = 226 to 275 points

Level 1 = 0 to 225 points

Exhibit 98
Median Weekly Wages, by Literacy Level
Median' weekly wages2 of adults aged 16 and older,'
by literacy level,' 1992

Proses

Document6

Quantitative?

5

4

3

2

5

4

11111111111 S465

$339

$281

$240

111111111111,11111111111111111111111,
$462

I

3 $350=pill 1

2 5288

IIMIMill1 $244

1

1

5

4

3

2 11111.111111 S274

1 1111111.1111 5230

$345

$472

8650

$618

$681

SO $100 $200 $300 $400 $500 S600 $700

The median is the midpoint. Weekly wages for half of the adults at each literacy level would be above the

reported figure, and weekly wages for half would be below
2 Before deductions
3 Includes adults who were employed full-time, part-time, or on leave the week before the survey

was administered
Test results are reported on scales of 0 to 500 points. Scores are grouped into five levels, with Level 5 being

most proficient and Level 1 being least proficient Complete descriptions of each level can be found in

Appendix A.
5 Prose literacy tasks require readers to understand and use information contained in texts such as newspapes

and pamphlets.
6 Document literacy tasks require readers to locate and use information contained in materials such as tables

charts, and maps
' Quantitative literacy tasks require readers to perform arithmetic computations using numbers found in printed

materials

Natiort.11 Center Lill, Anon t £47



Additional Important Information:
Career Expectations

Exhibit 99
Career Expectations of High School Seniors
Percentage of high school seniors who expected to pursue the
following career paths, 1972 and 1992

Clerical

Manager

Military

Professional

Proprietor

Protective Services

Sales

Service

Technical

_1°10

4%

3%
2%

4%
3%

7%
6%

Craftsman/Trade 3:%
2%Farming

1°./0

Homemaker 3%
1%

3%
Laborer

1 0/0

Operative 2%
1%

0%

59%

20% 40% 60% 80% 100%

III 1972 Ej 1992

'-t3

Over the past twenty years,
the percentage of high
school seniors who expect to
follow career paths which
demand high skills and
higher education has
increased dramatically,
especially among females.

Career Expectations

Maio Female
1972 1991-1972 1992

White Collar.
Clerical 2% 1%:.2670 6%

Manager 5% 7%.- 116:' 5%

Military 4% 6% 1% 1%

Professional 42% 49% 49% 69%

Proprietor 3% 9% 1% 5%

Protective Services 4% 7% <1% 1%

Sales 3% 2% 3% 2%

Service 2% 1% 7% 5%

Technical 9% 6% 5% 4%

Blue Collar:
Craftsman/Trade 15% 5% 1% <1%

Farming 3% 2% 1% <1%

Homemaker <1% <1% 6% 2%

Laborer 5% 1% <1% <1%

Operative 4% 2% 1% <1%

I .11 '-` ,)
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I

Introduction

Safe, Disciplined, and Drug-free Schools

No child or youth should he tearful on the way to school, atraid while there.
forced to deal with frequent disruptions in the classroom, or pressured to list
unhealthy or illegal substances. Students in such environments are much le,-
likely to meet the Goals we set for them: to stay in school, perform at higher ik
demic levels, and excel in mathematics and science. Yet inure and more of them
must cope with the theft 1am. vandalism of their property. Increasingly, they must
deal with in-school assaults by other students with weapon,. And, as new data in
the 19)3 Goals Report reveal, many are approachedinside their school h\
those wanting to give or sell them an illegal drug, and most report that the misbe-
havior of others interferes with their own learning.

Certainly, Goal 6 cannot he attained by the schot 'Is alone. In order for sehooi-
to he sate, disciplined, and drug-free. families must Coster healthy habits and cow
mtinitics must surround children and youth with positive experiences. Even so.
schools have an important role to play in creating healthy learning environment,
for students.

It teaching and learning are to occur in an environment tree of tear of vik,lence,
then any percentage of students who report they bring weapons to school is intol-
erable ithe percentages are 9",,, of 8th graders, of i h graders, and 6(1,, of 12th
graders). The data also tell us that students are aware of considerable gang activity
among their peers and that an alarming percentage in secondary sch(n,ls feel
unsafe at school or getting to or coming from school. Many students also report
that their teachers treyuently have to interrupt class to deal with problem, of stu-
dent mi-behavior. And despite a widespread decline in student drug use over tilt.
past decide, nearly one in tour 12th grade students still reported being approached
it scht,o1 last ye tr by someone trying to sell or give them ail 11101.11 drug.

Young people have an obligation to he serious about scho,d.
helped by their surrounding communities, also hive an obligation u, create the
conditions necessary for teaching and learning to take place. Only then can stu-
dents He expected to take responsibility for learning.



I i i Safe, Disciplined, and Drug-free Schools

By the year 2000, every school in America will be free of drugs and violence and will offer
a disciplined environment conducive to learning.

Objectives
Every school will implement a firm and fair policy on use, possession, and
distribution of drugs and alcohol.

Parents, businesses, and community organizations will work together to
ensure that schools are a safe haven for all children.

Every school district will develop a comprehensive K-12 drug and alcohol
prevention education program. Drug and alcohol curriculum should be
taught as an integral part of health education. In addition, community-
based teams should be organized to provide students and teachers with
needed :upport.
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GOAL 6

What we have
learned since
the 1992 Report

Safe, Disciplined, and Drug-free Schools

The 1993 Goals Report presents new information on indicator, such as the
sale of drugs at school, obtaining drugs at school, being under the influence of
alcohol or other drugs while at school, witnessing other students under the influ-
ence of alcohol or other drugs while at school, carrying weapons to school, stu-
dent membership in gangs, student safety, precautions to ensure safety, and di,-
ruptions in the classroom. In addition, updates are presented on at-school and
overall drug use by 8th, 10th, and 12th graders, student victimisation, skipp'nc
school and skipping classes, and student attitudes toward drug use.

Direct Measures of the Goal

Drug-free Students and Schools

At-School Use

In 1992, one in ten 8th graders, nearly one in five 10th graders, and nearly one
in four 12th graders reported that they had been approached at school by some-
one trying to sell or give them drugs during the previous Year. (See Exhibit 100.1

More than one-fourth of all students report that beer or wine, liquor, and mar-
ijuana are easy to obtain at school or on school grounds. (See Exhibit 101.)

The vast majority of students report never being under the influence of alco-
hol or other drugs while at school. However, about one-third of all students
report that they have witnessed other students high on drug, or drunk at school.
(See Exhibits 105 and 106.)

Overall Use

Although alcohol and other drugs are rarely used at school. overall user, much
hither. In 1902, more than three-fourths of 12th graders used alcohol during the
previous rear, and almost one-tourth used mann liana , accord 111(...! to student
reports. However, °Verdi I student use has continued to decline since the early
1980's. (See Exhibits 107 and 108.1

Schools Free of Violence and Crime

In 1992, 9% of 8th graders, 109'0 of 10th graders, and 6". of 12th graders
reported that they had brought a weapon to school at least once during the previ-
ous month. The percentages of students, by grade, who habitually carried a
weapon (10 or more days in the previous month) were 2%, 4°o, and 1°-0, respec-

tively. (See Exhibit 109.)

Substantial numbers of 8th, 10th and 12th graders continue to be victims of
violent acts, theft, and vandalism at school, according to student report,. Black
and Hispanic students are more likely than White students to he victims of vio-
lent acts at school involving weapons. Between 1990 and 1992. fewer 12th
graders reported that their property had been stolen at school. (See Exhibits 110
and 111.1

Over one-third of all students report that other students at their school belong
to fighting gangs. (See Exhibit 113.1



GOAL 6

..2

What we still
need to know

Safe, Disciplined, and Drug-free Schools

While most students feel sate in or around their schools, substantial numbers
report feeling unsafe some or most of the time. In 1992, 7% of 8th graders report-
ed staying home from school at least once during the previous month because of
concerns for their physical safety. (See Exhibit 114.)

Disciplined Environments Conducive to Learning

In 1992, the maturity of students in Grades 8 and 10 reported that student dis-
ruptions were fairly common occurrences in their classes. About half of the stu-
dents estimated that disruptions occurred only occasionally (five times a week or
less), but I 1.15",, of the student< reported that teachers interrupted class twenty
limes ai week or more to deal with student misbehavior. About one in twenty 8th
and 10th graders reported that other students interfered with their own learning
at least twenty times a week. (See Exhibit 117.)

Skipping school and classes is a fairly common practice among 8th, 10th, and
12th graders, according to student reports. Between 1900 and 1002, the percent-
age of 12th graders who skipped class increased. Inereacs were most prevalent
among Black students. (See Exhibit 118.)

Additional Important Information

Student Attitudes Toward Drug Use

In 1992, students in higher grades were less likely than younger students to
report that they disapproved of adults drinking large quantities of alcohol or try-
ing marituana, and were more likely to engage in these behaviors themselves.
1-lowever, between 1991 and 1992, the percentage of high school seniors who
reported disapproving of adults having five or more drinks in a row once or twice
each weekend increased. (See Exhibit 121.1

Student Safety

Sizable proportions of students and their parents report that they take one or
more precautions to ensure students' personal safety at school or on the way to or
from school. Staving in a group and staying away from certain places in school
were the precautions most frequently cited by students; talking to students about
ways to avoid trouble and setting limits on the amount of money taken to school
were the precautions most frequently cited by parents. (See Exhibits 122 and
123.)

We still need a comprehensive definition of "disciplined environment con-
ducive to learning" and a set of indicators to measure its presence or absence.
The Panel has established a Task Force to develop the needed definition and the
dimensions that characterize it. Based on the results of these efforts, new and
improved indicators will appear in future (..loals Reports.
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In 1992, one in ten 8th
graders, nearly one in five
10th graders, and nearly one
in four 12th graders reported
that they had been
approached at school by
someone trying to sell or give
them drugs during the
previous year.

Exhibit 100
Sale of Drugs at School
Percentage of students who reported that someone had offered
to sell or give them an illegal drug at school' during the previous
year, 1992

3rade 12

Grade 10

Or someone had actually sold or given them an illegal drug at school

Yes

Eil No

LntveNit ot Ntichwan. 190;



Direct Meisure of the Goal:
Drug-free Students and Schools

Exhibit 101
Obtaining Illegal Drugs at School
Percentage of students' who reported that it is easy2 to obtain
alcohol or marijuana at school or on school grounds, 1993

All students

a)

(D

Elementary

Middle/junior high

Senior high

Combination school3

Fewer than 300
students

300 - 599

600 999

1,000 or more

Urban, inside4

Urban, outside

Rural

26%0

I 29% '

1111178Z
16%

19%
11111111,15%

116%

42%
39%

145%

22%
111111 r21%

1 20%

19%
111111111- 189'°

1 15%

25%
11111122%

124%

30%!
26%
129%

37%!1111.11,11111111111111111911

33%
1 40%

29%
26%

32%

31%
111111.1111111111127%

27%

28%
1111411.11' 74%

23%

0% 20% 40% 60% 80% 100%

Beer/wine Liquor r=1 Marijuana
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includes 6th through 12th graders.
1.. Responses of 'easy and 'fairly easy' combined.
' Students were assigned to a school category on the basis of their grade level School categories were as
follows. Schools in which the lowest grade was 3 or less and the highest grade was 8 or less were classified as
elementary. Schools in which the lowest grade was 4 through 9 and the highest grade was 4 through 9 were
classified as middleoumor high. Schools in which the lowest grade was 7 through 12 and the highest grade was
10 through 12 were classified as senior high. Schools that did not meet these qualifications were classified as
'combination schools.-

See Appendix A for a complete description.

More than one-fourth of all
students report that beer or
wine, liquor, and marijuana
are easy to obtain at school
or on school grounds.

tiro: C enter tr "....t.itistic, \X't.,t,iit. In.. ii/o;
1.111, exhibit reisl.its uii riii ut,m rre,enteti in the 1902 Report with nev. d.tr.r trom .t ditterent
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Although alcohol, marijuana,
and other drugs are rarely
used by students at school
during the day, higher levels
of use occur near school and
at school events, according
to student reports. Use of
alcohol and other drugs is
more prevalent among older
students, and alcohol is more
commonly used than
marijuana or other drugs.

Exhibit 102
Use of Drugs at School by 8th and 10th Graders
Percentage of 8th and 10th graders who reported that they
used alcohol or other drugs at or near school during the previous
year, 1992

100%

80%

60%

40%

20%

0%

19%

4% 7%
11%

47% 6%F7771%
11%

X3E:,77-1 6%it:3%11=1 MN.:4; 1 M1:1
Grade 8 Grade 10 Grade 8 Grade 10 Grade 8 Grade 10
At school during

the day
Near school At a school dance, game,

or other event

III Marijuana or any other illicit drug Alcohol

Source: lintversit of Michwan, 1QQ
This exhibit updatesintormation present the 1992 God!, Report
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Exhibit 103
Use of Drugs at School by 12th Graders
Percentage' of 12th graders who reported that they used the
following substances at school during the previous year, 1992

100% -

80%

60%

40%

20%

0%

7% 5%
1%

8%
2% 1%

8% 7%
<1%

6% 5%

All Black Hispanic White

M Alcohol Marijuana Cocaine

Three-year averages (1990-1992) reported for racial/ethnic groups.

1%
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Use of alcohol and other
drugs by 12th graders at
school is not widespread. In
1992, 7% of 12th graders used
alcohol at school during the
previous year, 5% used
marijuana, and 1% used
cocaine, according to
student reports.

Change Since 19901

Percentage2 of 12th graders who reported that they used the following substances at school

I during the previous year.

Alcohol Marijuana Cocaine
1990 1992 1990 1992 1990 1992

AII3 7% 7% 6% 5% 1% 1% *

Black 8% 8% 4% 2% <1% 1%

Hispanic 8% 8% 6% 7% 1% <1%

White° 8% 6% * 8% 5% * 1% 1%

' Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Three-year averages 11988- 1990,1990 -1992) reported for raciaVethnic groups.
3 The non-rounded values for all 12th graders in 1990 arid 1992 for cocaine were 1.4 and 0.6, respectively.

4 The non-rounded values for White 12th graders in 1990 and 1992 for cocaine were 1.4 and 0.8, respectively.

"",tirtc C inver.tr% ot NtichitAn,
c \holt update. intortn,inon presented in rile 1002 (...o.t1, Report.

157



154 Direct Measure of the Goal:
Drug-free Students and Schools

Use of alcohol, marijuana,
and cocaine at school has
dropped sharply since 1980,
according to reports from
high school seniors.

Exhibit 104
Trends in At-School Drug Use
Percentage of 12th graders who reported that they used the
following substances at school during the previous year,
1980 to 1992

50%

40%

30%

20% _ 21%

10%

0%

14%

3%
7%
5%

1980 1985 1990 1991 1992

.-4/ Alcohol Marijuana Cocaine

Source: Lower:Iry of Mikhigan, 190;
This exhibit updates information presented in the 1992 joals Report
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Exhibit 105
Being Under the Influence of Alcohol or Other
Drugs While at School
Percentage' of students who reported being under the influence
of alcohol or other drugs while at school during the previous four
weeks, 1992

Under the influence
of alcohol
while at school:

Never

One or two days

Three or more days

Under the influence
of marijuana or some
other illegal drug
while at school:

Never

One or two days

Three or more days

155

96% The vast majority of students

95% report never being under the
;

influence of alcohol or other
192% ; drugs while at school .

0% 20% 40%

InGrade 8 11:1 Grade 10

Percentages may not add up to 100% because or rounding.

60% 80%

111Grade 12

100%

Ince t_ nivelqty. Nlichwan. 10`)1

-11,59
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About one-third of all
students report that they
have witnessed other
students high on drugs or
drunk at school.

DireCt Measure of.the Goal:
Drug-free Students and Schools.

Exhibit 106
Witnessing Other Students Under the Influence of
Alcohol or Other Drugs While at School
Percentage of students' who reported witnessing other students
high on drugs or drunk at school, 1993

All students

Elementary

Middle/junior high

Senior high

Combination school2

Fewer than 300
students

300 - 599

600 - 999

1,000 or more

33%
27%

21%
14%

50%:
42%

25%511
23%

16%

28%
21% I

34%

r-- ,...-7cfax

Urban, inside3

Urban, outside3

Rural

43%
37%

34%
30 %'

36%
<1111,17Prof,-,

20%
31%

0% 20% 40% 60% 80% 100%

Witnessed students
drunk at school

Witnessed students high
at school on drugs such as
marijuana, LSD, or cocaine

Includes 6th through 12th graders
2 Students were assigned to a school category on the basis of their grade level. School categories were as

follows: Schools in which the lowest grade was 3 or less and the highest grade was 8 or iess were classified as
elementary. Schools in which the lowest grade was between 4 and 9 and the highest gran was between 4
and 9 were classified as middle/Junior high. Schools in which the lowest grade was between 7 and 12 and tnr:
highest grade was between 10 and 12 were classified as senior high. Schools that did not meet these
qualifications were classified as "combination schools."

3 See Appendix A for a complete description

N.111.41.11 t :enict t,yr kklucation 1ati,th....111.1 \\ etat. In.. 19
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Exhibit 107
Overall Student Drug Use
Percentage' of students who reported that they used the
following substances during the previous year, 1992

Alcohol:
All

Black

Hispanic

White

Marijuana:

All

Black

Hispanic

White

Cocaine:

All

IFIMEMWilliallMin 54%*LE. :1 70%
177%

43%
61%

64%

58%-M 72%1
so%

56%
_

74%
80%

NI 7%
15%

22%

7i
12% I

12%
19%

125%

17%
I 25%

2%
2%
3%

1%
Black 1%

1%

3%
Hispanic 4%

5%

%
White 2%

3%

0% 20% 40% 60% 80% 100%

Grade 8 El Grade 10 Grade 12

Two-year averages 11991-19921 reported for racial /ethnic groups.

Although alcohol and other
drugs are rarely used at
school, overall use is much
higher. Alcohol is used by
more than three-fourths of all
12th graders and is by far the
most commonly used drug,
according to student reports.
Alcohol and marijuana use
are more prevalent among
older students, although
cocaine use is relatively
uncommon across age
groups. Black students
report the lowest rates of use
at all grade levels.

Change Since 19901

Percentage2 of 12th graders who reported that they used the following substances during the

previous year:

Alcohol Any illicit drug3 Marijuana Cocaine
1990 1992 1990 1992 1990 1992 1990 1992

All 81% 77% * 33% 27% * 27% 22% * 5% 3% *

Black 64% 64% 17% 15% * 14% 12% * 2% 1%

Hispanic 74% 80% * 26% 30% * 22% 25% 7% 5%

White 86% 80% * 38% 31% * 32% 25% * 6% 3% *

1 Interpret with caution. Data are from a representative national survey. Thechanges shown could be attributable

to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Two-year averages (1989- 1990,1991 -1992) reported for racial/ethnic groups.
3 See Appendix A for complete description.

Between 1990 and 1992, the
percentage of high school
seniors who used alcohol,
marijuana, cocaine, and
other illicit drugs decreased,
according to student reports.

Lim ermtv lichnzan,lqo
This exhiit itnahtic, Ind updates intorm;it con presence,' in the 1-)02(.;,.cis Report . 16i
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Since 1980, overall use of
alcohol and other drugs
by high school seniors
has declined noticeably,
according to student reports.

Exhibit 108
Trends in Overall Student Drug Use
Percentage of 12th graders who reported that they used the
following substances during the previous year, 1980 to 1992

100%

88%

80%
77%

60%

53%
49%

40%

27%
20% 22%

0%
1980

A-- Alcohol
Any illicit drugs

See Appendix A for complete description

1985 1990 1991 1992

Marijuana
Cocaine

,1 Nhchiviin. 1991
Tilt, exhibit tnodine. and update, intorniation preentd in the 100.2( i0.11, Iterorl
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Exhibit 109
Carrying Weapons to School
Percentage of students who reported carrying a weapon' to
school during the previous four weeks, 1992
100%

80%

60%

40%

20%

9%

0%
Grade 8

Includes gun, knife, or club

" C I III\ \11.1111:111.

10%
4%

Grade 10

6% 3%

11111.1-1
Grade 12

1111 At least once E] 10 or more days
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In 1992, 9% of 8th graders,
10% of 10th graders, and 6%
of 12th graders reported that
they had brought a weapon
to school at/east once during
the previous month. The
percentages of students, by
grade, who habitually carried
a weapon to school (10 or
more days in the previous
month) were 2%, 4%, and 3%,
respectively.



160 DirectMeasure of the Goal: .

Schools Free of ViOlence anderime.

Substantial numbers of 8th,
10th, and 12th graders are
victims of violent acts, theft,
and vandalism at school,
according to student reports.
Threats and injuries are
higher among younger
students than among
students in upper grades.

Exhibit 110
Student Victimization
Percentage of students who reported that they were victimized in
the following ways at school during the previous year, 1992
Threatened:

With a
weapon

Without a
weapon

Injured:

With a
weapon

Without a
weapon

19%

16%
.1 14%

29%

28%

25%

40%
42%

I37%

Theft of
student's property

Vandalism of
student's property

32%

25%
26%

0% 20% 40% 60% 80% 100%

Grade 8 Grade 10 Grade 12

Between 1990 and 1992,
fewer 12th graders reported
that their property had been
stolen at school.

Change Since 19901

Percentage of 12th graders who reported that they were victimized in the following ways at school
during the previous year

Threatened:
With a weapon
Without a weapon

Injured:
With a weapon
Without a weapon

Theft of student's property
Vandalism of student's property

1290

13%
25%

1992

6%
14%
42%
29%

14%
25%

5%
13%
37%
26%

I Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

",'tree: liniversav ,at NIkillean, 100;
exihit updates intortnotion presented in the 1\0\11
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Direct Measure of the Goal:
Schools Free of Violence and Crime

Exhibit 111
Threats and Injuries IMth Weapons
Percentage' of students who reported that they were victimized in
the following ways at school during the previous year, 1992

Threatened with
a weapon:

Grade 8

Grade 10

Grade 12

Injured with
a weapon:

24%
22%

17%

20%
18%

15%

13%
Grade 8 14%

8%

Grade 10

8%
Grade 12 7%

5%

0% 20% 40% 60% 80% 100%

Black Hispanic White
Two-year averages (1991 -1992) reported for racial/ethnic groups for Grades 8 and 10. Three-year averages
(1990-19921 reported for racial /ethnic groups for Grade 12.
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Black and Hispanic students
are more likely than White
students to be victims
of violent acts at school
involving weapons,
according to student reports.

Change Since 19901

Percentage' of 12th graders who reported that they were victimized in the following ways at school
during the previous year:

Threatened with a weapon
1990 1992

Injured with a weapon

Black 21% 19%
Hispanic 14% 15%
White 12% 13%

1990 1992

10% 8%
6% 7%
4% 5%

Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Three-year averages (1988- 1990,1990 -1992) reported for racial/ethnic groups.

of ht4art, I 00
I \ !. Walk: 1111,1111,1[111 presenn,1 in tile 192 ( /I RelVir

kV5



162

Between 1980 and 1992,
student reports of
victimization at school have
remained fairly steady.

Exhibit 112
Student Victimization Trends
Percentage of 12th graders who reported that they were
victimized in the following ways at school during the previous
year, 1980 to 1992

50%

40%

30%

20%

10%

0%

340/o

0 37%

25%
26%
25%

19%

11%

5%

1 %

5%

1980 1985

--li Threatened with a weapon
Threater-3d without a weapon

L Theft of student's property

1990 1991 1992

Injured with a weapon
Injured without a weapon

0 Vandalism of student's property

:NiurLe: VCrq of K NO;
Tins exhibit updates intorminon presented in the IQ- 2 God's Report



Exhibit 113
Student Membership in Gangs
Percentage of students' who report that other students in their
school belong to fighting gangs, 1993

All students

Elementary

Middle/junior high

Senior high

Combination schools2

Black

Hispanic

White

Other

Fewer than 300
students

300 - 599

600 - 999

1,000 or more

Urban, inside3

Urban, outside3

Rural

35%

17%

38%

41%

17%

IC. 42%

1111011.1111
1

31%

39%

20%

29%1

36%

4r/o

43%

32%

51%

0% 20% 40% 60% 80% 100%
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1
Includes 6th through 12th graders

7 Students were assigned to a school category on the basis of their grade level. School categories were as

follows: Schools in which the lowest grade was 3 or less and the highest grade was 8 or less were classified as

elementary. Schools in which the lowest grade was between 4 and 9 and the highest grade was between 4

and 9 were classified as middle /junior high. Schools in which the lowest grade was between 7 and 12 and the

highest grade was between 10 and 12 were classified as senior high. Schools that did not meet these

qualifications were classified as "combination schools."
3 See Appendix A for a complete description.

Over one-third of all students
report that other students at
their school belong to
fighting gangs.

`ounce. Iti.mun.tl (.'enter for Education Statistics .ind Wetat, Ink .. 199 I
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While most students feel safe
in or around their schools,
substantial numbers report
feeling unsafe some or most
of the time. In 1992, 7% of 8th
graders reported staying
home from school at least
once during the previous
month because of concerns
for their physical safety.

Exhibit 114
Student Safety
Percentage' of students who reported feeling unsafe at school or
on the way to or from school, 1992

Student feels unsafe
while at school:

Never

Rarely

Some of the time

Most of the time2

Student feels unsafe
going to or from school:

Never

Rarely

Some of the time

Most of the time2

Student did not go
to school during the
past month because
he/she felt unsafe at
school or on the way
to or from school: Never

48%
50%

36%
36%

130%i

-:!!!1114°/0°
19% I

..??&J.q.;,,,le,;:641141444',;14-ifl:*.-:- 60%
159%

29%
4;: 4. 29%

30%'

10%

4%
3%
4%

93°,0
"72 96%

197%

At least once
I

0%

II Grade 8

7%
4%

3%

20% 40% 60% 80% 100%

Grade 10 Grade 12

Percentages may not add up to 100% because of rounding
Responses of most days and every day combined

imersit lokn
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Exhibit 115
Teacher Safety
Percentage of public school teachers who reported that they felt
unsafe' in their school buildings, 1991

100%

80%

60%

40%

20% 15%
8%

0%
11,, -A no , 0, 5%

6%
1...0.1.---1 11L---27,1 0% 2%

1----1

All Schools City Suburb/ Town Rural
urban fringe

III During school hours E After school hours

1 Responses of "unsafe" and 'moderately unsafe' combined.
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Most teachers feel safe in
their schools during the day.
Teachers in cities are more
likely than teachers in other
areas to feel unsafe
in their buildings after
school hours.

Source: Notional (:enter for Education Statistics. 19'41
This exhibit repeat, intormotion presented in the I -Q' Goals Report.

Exhibit 116
Teacher Victimization
Percentage of public school teachers who reported that they
were victimized by a student from their school in the following
ways, 1991

100%

80%

60%

40%

20% 19%

0%

28%

17% 16% 15%
12%

. ks%7

%

Verbally abused in
the last 4 weeks

All Schools

Town

Threatened with injury
in the last 12 months

City

El Rural

N.111.11.1i t rater 1,,r I,lu,,ithal>t,itt-u.,. 1'1°1
rhi, t:',11:11I ft1T.If nrtonn.ttnm pre.enied in the 100...! Gook Rep, n

2% 3% 3% 3% <1T
_Imam

Physically attacked in
the lastl2 months

Suburb/urban fringe

6

Teachers in cities are more
likely than teachers in other
areas to be victims of verbal
abuse and threats, according
to teacher reports.
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In 1992, the majority of
students in Grades 8 and 10
reported that student
disruptions were fairly
common occurrences in their
classes. About half of the
students estimated that
disruptions occurred only
occasionally (five times a
week or less), but 11 -15% of
the students reported that
teachers interrupted class
twenty times a week or more
to deal with student
misbehavior. About one in
twenty 8th and 10th graders
reported that other students
interfered with their own
learning at least twenty times
a week.

Exhibit 117
Disruptions in Class by Students
Percentage' of students who reported that during an averoue
week disruptions occurred in their classes, 1992

Teachers interrupt
class to deal with
student misbehavior:

Never

Occasionally2

Often3

Regularly4

Misbehavior by other
students interferes with
student's own learning:

Never

Occasionally2

Often3

Regularly4

Student comes to
class late without an
approved excuse:

Never

Occasionally2

3%
3%

52%
61%

1111111111%

15%

30%
25%

11111111111129%
31%

111.01111111111.1 530/0' . 53%

54°o

.11111111.!.111,149%

43%
1.111111..147%

Often3
3%

Regularly4 1%
1%

0% 20% 40% 60%

III Grade 8

Percentages may not add up to 100% because of rounding

? Occasionally 5 times a week or less
' Often r. 6-19 times a week
4 Regularly. 20 times a week or more

800o 100%

Grade 10

7-W, cr,1, \11,

I



"Direct Measure of the Goal:
Disciplined Environments Conducive to Learning

Exhibit 118
Skipping School and Classes
Percentage' of students who reported that they did the following
during the previous 30 days, 1992

Skipped school: 10% I

Skipped class:

0% 20% 40% 60% 80% 100%

111 Grade 8 0 Grade 10 Grade 12

Two-year averages (1991-19921 reported for ractal/ethruc groups.
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Skipping school and classes
is a fairly common practice
among 8th, 10th, and 12th
graders, especially among
Hispanics and among
students in higher grades.

Change Since 1990'

Percentage' of 12th graders who reported that they did the following during the previous 30 days:

Skipped school Skipped class
1990 1992 1990 1992

All 30% 30% 33% 35% *

Black 22% 25% * 31% 39% *

Hispanic 37% 38% 42% 42%

White 30% 31% 33% 33%

1
Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Two-year averages 11989.1990,1991 -1992) reported for racial/ethnic groups.

Between 1990 and 1992, the
percentage of 12th graders
who skipped class increased,
according to student reports.
Increases were most
prevalent among Black
students.

I no. er,n \ I Jo k

Ird.ite, int,,rulat t,11 preencv,1 in 111 100.: ( Rep, rt.
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In 1991, nearly seven out
of ten high school teachers
felt that they had substantial
or complete disciplinary
control over students in their
classrooms.

Exhibit 119
Teacher Disciplinary Control Over Classrooms
Percentage of all high school teachers who indicated
varying levels of disciplinary control over students in their
classrooms, 1991

No
control 1% 4% I 9% 17% 34% 34%

Complete
control

Between 1988 and 1991, the
percentage of high school
teachers who indicated
that they had substantial or
complete disciplinary control
over students in their
classrooms remained about
the same.

Change Since 1988'

Percentage of all high school teachers who indicated substantial or complete disciplinary control over students
in their classrooms:

1988 1991

Substantial or complete control 67 68

1 Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

:Nttirke: Notion.11(..enrer for Llticart,,n Nattstic..19,4:
The, e\inisit repeat, int, mn,tt ton presented in the 1902 i ;oak Report
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Direct Measure of the Goal:
',. Disciplined EnVironments Conducive to Learning

Exhibit 120
Teacher Beliefs About the School Environment
Percentage of all high school teachers who reported,' 1991

Student behavior
interferes with my teaching

Principal enforces
school rules and backs

me up when I need it

Rules are consistently enforced
by teachers in this school, even

for students who are not
in their classes

0% 20%

Responses of 'agree' and "strongly agree combined.

40% 60% 80%

86% i

100%
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In 1991, more than 30% of
all high school teachers felt
that student misbehavior
interfered with their teaching.
Nearly nine out of ten
teachers felt that their
principal consistently
enforced school rules, but
only six out of ten felt that
other teachers did so.

Change Since 19881

Percentage of all high school teachers who reported:2

Student misbehavior
interferes with my teaching

Principal enforces school rules
and backs me up when I need it

Rules are consistently enforced by
teachers in this school, even for
students who are not in their classes

1988 1991

41 33 *

82 86

50 61 *

I Interpret with caution. Data are from a representative national survey. The changes shown could be
attributable to sampling error. In cases noted with an asterisk, we are confident that change has occurred.

2 Responses of "agree" and "strongly agree" combined.

Between 1988 and 1991,
fewer high school teachers
felt that student misbehavior
interfered with their
teaching, and more felt that
principals and other teachers
consistently enforced
school rules.

mrce: `.it it ma I Center tor Education Statistics. 1992
7:11. exinhit repeats lith.rmat ion presented in the 1992 Goals Report.
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170 Additional Important Information:
Student Attitudes Toward Drug Use

In 1992, students in
progressively higher grades
were less likely to report that
they disapproved of adults
drinking large quantities of
alcohol or trying marijuana,
and were more likely to
report engaging in these
behaviors themselves. In
contrast, student disapproval
of adults using cocaine was
consistently high across
grades, and the percentage
of students using cocaine
was consistently low.

Exhibit 121
Student Attitudes Toward Drug Use
Percentage of students who reported the following, 1992

They disapprove of
adults having 5 or

more drinks in a row
once or twice each

weekend

They had 5 or more
drinks in a row

during the
previous two weeks

13%

21%

28%

They disapprove of
adults trying

marijuana
once or twice

They used
III 7%

marijuana in the
previous year

15%

22%

71%

84%

78%

82%

75%

70%

They disapprove of
adults trying

cocaine powder L.
once or twice

They used 2%
cocaine in the 2%
previous year

3%

90%

91%

89%

0% 20% 40% 60% 80% 100%

II Grade 8 [11 Grade 10 [1] Grade 12

Between 1991 and 1992, the
percentage of high school
seniors who reported
disapproving of adults having
five or more drinks in a row
once or twice each weekend
increased.

Change Since 19911

Percentage of 12th graders who reported the following:

1991 1992

They disapprove of adults having 5 or more drinks in a row once or
twice each weekend

67% 71% *

They had 5 or more drinks in a row during the previous two weeks 30% 28%

They disapprove of adults trying marijuana once or twice 69% 70%

They used marijuana in the previous year 24% 22% *

They disapprove of adults trying cocaine powder once or twice 88% 89%

They used cocaine in the previous year 4% 3%

1
Interpret with caution. Data are from a representative national survey. The changes shown could be

attributable to sampling error_ In cases noted with an asterisk, we are confident that change has occurred

nivcrsttv loo;
utsaitt, in/orm.111.M I,TcL'Ilted ID On 1CI
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Additional Important Information:
Student Safety

Exhibit 122
Student Precautions to Ensure Personal Safety
Percentage of students' who reported taking the following
precautions to ensure their personal safety, 1993

Taking a special
route to school

Staying away from
certain places in

school

Staying away from
certain places on

school grounds

Staying away from
school-related events

Trying to stay in
a group

Staying home from
school sometimes

II All students

Elementary

11150/0

f40
20%
21%

25%
17%

15%

14%

22%
8%

10%
10%

0% 20% 40% 60% 80% 100%

ssi Middle/junior high

Senior high

® Combination schools2

1 7 1

Sizable proportions of
students report that they take
one or more precautions to
ensure their personal safety
at school or on their way to
or from school. Staying in a
group and staying away from
certain places in school were
the precautions most
frequently cited by students.

Includes 6th through 12th graders.
Students were assigned to a school category on the basis of their grade level. School categories were as
follows: Schools in which the lowest grade was 3 or less and the highest grade was 8 or less were classified as
elementary. Schools in which the lowest grade was between 4 and 9 and the highest grade was between 4
and 9 were classified as middle /junior high. Schools in which the lowest grade was between 7 and 12 and the
highest grade was between 10 and 12 were classified as senior high. Schools that did not meet these
qualifications were classified as "combination schools."

-ount. N mon.11 ('enter for Education Sim NAL, and \X'i..tai. In, .
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172 Additional Important Information:
Student Safety

Nearly all students' parents
report that they have taken
one or more precautions to
ensure their children's safety
at school. Talking to students
about ways to avoid trouble
and setting limits on the
amount of money taken to
school were the precautions
most frequently cited by
parents.

Exhibit 123
Parent Precautions to Ensure Students' Safety
Percentage of students' whose parents reported taking the
following precautions to ensure students' safety, 1993

Advising student not
to travel a certain

route to school

29%.

34%

34%

26%

21%

15%

Advising student to 14°/0

take a different kind 19%
of transportation

14%

10%

-.c.r.Toi,:e.1.4-,vf-Advising student not
to wear certain kinds
of clothing or jewelry

Setting limits on the
amount of money

taken to school

Talking with student
about how to avoid

trouble

All students

Elementary

32%

33%

40%

30%

21%

57%

59%

52%

45%

68%

86%"':
;
AV88%

84%

79%

0% 20% 40% 60% 80% 100%

g§ Middle/junior high

Senior high

Ei Combination schools?

1 Includes 6th through 12th graders.
2 Students were assigned to a school category on the basis of their grade level School categories were at

follows: Schools in which the lowest grade was 3 or less and the highest grade was 8 or less were classified as
elementary Schools in which the lowest grade was between 4 and 9 and the highest grade was between 4
and 9 were classified as middleiiunior high. Schools in which the lowest grade was bent, een 7 and 12 and tile
highest grade was between 10 and 12 were classified as senior high. Schools that did n7,t meet these
qualifications were classified as "combination schools

ur,e N.111011.11 enri- tor .n,1 Ct.lt. I . '))



CHAPTER 3

Developing Improved
Measurement Systems and
Strategies for Goal Attainment
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Developing Improved
Measurement Systems and
Strategies for Goal Attainment

Frum its inception, the National Education Goals
Panel has been concerned about the existence of
major gaps in information needed to monitor

progress on the six National Education Goals. One of
the Panel's major responsibilities, therefore, has been
to propose improvements to national and internation-
al measurement systems so that progress in achieving
the Goals could be more comprehensively and accu-
rately portrayed. The purpose of these efforts is always
to provide new information to improve educational
results, as well as to gauge where our efforts are suc-
ceeding and where they are falling short.

To accomplish this, the Panel convenes expert
advisory bodies (known as Resource Groups,
Technical Planning Groups, and Task Forces) on an
ongoing basis. These groups, working closely with
designated Panel members and their staffs on long-
term data improvement projects, make recommenda-
tions for new data collection and assessment strate-
gies. The Panel then weighs the advice of its advisory
bodies and, when appropriate, recommends new ini-
tiatives and reforms.'

For the first time, the Panel embarked this past year
on long-term projects that move beyond measurement
issues and directly into strategies for achieving the
Goals. For example, a special task force was estab-
lished to recommend how telecommunications net-
work technologies should he deployed and used to
help the nation achieve the Goals. Another task
force was asked to outline the characteristics of a "dis-
ciplined environment conducive to learning." And
papers were solicited that clarified the dimensions of
readiness for school in order to improve the nature
and quality of services to young children throughout
the nation. Each of these initiatives will be continued
over the next year, along with others which focus
directly on strategies for Goal attainment.

The Panel currently has ongoing long-term initia-
tives in eight areas. What follows is a summary of the
progress made in each of these over the preceding
year.'

1. SCHOOL READINESS (Goal 1)

1992-93 LEAD PANELISTS:
Senator Bingaman, Representative Goodling,
Governor Carlson, and Governor Nelson

MAJOR ACCOMPLISHMENTS: Draft paper
elaborating the five dimensions of early child-
hood learning and development.

PRELIMINARY PLANS FOR 1993.94:
Disseminate final draft paper on the five dimen-
sions of early childhood learning and development.

Efforts in this area emerged from the Panel's deci-
sion in 1992 to recommend the development of an
Early Childhood Assessment System. Such a system
would report regularly on the status of the nation's
kindergarten students on five dimensions of early
childhood learning and development: 1) cognition
and general knowledge, 2) physical well-being and
motor development, 3) social and emotional develop-
ment, 4) approaches toward learning, and 5) language
usage.

These five readiness dimensions have been central
to the work of the Panel and its advisory bodies over
the past year. A Technical Planning Group was estab-
lished to develop a paper elaborating the meaning and
usefulness of the five dimensions. This paper is now
undergoing internal review and critique. The Panel
plans to disseminate it widely in the year ahead f(n- use
as a local program improvement tool. Meanwhile, the
National Center for Edlication Statistics (NC:ES) has
incorporated the five readiness dimensions into a new
national longitudinal study of early childhood learn-
ing and development.

The Goal I Resource Group has also worked with
the Panel to outline a mechanism that would oversee
developments in early childhood assessment.
Panelists Goodling and Cochran are currently spon-
soring legislation to create such a body.
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2. SCHOOL COMPLETION (Goal 2)

1992-93 LEAD PANELISTS: Governor
Branstad and Governor Nelson

MAJOR ACCOMPLISHMENTS: Resolution
on National Goals core data elements for adminis-
trative record systems.

PRELIMINARY PLANS FOR 1993-94: Work
toward the implementation of the Panel's resolu-
tion on the development of a Voluntary State/
Local Student Record System and core data
elements to chart local progress in achieving the
National Goals.

In 1992, the Goals Panel endorsed the develop-
ment of a Voluntary State/Local Student Record
System that would use standard definitions of key stu-
dent characteristics, such as high school completer
and dropout, and would he able to track students who
transfer from one school system to another. In April
1993, the Goals Panel further defined the elements of
such a system through a resolution recommending a
set of uniform data elements to be used by states and
local communities for monitoring progress on each of
the National Goals.

The Panel recommends: 1) that administrative
record systems in education move toward incorporat-
ing this recommended set of data elements for measur-
ing progress toward the six National Education Goals;
2) that the definitions of these elements be consistent
with those currently being established by the National
Center for Education Statistics and the Council of
Chief State School Officers; and 3) that the National
Education Goals Panel review this minimum set of
recommended data elements periodically, taking into
account emerging information technologies and data
needs.

Over the coming year, the Panel plans to work
closely with NOES, state departments of education,
and local school districts to help implement these rec-
ommendations.

3. CHALLENGING SUBJECT MATTER
AND CITIZENSHIP (Goal 3)

1992-93 LEAD PANELISTS: Representative
Kildee, Governor Bayh, Governor Campbell,
and Governor Carlson

MAJOR ACCOMPLISHMENTS: Consensus
recommendation on the use of NAEP in 1993;
resolution on citizenship indicators incorporating
the concept of "service learning."

PRELIMINARY PLANS FOR 1993-94: Review
reports, as they appear, on the technical merits of
NAGB's achievement levels.

Activities in this area centered on t. e use of
achievement level data from the National Assessment
of Educational Progress (NAEP) in the 1993 Goals
Report and developing a Panel resolution on citizen-
ship.

NAEP Reporting in 1993

The Panel convened a Technical Planning Group
to recommend how to report new NAEP data in the
1993 Goals Report. A paramount question was
whether to profile student achievement using the
achievement levels developed by the National
Assessment Governint' Board (NAGB) and published
by the National Center for Education Statistics. The
General Accounting Office (GAO), in a recent publi-
cation, has questioned the validity of interpretations
using such data.

After hearing presentations from both the GAO
and NAGB and then engaging in extended discus-
sions, the Technical Planning Group recommended
the limited use of the achievement levels in the 1993
Goals Report. However, they also urged care in inter-
preting the scores and recommended thi't substantial
illustrative materials he included in presentations of
these data in order to heighten understanding of how
students were actually performing. The Goals Panel
subsequently endorsed these recommendations, and
they are reflected in the achievement level profiles in
this year's Report.

The Panel understands that ongoing exter nal eval-
uations of the validity of the levels-setting process are
still proceeding. The Panel will continue to monitor
subsequent work in this area, and reserves the right to
alter its reporting approaches based on new findings.

Citizenship

la 1993, the Panel endorsed a resotion on indica-
tors of citizenship. Of particular note is the Panel's
endorsement of the concept of "service learning," in
which community service act ivi .ies are integrated
into a structured curriculum which includes discus-



sion, reflection, and writing related to, or arising from,
the service activity. The resolution also contains rec-
ommendations for improved data collection and
reporting in the areas of student knowledge of citizen-
ship and voter participation.

4. ESTABLISHING A NATIONAL EDUCATION
STANDARDS AND IMPROVEMENT
COUNCIL (Goals 3 and 4)

1992.93 LEAD PANELISTS: Secretary Riley,
Representative Doodling, Governor Campbell,

and Governor Romer

MAJOR ACCOMPLISHMENTS: Draft Report
on criteria and procedures for reviewing nation-
wide standards.

PRELIMINARY PLANS FOR 1993-94: Solicit
public review and comment on the merits of pro-
posed criteria and procedures for standards review;
nominate members to a proposed National
Education Standards an Improvement Council
(NESIC) and work cooperatively with this new
body in the nationwide standards review and certi-
fication process.

In 1992, the Panel endorsed the recommendation
of the National Council on Education Standards and
Testing to create a permanent Council whose func-
tions would include coi.:-dinating the work of the
diverse national standards-setting activities that are
ongoing and that are expected in the future. In par-
ticular, this Council would establish, with the Goals
Panel, criteria for judging the adequacy of such stan-
dards. These criteria would then he applied to specific
standards brought before the Council for review and
certification. The proposed Council, now known as
the National Education Si 1 1anuarus and Improvement
Council (NESIC), is the subject of legislation as this
Report goes to print.

This year. the Goals Panel established a new
Technical Planning (3n) up to recommend review cri-
teria and processes for certifying national education
standards and their implications for assessment.
Among the specific topics explored by this group are
benchmarking the standards to those of other nations,
defining the consensus-building process needed for
creating the standards, and the general processes and
guidelines for judging the adequacy of the standards.

The draft Report of this Group has just been com-
pleted. Over the coming months, in preparation for

the advent of the NESIC, the Panel will solicit broad
public comment on the proposed criteria and proce-
dures for standards review.

5. ADULT LITERACY/WORKFORCE SKILLS
(Goal 5)

1992-93 LEAD PANELISTS: Senator Cochran,
Presidential Assistant Rasco, Governor Engler, 1anL.

Governor Romer

MAJOR ACCOMPLISHMENTS: Work plan
for defining and setting standards oi adult literacy.

PRELIMINARY PLANS FOR 1993-94: Work
with the National Institute for Literacy to define
and set standards on adult literacy.

The Goals Panel has worked closely with the
National Institute for Literacy (NIFL) to launch a
joint 2-year project designed to help achieve Goal 5
by defining and setting standards for what adults
should know and he able to do.

The recently released National Adult Literacy
Survey (NALS), whose key findings are published in
this year's National Goals Report, provides a partial
baseline measure for Goal 5. The joint Goals
'.'anel/NIFL project will extend the work of NALS by
defining and setting standards for Goal 5. The project
will result in: 1) a set of papers from the perspective of
adult learners that define what adults need to know in
order to he literate and participate fully in civic and
economic life; 2) a set of commissioned papers investi-
gating the policy implications of NALS from the per-
spectives of various key constituencies; 3) a set of
commissioned papers investigating what can he
learned from other state and national standards-set-
ting efforts in developing a comprehensive system of
standards for adult literacy; and 4) an analytic study
defining and proposing standards, policy direct ions,
and priorities for achieving Goal 5 based on what we
learn from NALS.

6. COLLEGIATE ASSESSMENT (Goal 5)

1992.93 LEAD PANELISTS: Governor Bayh
and governor Carlson

MAJOR ACCOMPLISHMENTS: Resolution
endorsing a sample-based collegiate assessment
system.
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PRELIMINARY PLANS FOR 1993-94:
Establish advisory groups on collegiate assessment
and attainment to provide ongoing advice, guid-
ance, and support on implementing the Panel's
resolution.

During the spring of 1993, a series of national pub-
lic hearings were held on recommendations made by a
Panel Task Force to create a new national collegiate
assessment system. A summary report on the feedback
received was then presented to the Goals Panel.

The Panel, after weighing the public input, issued a
set of recommendations for a uniform format for
reporting college degree c ..mpletion rates nationwide,
as \Nell as the development, through a broad-based
consensus process, of a national sample -based system
of post-secondary assessment driven by rigorous con-
tent and performance standards. Such a system
should take into account differing

fields
mis-

sions as well as students' different fields of study and
occupational areas.

Over the next year, the Panel plans to establish
new advisory groups to provide ongoing advice, guid-
ance, and support to current efforts in the Department
of Education and elsewhere which begin to imple-
ment the Panel's recommendations.

7. SAFE, DISCIPLINED, AND
DRUG-FREE SCHOOLS (Goal 6)

1992.93 LEAD PANELISTS: Governor
McKernan and Presidential Assistant Rasco

MAJOR ACCOMPLISHMENTS: Improved
indicators in the 1993 Goals Report; establishing a
Task Force on characteristics of a "disciplined
environment conducive to learning."

PRELIMINARY PLANS FOR 1993-94:
Receive and disseminate Task Force Report on
characteristics of a "disciplined environment
conducive to learning."

With the help of its expert advisors, this year's
Report contains new indicators in this Goal area on
such topics as weapons in school, being unuer the
influence of drugs and alcohol while at school, and
levels of class disruption. Future Goals Reports will

continue to contain improved indicators as new data
from the Centers for Disease Control, the University
of Michigan, and the National Center for Education
Statistics become available.

The Panel also established a new Task Force to
advise it on the characteristics of a "disciplined envi-
ronment conducive to learning." The group's forth-
coming report on this topic is expected to guide the
Panel in its recommendations for future indicator
development work and strategies for reform.

8. ROLE OF TECHNOLOGY IN ACHIEVING
THE NATIONAL EDUCATION GOALS

1992.93 LEAD PANELISTS: Senator
Bingaman and Governor McKernan

MAJOR ACCOMPLISHMENTS: Draft Report
on how education network technology can he used
to help achieve the National Goals.

PRELIMINARY PLANS FOR 1993-94: Solicit
reaction to the Network Technology Draft Report;
work with other organizations at the national,
state, and local levels to develop coordinated
strategies for network technology development and
use in support of the National Goals.

A new Task Force on Education Network Tech-
nology was established to report to the Panel on how
network technology can he used to help achieve the
National Education Goals. The Panel recently
received the Draft Report of the Task Force, entitled
Achieving Educational Excellence bN Increasing Access to
Knowledge. It specifies how teaching and learning to
new world-class standards can be advanced through
the appropriate deployment and use of telecommuni-
cations networking technologies. The Report also
provides a blueprint for the high-priority investments,
policies, and programs needed to implement this
vision.

Over the coming year the Panel plans to sponsor
workshops and seminars around the Technology Task
Force blueprint. It will also work with other agencies
and organizations at the national, state, and local lev-
els to assist in the development of coordinated strate-
gies for network technology development and use in
support of the National Goals.
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The Federal Role in Meeting
the National Education Goals
Introduction

With the 1989 Education Summit at Char-
lortesville, Virginia, a coordinated and
nationwide movement toward education

reform began in earnest. The seeds of school reform
were sown in the early part of that decade, slowly at
first, as school reform rose to the top of the agenda in a
number of states, and then gaining considerable
momentum with the report from the National
Commission on Excellence in Education warning that
the nation was "at risk." What brought the Governors
and the President to Charlottesville was the common
concern that America's students routinely ranked
below other industrialized countries in academic areas
such as scientific knowledge, mathematics problem
solving, and general literacy.

The Summit participants believed that if the
United States was to remain a major player in the
global economy, its citizens must master the skills
needed to compete successfully. This historic meeting
of America's Governors and the President reflected an
emerging consensus that a quality education for all cit-
izens is critical if America was to remain a land of
opportunity. That consensus has proved to he the basis
for a truly national movement for transforming
American education. This continues in full swin_.
despite changes in leadership in both the national
Administration and the majority of state capitols since
1989. In the process, the federal government's role
within that national movement has been more clearly
defined and sharpened.

Encouraged by the National Education Goals
process, three broad themes have characterized the
overall nationwide approach to retorm:

1. Education reform must be systemic. It must align
standards and curriculum, teacher education and
professional development, and assessments and
educational governance structures to support high
achievement for all students. Reforms at every
level of development, from early childhood to

ofadult education, must fit together like pieces of a
puzzle to he effective. The educational develop-
ment of America's people occurs in inter-
dependent system, comprised of a continuum of
educational experiences. There is ample evidence,
for example, that well-nourished, healthy children

are more apt to learn and be ready for school.
Moreover, early academic success is associated with
later achievement in school, and achievement in
school is associated with achievement in life. For
education reform to he effective, therefore, the
entire system must he impacted.

2. The nation's commitment to education reform
must be long-term. We will not see dram. 'c
improvement in student achievement overnight.
It will take time to develop and implement world-
class standards. Curricula must he modified or
developed, materials must he created, teachers
must be trained or retrained, and assessment
systems that provide meaningful feedback must be
put into place.

3. To achieve the Goals, state, local, and federal
governments must form an education
partnership. In order to enact education reform
nationwide, all sectors must play their parts and
act in concert. While the states and localities are
primarily responsible for providing services that
will help us meet the National Education Goals,
the federal government must also play a critical
role, including granting states, school districts,
and schools increased flexibility and waivers of
requirements that impede systemic reform.

The Emerging Federal Role

The basic elements of the Goals process (that
reform must be systemic, long-term, and represent
intergovernmental partnerships) have characterized
new federal approaches to education reform. These
approaches generally refine, rather than replace or
fundamentally alter, the more traditional federal roles,
which include: stimulating action by targeting funds to
groups of children with various disabilities and/or
educational disadvantages, providing financial
incentives for educational improvement, and funding
demonstration projects; helping to discover and make
knowledge and information available through research,
development, and dissemination; providing services
such as technical assistance, summer institutes for
teachers, and funds for equipment; regulating by
establishing requirements and enforcing account-

requirements; furnishing financial subsidies to
promote access and equal educational opportunity for
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post-secondary students; indirectly influencing state and
local programs in education by setting requirements
for services in designated areas; and giving direction
through the persuasion and vision of federal leaders.

In its emerging role, the federal government acts as
a leader, partner, and catalyst for systemic reform by
leveraging scarce resources toward state and local ini-
tiatives with broad impact and long-term benefit.
Such initiatives cover a wide range but share some
common characteristics: they relate directly to the
Goals; they have the potential to change fundamental-
ly our approach to education; and their effects will he
realized in the long term.

Major initiatives that reflect the federal govern-
ment's emerging role as a catalyst for systemic reform
are:

Standards-Setting Initiatives

One of the central concepts undergirding the
National Education Goals is that performance should
be judged against challenging, world-class standards,
rather than against a minimum criterion or a mathe-
matically derived norm. This is a powerful and impor-
tant idea with tar-reaching implications, because stan-
dards will set targets for what all students should know
and he able to do. Judging by a standard, thus, also
implies that everyone, through targeted instruction
and personal effort, is capable of reaching the stan-
dard. The potential impact of world-class standards
on education, therefore, cannot be understated. They
will change the way education is approached and
organized, they will redefine our educational expecta-
tions, and they will benefit children now entering
school when, as adults, they enter the workforce.

Since the Charlottesville Education Summit, sig-
nificant steps have been taken by the federal govern-
ment to support the development of nationwide, vol-
untary world-class standards in academic subject areas
and workforce skills. The U.S. Department of
Education, both solely and in partnership with other
federal agencies and private organizations, has taken
the lead in supporting the development of academic
standards by indepenuent professional groups.
Standards-setting activities are under way in the areas
of science, history, government and civics, geography,
English/language arts, foreign languages, and the arts
for the elementary and secondary s -hool years. These
efforts are patterned after the widely recognized stan-
dards developed by the National Council of Teachers
of Mathemat ics (NCTM). In the area of workforce
skills, the Departments of Labor and Education are
supporting the development of voluntary national

occupational skills standards by various industry
groups.

Moreover, pending legislation continues in the
direction of supporting the development of voluntary
standards. The proposed GOALS 2000: EDUCATE
AMERICA Act should encourage the voluntary
development and adoption of internationally compet-
itive standards for what students should know and he
able to do in major subject areas and in broad occupa-
tional areas. Students, teachers, parents, communi-
ties, and states may use these standards to judge their
own performance.

Technology Initiatives

Technology enables educators, students, and the
public to share and access information and other
resources to help students achieve challenging stan-
dards. Appropriately used, technology is a powerful
tool for engaging teachers and students in learning to
high standards. By providing system support for stan-
dards-based education reform, technology can accel-
erate the speed of such reform.

One characteristic of technology is its capacity for
widespread application across the Goals. That is one
reason why its potential for systemic reform is so great.
The federal government supports a number of tech-
nology-based education initiatives that enhance the
Goals and promote systemic reform. A prime example
is the Federal Star Schools Program, which provides
access to telecommunications systems for hundreds of
thousands of Grade K-12 children nationwide in
urban, rural, and suburban locations. The program's
technology is used to improve instruction in mathe-
matics, science, foreign languages, and other subjects
such as vocational education. Consequently, this sin-
gle program promotes both Goals 3 and 4, and, to the
extent that it helps keep students in school, Goal 2.
Additionally, federal initiatives like the Star Schools
Program provide states and communities access to
technology for applications other than traditional ele-
mentary and secondary subjects. Mississippi, for
example, uses the satellite downlinks installed by the
K-12 Federal Star Schools Program for its Project
LEAP (Learn, Earn, and Prosper), a satellite-based
adult education and training program. Project LEAP
provides after-school-hours distance-learning courses
in reading, GED preparation, workplace readiness,
and life-coping skills and, thus, promotes Goal 5.

There are also several proposed pieces of federal
legislation that focus on the need for a coordinated
federal effort in education technology. These pro-
posed hills, although taking differing approaches,



point to the need for establishing a comprehensive
system through which to provide schools appropriate
technology-enhanced instructional and administra-
tive support as well as services that support the
National Education Goals and any nationwide educa-
tion standards that may be developed.

Grants to States for Systemic Reform

The proposed GOALS 2000: EDUCATE AMERI-
CA Act is designed to reform our schools by establish-
ing challenging voluntary academic and occupational
standards and providing support to states and commu-
nities to help students reach those standards. GOALS
2000 sets into law the six National Education Goals
established in 1990. It encourages states and local
communities to improve teacher training and to
expand the use of challenging curricula, instruction,
technologies, and assessments geared to world-class
academic standards. A key provision of the proposed
legislation would authorise the Secretary to waive
statutory or regulatory requirements that impede
reform efforts for state and local districts implement-
ing systemic reform plans.

The Statewide Systemic Initiative (SSI) Program,
funded through the National Science Foundation, is a
major effort to encourage improvements in science,
mathematics, and engineering and technology educa-
tion through comprehensive systemic changes in the
education systems of the states. States are in the posi-
tion to coordinate resources from a variety of public
and private sources, can do so fairly and equitably, and
can change regulations. Through the SSI program,
states are encouraged to identify ( I.) the elements
that, taken together, can make a difference in what
students know and are able to do, and (2) how the
states will bring together and manage: a commitment
from the Governor and other leaders; the state's vision
of what mathematics and science education should
be; and the creation of partnerships with educators at
all levels that will enable the initiative to succeed.

The proposed School-to-Work Opportunities Act,
to be administered jointly by the Departments of
Education and Labor, is designed to encourage part-
nerships of employers, educators, and others to build
quality systems tor helping students make the transi-
tion from school to a good first job in a high-skill,
high-w. age career. Combining learning at the work
site with learning in school, the school-to-work part-
nerships will prepare students for either jobs requiring
technical skills or further education and training. The
proposed School-to-Work Act will promote coordina-
tion among state, local, and federal resources and will
allow programs the flexibility to address local needs
and respond to changes in the local economy and

labor market. Multiple sources of support federal
grants to states, waivers, direct grants to local partner-
ships, and high-poverty area grants will allow all
states to build School-to-Work systems within the
first few years of legislative enactment.

Assistance to Disadvantaged Groups

The Elementary and Secondary Education Act
(ESEA) provides about $9.5 billion in federal funds
for numerous elementary and secondary education
programs. The hulk of these funds support the
Chapter 1 program, which provides supplemental
education services for low-achieving students in high-
poverty schools. This year the ESEA will be reautho-
rized, and its framers have solicited recommendations
from a number of individuals and entities. Recurring
suggestions from various sources have focused on
bringing the programs under ESEA more in line with
the systemic reform movement reflected in the
National Goals; providing more flexibility in how
states and localities use the federal resources provided
under the Act; and improving the quality of services
offered to children.

The Federal Financial Role

Introduction

The National Education Goals Panel has made a
commitment to track federal financial contributions
for activities consistent with the six National
Education Goals. The federal government funds a
variety of programs and activities related to the
National Education Goals. These programs and
activities provide financial support for access, equity,
and excellence in education, as well as research,
development, and dissemination activities.

This section identifies and describes federal finan-
cial contributions for Goal-related activities and lists
their budget authority (or, where noted, obligations or
expenditures). Figures for 1989, the year of the
Charlottesville Summit, are used as baseline data.
Included also are 1992 figures, updated since the last
Goals Report to reflect close-of-fiscal-year informa-
tion. Figures for 1993 repiesent the estimated federal
contribution for the current fiscal year. All data are
provided in 1993 constant dollars so that meaningful
comparisons may be mode across years. When avail-
able or appropriate, participation data are also includ-
ed. (For information on calculating constant dollars,
or the origin and limitations of the federal financial
data included in this chapter, see technical notes in
Appendix A.)
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Exhibit 124
Federal Resources' for Programs to Improve the Education/Provide Services to

the Before School Years, School Years, and Post-High School Years

Program Type 1993 Constant S in Millions

FY 1989 FY 1992 P/ 1993

1989-1993
Change in 1993

Constant Dollars

$ in Millions %

Before School Years 10,703 18,484 20,996 10,293 96%

School Years 18,118 21,385 21,207 3,089 17%

Post-High School Years' 21,541 23,772 25,198 3,657 17%

0ther3 1,223 1,389 1,406 183 15%

Total 51,585 65,030 68,807 17,222 33%

Post-High School
Years: Military and
Related Personnel

13,645 12,321 11,886 1,759 13%

TOTAL45 65,230 77,351 80,693 15,463 24%

1 Figures rounded to nearest St million.
2 Does not include programs for education and training of military and related personnel.
3 A residual category that captures those programs/activities which do not fit into one of the three age categories but provides general support related to

the National Educaticn Goals.
Includes programs for education and training for military and related personnel.

5 Numbers might not equal the totals due to rounding.

The Federal Financial Contribution Across
the Goals

In fiscal year 1993, the federal government provid-
ed close to $81 billion for Goal-related activities, up
about $3.3 billion in 1993 constant dollars from 1992,
and about $15.5 billion since base-year 1989. These
estimated totals include the cost of programs for the
training and education of military and related person-
nel. They do not, however, include tax expenditures,
nor do they include non-federal funds, such as loan
capital, generated by federal loan guarantee programs.

Exhibit 124 lists the federal resources for Coal- related
activities across four broad categories: the Before
School Years (includes kindergarten), School Years
(Grades 1 through 12), Post-I ligh School Years, and

Post-High School Years: Military and Related Person-
nel, for fiscal ears 1989, 1992, and 1993. Also includ-
ed in the exhibit is a residual "Other" category that
cuts across categories and captures programs/ activities
that provide general support related to the Goals.
These data represent hundreds of programs adminis-
tered by 26 federal departments or agencies (see
Exhibit 125).

As the data show, the federal government puts most
of its Goal-related resources in the Post-I ligh School
Years categories. However, programs for the Before
School Years clearly have grown the most since 1989,
both in terms of constant dollars and percentage
growth. Exhibit 126 illustrates the proportion of esti-
mated funds expended by category in fiscal year 1993.
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Exhibit 125
Federal Resources' by Department/Agency2 for Programs to Improve
Education/Provide Services to the Before School Years, School Years,

and Post-High School Years

Department/
Agency'

1993 Constant $ in Millions

FY 1989 FY 1992 FY 1993

1989 -1993
Change in 1993

Constant Dollars

$ in Millions

Education 25,915 29,946 30,843 4,928 19%

HHS 9,189 16,246 18,421 9,232 100%

Defense 14,821 13,680 13,239 1,582 11%

Agriculture 8,500 9,765 10,234 1,734 20%

Labor 4,353 4,712 4,756 403 9%

Veterans 1,031 982 1,147 116 11%

NSF 260 490 532 272 105%

Interior 315 375 380 65 21%

CPB 264 337 319 55 21%

Transportation 184 189 186 2 1%

NEH 158 162 159 1 1%

Energy 0 111 108 N/A N/A

NASA 44 82 81 37 84%

State 28 59 61 33 118%

ACTION 61 62 60 1 2%

Justice 28 40 59 31 111%

Smithsonian 31 35 33 2 6%

IMS 24 26 27 3 13%

Housing 5 13 13 8 160%

NEA 9 13 11 2 22%

EPA 1 12 10 9 900%

Commerce 4 4 6 2 50%

HST 3 3 3 0 0%

BGSF 1 3 3 2 200%

OPM 0 2 2 N/A N/A

JMFF 0 1 1 N/A N/A

TOTAL' 65,230 77,351 80,693 15,463 24%

Figures rounded to nearest S1 million.
2 Departments/Agencies contributing less than 5500,000 in FY 1993 not included.
3 Complete Department/Agency titles are in Appendix C.

Numbers might not equal the totals due to rounding
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Of $81 billion,* the largest
proportion of federal funding
for Goal-related activities
goes to the Post-High
School Years.

Exhibit 126
Allocation of 1993 Resources for Programs to Improve the

Education/Provide Services During the Before School Years,
School Years, and Post-High School Years

Before School Years
26%

Other
2%

School Years
26%

Post-High School
Years
46%

Includes funds for the education and training of military and related personnel.

The Before School Years

At Charlottesville, the Governors and the Presi-
dent reiterated the federal government's role in pro -
muting 'national equity by helping poor children get
off to a good start." We know that early childhood
experiences such as participation in preschool pro-
grams, access to adequate health care, good nutrition,
and parental involvement in learning can he impor-
tant factors in ensuring that all children enter school
ready to learn. The federal government's 1993 contri-
bution to activities related to the Goals in the years
before a child enters the first grade is estimated at 521
billion. This represents constant dollar increases of

$2.5 billion since 1992 and over $10 billion since
1989.

Most funds spent by the federal government for
these Before School Years focus on preparing young
children and their parents tor the children's Education,
improving young children's Health, and providing for
additional Nutrition if needed. The bulk of these
funds (98%) come from 15 large programs funded
through a number of agencies (see Exhibits 127 and
128). Most of these programs are aimed specifically at
the disadvantaged. Exhibit 129 illustrates the propor-
tion of federal dollars devoted to e: ch of these three
general types of services/activities for FY 1993.
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Exhibit 127
Major Federal Programs' to Improve Education/Provide Services

to the Before School Years

Program 1993 Constant $ in Millions

FY 1989 FY 1992 FY1993

1989 - 1993
Change in 1993

Constant Dollars

$ in Millions °A

Service
Levels

Medicaid for
Children (HHS)

3,236 6,894 7,476 4,564 141% 4.8 million young children
received Medicaid
cards (1990)

WIC (Agriculture 2,114 2,675 2,860 746 35% 2.3 million pregnant women
& infants & 2.2 million
children (1991)

Head Start (HHS) 1,427 2,266 2,779 1,352 95% 721,000 children (1993)

CACFP
(Agriculture)2

782 1,223 1,331 549 70% 1.3 million children (1991)

Foster Care (HHS) 509 746 967 458 90% 50,000 average monthly
case load (1991)

Chapter 1
(Education)

565 760 752 187 33% 486,365 children
(1991)

Family Support
Payments for Child
Care (HHS)2

20 818 746 726 3,697%3 N/A

Special Education
(Education)

520 700 730 210 40% 368,689 in preschool
grant programs (1991)

MCH Block Grant
(HHS)

640 669 670 30 5% N/A

Payments to States
for day care (HHS)3

0 488 1,038 N/A N/A N/A

Childhood lmmu-
nizations (HHS)

164 307 350 186 113% 2,050,000 children aged
2 months through
kindergarten (1993)

EPSDT (HHS) 103 259 324 221 215% 8,200 children (1993)

Community &
Migrant Health
Centers (HHS)

184 193 199 15 8% 400 clinics in 40 states &
Puerto Rico (1990)

Child care (DOD) 103 197 200 97 94% Total program capacity
of 166,622 children (1993)

Indian Health
Service (HHS)

129 177 155 56 43% 160,000 children,
0-5 years old (1993)

Other, 205 112 419 214 104% N/A

TOTAL' 10,703 18,484 20,996 10,293 96% N/A

1 Program descriptions are in Appendix B.
2 Obligations.
3 This program did not begin until 1989. The large increments in funding are a function of dramatic increases in the number of participating states as the

program becomes fully operational.
4 Other federal programs that improve education/provide services to preschoolaged children funded for less than 5100 million in FY 1993.

5 Numbers might not equal the totals due to rounding.
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Exhibit 128
Federal Resources' by Department/Agency2 for Programs to Improve

Education/Provide Services to the Before School Years

Department/
Agency'

1993 Constant $ in Millions

FY 1989 FY 1992 FY 1993

1989 - 1993
Change in 1993

Constant Dollars

S in Millions a/0

HHS 6,473 12,749 14,943 8,470 131%

Agriculture 2,965 3,961 4,252 1,287 43%

Education 1,106 1,484 1,505 399 36%

Defense 132 254 258 126 96%

ACTION 28 28 26 2 6%
Housing 0 5 5 N/A N/A

Interior 0 3 6 N/A N/A

Justice 1 1 1 <1 <1%

TOTAL' 10,703 18,484 20,996 10,293 96%

Figures rounded to nearest S1 million.
2 Departments/Agencies contributing less than 5500,000 in FY 1993 not included.
3 Complete Department/Agency titles are in Appendix C.
4 Numbers might not equal the totals due to rounding.



Exhibit 129
Allocation of 1993 Resources from 15 Largest Federal

Before School Years Prclrams

Education
35%

Nutrition
20%

The School Years

Most federal funds for Goal-related School Years
(Grades 1 through 12) activities target those students
in need of assistance because of economic disadvan-
tage or risk of academic failure. Funds also are used to
help stares in their efforts to improve academic
achievement and school completion. Additionally,
the federal government provides financial assistance
to state and local governments in areas critically
important to our country's future, such as improving
mathematics and science education and promoting
drug-free schools. The federal contribution to Goal-
related activities in the School Years in 1993 was
approximately $21 billion. This represents about a

Health
45%

Of $21 billion, the largest
proportion of federal funding
for Before School Years
activities is spent on health-
related activities.

$178 million decrease in constant dollars since 1992,
but over a $ 3 billion increase since 1989.

Eighteen federal programs, out of over 170 identi-
fied by 15 federal agencies, account for nearly 94% of
the estimated 1993 federal dollars for Goal-related
School Years activities. (These figures include U.S.
Department of Agriculture nutrition programs as well
as U.S. Department of Defense supported schools
classroom instruction. See Exhibits 130 and 131.)
Most federal programs for the School Years either sup-
port services to At-Risk Populations, General School
Improvement and Education, or Teacher Training and
Enhancement. Exhibit 132 illustrates the proportion
of federal dollars devoted to each of these general cat-
egories for the 18 largest programs funded in 1993.
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Exhibit 130
Major Federal Programs' to Improve Education/Provide Services

to the School Years (Grades 1-12)

Program 1993 Constant S in Millions

FY 1989 FY 1992 FY 1993

1989 -1993
Change in 1993

Constant Dollars

Sin Millions °A

Service
Levels

Chapter 1
(Education)

4,659 6,194 5,991 133 29% 5,061,345 students in Grades
1-12 (1991)

School Meals
Program
(Agriculture)2

4,812 5032 5,194 382 8% 24.4 million lunches & 4.4
million breakfasts daily; 2
million summer meals; 152
million pints of milk (1991)

Special El ucation
Basic Sta e Grants
(Educati',...i)

1,579 1,868 1,887 308 20% 4,716,905 children
served (1992)

Classroom
Instruction (Defense)

977 987 933 -44 -4% 148,159 students (1993)

Impact Aid Grants
(Education)

818 765 738 80 10% N/A

Drug-Free Schools
(Education)

373 606 562 189 51% 96% of nation's LEAs receive
program funds (1991)

Vocational Education
Basic State Grants
(Education)

581 595 588 7 1% N/A

JTPA Summer Jobs
(Labor)

819 1204' 1,025 206 25% 692,000 summer participants
(1993)

Chapter 2
(Education)

535 463 436 99 19% 95.2% of nation's schools
received program funds (1993)

Job Corps
(Labor)

521 575 587 66 13% 42,1000 18-year-olds and
younger participated
(1993)
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Exhibit 130 (continued)
Major Federal Programs' to Improve Education/Provide Services

to the School Years (Grades 1-12)

Program 1993 Constant $ in Millions

FY 1989 FY 1992 FY 1993

1989 1993
Change in 1993

Constant Dollars

$ in Millions %

Service
Levels

JTPA II-A/C4 (Labor) 331 365 677 346 105% 264,000 participants (1993)

Eisenhower Math/
Science (Education)

158 276 276 118 74% 583,000 math/science
teachers received training
(1991)

CN Commodities
(Agriculture)2

212 209 225 13 6% N/A

BIA Indian
Schools (Interior)

187 208 215 28 15% 45,885 students (1993)

Vocational
Rehabilitation State
Grants (Education)

134 147 150 16 11% 72,516 under 18 (1991)

Bilingual Education
(Education)

116 137 136 20 18% 338,443 students (1992)

Magnet Schools
(Education)

132 113 108 -24 18% 55 school districts in 20 states
funded (1993)

Teacher Enhancement
(NSF)

52 107 101 49 94% N/A

Others 1,122 1,714 1,378 257 23% N/A

TOTAL' 18,118 21,385 21,207 3,089 17% N/A

Figures rounded to nearest SI million.
2 Obligations.
3 Includes S500 million FY 1992 supplemental appropriation.

JTPA amendments created a separate youth program (JTPA II-C) beginning 7/1/93.
5 Other federal programs that improve education/provide services to school-aged children bit funded for less than S100 million in FY 1993

6 Numbers might not equal the totals due to rounding.
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Exhibit 13'1
Federal Resources' by Department/Agency2 for Programs to Improve

Education/Provide Services to the School Years (Grades 1-12)

Department/
Agency,

1993 Constant $ in Millions

P1 1989 FY 1992 FY 1993

1989 - 1993
Change in 1993

Constant Dollars

$ in Millions oh

Education 9,684 12,116 11,618 1,934 20%

Agriculture 5,094 5,311 5,486 167 3%

Labor 1,671 1,964 2,122 1,502 90%

Defense 1,156 1,209 1,192 36 3%

NSF 148 308 310 162 110%

Interior 192 238 243 51 27%

FIFIS 119 140 135 16 13%

Energy 0 25 29 N/A N/A

ACTION 22 20 19 3 13%

NEH 14 17 17 11 160%

NASA 7 21 18 3 23%

NEA 6 5 5 1 13%

EPA 0 6 5 N/A N/A

Smithsonian 3 3 3 <1 13%

State 3 3 3 <1 13%

TOTAL' 18,118 21,385 21,207 3,089 17%

Figures rounded to nearest S1 million.
2 Departments/Agencies contributing less than S500,000 in FY 1993 not included.
3 Complete Department/Agency titles are in Appendix C.
4 Numbers might not equal the totals due to rounding.



Exhibit 132
Allocation of 1993 Resources from 18 Largest Federal

School Years (Grades 1-12) Programs

At-Risk
Populations

84%

Teacher Training
2%

General School
Improvement

14%
I Of the $21.2 billion, the

largest proportion of federal
funding for School Years
(Grades 1-12) activities is
spent on at-risk populations.

The Post-High School Years

Goal 5 of the National Education Goals focuses oii
increasing the rate of adult literacy, improving the
preparation of the nation's workforce, and increasing
access to quality post-secondar education. To reach
this Goal, the proportion of those qualified students
(especially minorities) who enter college, who com-
plete at least two years, and who complete their
degree programs must increase substantially.
Moreover, the pursuit of post-high school training and
skills acquisition must expand beyond formal post-sec-
ondary training. Further, an effective school-to-work
transition system, which equips youngsters with high
skills, must he created for those students not planning
to attend college immediately after high school.

The federal contribution to Goals-related activities
in the Post-High School Years was approximately $37
billion for 1993, which is an increase of about $1 bil-
lion in constant dollars since 1992, and almost $2 bil-
lion since 1989. A large part of the total, almost $12
billion, is spent on the education and training of fed-

ft' P

end personnel, over 95% of which is used for the edu-
cation and training of defense personnel.

Excluding funds for the education and training of
military and related federal personnel, Exhibit 133
illustrates the federal contribution for the 23 largest
Post-High School Years Goal-related activities.
These 23 activities are a small part of the total number
of federally funded Goal-related Post-High School
activities funded through numerous federal agencies
(see Exhibit 134), yet comprise over 90% of the feder-
al contribution (excluding funds for the education
and training of military and related federal personnel).
Most of these programs and activities may be classified
by broad function: Student Financial Assistance for
post-secondary education or vocational training; sup-
port for Graduate School Training (scholarships and fel-
lowships); financial assistance to institutions of Higher
Education for improving services to students; support
for faculty Research and Teaching; and Service to Adults
tor training, basic education, and rehabilitation ser-
vices (see Exhibit 135).
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Exhibit 133
Major Federal Programs' to Improve Education/Provide Services

to the Post-High School Years2

Program 1993 Constant S in Millions

FY 1989 P/ 1992 FY 1993

1989 - 1993
Change in 1993

Constant Dollars

$ in Millions

Service
Levels

Pell Grants
(Education)

5,183 5,662 6,001 818 16% 3,786,230 grants (1992)

Guaranteed Student
Loans (Education)

4,701 4,914 5,981 1,280 27% 4,556,088 loans (1992)

Vocational
Rehabilitation State
Grants (Education)

1,542 1,693 1,729 187 12% 946,500 18-years-old and
up served (1992)

Medicare Payments to
Hospitals (HHS)

1,664 1,574 1,580 84 5% 1,192 teaching hospitals
supported in part (1990)

JPTA Title II-A
(Labor)

1,736 1,460 1,015 721 42% 242,100 post-high school
people (1993)

AFDC Jobs
(HHS)3

0 699 737 N/A N/A 550,000 average monthly
number of participants
(1993)

G.I. Bill (Veterans)3 763 667 816 53 7% 363,300 `..ainees (includes
reservists) (1993)

Work Study Grants
(Education)

705 633 617 88 12% Provided assistance to
697,304 (1992)

JPTA Title III
(Labor)

328 594 597 269 82% 262,400 total participants
(1993)

Supplemental
Educational
Opportunity Grants
(Education)

506 594 585 79 16% 881,344 student grants
(1992)

JOB Corps
(Labor)

336 370 379 43 13% 27,150 19-year-olds and older
completed program
(1993)

Higher Education
Special Programs for
Disadvantaged Youth
(Education)

261 396 388 127 49% Over 646,476
participants (1993)

Vocational Education
Basic State Grants
(Education)

387 390 392 5 1% 7,979,000 students (1991)

4j



199

Exhibit 133 (continued)
Major Federal Programs' to Improve Education/Provide Services

to the Post-High School Years2

Program 1993 Constant $ in Millions

FY 1989 FY 1992 FY1993

1989 - 1993
Change in 1993

Constant Dollars

$ in Millions

Service
Levels

NIH Research
Training (HHS)

296 356 346 50 17% 14,025 individuals
supported (1993)

HSRA Health
Professions
Grant (HHS)

231 295 269 38 16% N/A

Adult Education
State Grants
(Education)

157 243 255 98 62% 3,887,000 received
services (1992)

Howard University
(Education)

207 218 194 13 6% N/A

Higher Education
Aid for Institutional
Development
(Education)

202 213 203 1 <1% 397 institutional awards
(1993)

Vocational
Rehabilitation
(Veterans)3

138 190 211 73 53% 40,700 trainees received
assistance (1993)

JTPA (American
Indians, migrants,
etc.) (Labor)

168 162 157 11 6% N/A

Food Stamp Employ-
ment & Training
(Agriculture)3

146 163 163 17 12% 1,589,971 individuals
served (1991)

Perkins Loans
(Education)

238 161 169 69 29% 654,2140 student loans (1992)

Dependents'
Educational Assistance
(Veterans)3

119 112 108 11 9% 41,600 dependents
received funds (1993)

Other° 1,527 1,595 2,306 779 51% N/A

TOTAL' 21,541 23,772 25,198 3,657 17% N/A

1 Figures rounded to nearest $1 million.
2 Does not include programs for the education and training of military and related personnel.
3 Obligations.
4 Other federal programs that improve education/provide services to individuals after high school funded for less than S100 million in 1993.
5 Numbers might not equal the totals due to rounding.
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Exhibit 134
Federal Resources' by Department/Agency2 for Programs to Improve

Education/Provide Services to the Post-High School Years3

Department/
Agency'

1993 Constant $ in Millions

FY 1989 FY 1992 FY 1993

1989 -1993
Change in 1993

Constant Dollars

$ in Millions %

Education 15,051 16,262 17,631 2,580 17%

HHS 2,243 3,005 2,981 738 33%

Labor 2,631 2,700 2,590 41 2%

Veterans 1,019 970 1,135 116 11%

Agriculture 163 188 189 26 16%

NSF 112 175 216 104 93%

Interior 81 91 87 6 8%

Transportation 76 90 90 14 18%

Energy 0 78 67 N/A N/A

NEH 73 80 78 5 7%

NASA 37 61 62 25 68%

Smithsonian 28 32 30 2 8%

ACTION 12 14 15 3 28%

Housing 6 8 8 2 38%

EPA 1 3 2 1 73%

Commerce 5 4 6 1 30%

HST 2 3 3 1 30%

BGSF 1 3 3 2 173%

NEA 1 2 1 <1 -13%

OPM 0 2 2 N/A N/A

JMMFF 0 1 1 N/A N/A

Justice 1 1 1 <1 13%

TOTAL' 21,541 23,772 25,198 3,657 17%

I Figures rounded to nearest S1 million.
2 Departments/Agencies contributing less than 5500,000 in FY 1993 not included.
3 Does not include post-high school year programs for the education and training of military and related personnel.
4 Complete Department/Agency titles are in Appendix C.
5 Numbers might not equal the totals due to rounding.



Exhibit 135
Allocation of 1993 Resources from 23 Largest Federal

Post-High School Years Programs

Student Financial
Assistance

65%

Graduate School
Training

3% Assistance to Institutions
of Higher Education

3%

Research & Training
7%

Service to Adults
22%

Of S25.2 billion,' the largest
proportion of federal funding
for Post-High School Years is
spent on student financial
assistance.

Excluding funds for the education and training of military and related personnel.

Federal Support for Educational Research
and Related Activities

The U.S. Office of Management and Budget
(OMB) defines educational research as those activi-
ties conducted for the primary purpose of acquiring
knowledge about, or applying knowledge to, the
process of education at all levels, preschool through
graduate school, including adult or continuing educa-
tion. It does not include statistics or assessment-relat-

ed activities, nor does it include activities that dissem-
inate knowledge gained through research. The federal
role in meeting the Goals, however, includes both the
components of OMB's definition and those other
research-related activities that may lead to the moni-
toring and achievement of the Goals.

Indicators

Federal investments in educational assessment
have made possible the development of more and bet-
ter information about the condition of education.
This will help the Goals Panel better measure the
nation's progress toward the Goals.

Currently, the Department of Education's National
Center for Education Statistics (N( ES), with a fiscal
year 1993 budget of $77 million, nvn $1.6 million in
constant dollars from 1992, is the principal federal
agency collecting, analyzing, and reporting statistics
on the condition of education in the United States.
NCES programs include: annual collection of data on
elementary and secondary schools; annual collection
of data on higher education; several studies of schools;
large-scale longitudinal studies of students' progress
through school and into the workplace; and the
National Assessment of Educational Progress. Exhibit
I 36 lists NCES activities in this area.

Educational Research Activities

What works and how do we go about informing
parents, practitioners, and policymakers? These are
the questions that educational research activities,
broadly defined, attempt to answer. Most of the fund-
ing in this area comes from the Department of Educa-
tion, followed by the National Science Foundation,
the Department of I lath and Human Services, and
the Department of Defense (see Exhibit 137).
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Exhibit 136
Major Activities of the National Center for Education Statistics

Activities Description Collection Cycle

National Assessment of
Educational Progress

Assesses student achievement
in Grades 4, 8, & 12,

Reading and mathematics every 2
years; science & writing every 4
yea rs;other subjects every 6 years.

National Adult Literacy Survey Assesses basic skills for persons
16 & over in using print intonation.

Every 4 years since 1993.

International Surveys Compares the U.S. with other
countries on student achievement,
curriculum & instruction, etc.

Periodically no regular schedule.

Compilation of Existing Major
Databases for NCES
publication&

Provides current information on
the condition of public &
private education.

Publications regularly scheduled.

National Household
Education Survey

Collects detailed information
on educational issues from a sample
of households.

Begun in 1991; annually
since 1993.

Schools and Staffing Survey Collects school work force and
teacher supply and demand
information.

Begun in the 1987-88
school year; 2-year intervals.

Trend studies' such as the
National Education Longitudinal
Study of 1988, the High School
and Beyond Study of 1980 and
1982, and the Beginning
Post-secondary Student
Longitudinal Study of 1990.

Provides ongoing data about critical
transition experiences of students
through elementary/secondary/
post-secondary and beyond.

Regular intervals, depending
on study, over a long period.

1 Examples of NCES' most widely used publications are: The Condition of Education, Digest of Education Statistics, and Projections of Education Statistics.
2 Trend studies are studies in which data on educational achievement, practice, and policy are collected over time, analyzed, and reported.
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Exhibit 137
Federal Department/Agency Resources' for Educational

Research and Development2

Department/
Agency'

1993 Constant $ in Millions

FY 1989 FY 1992 FY 1993

1989 - 1993
Change in

Constant Dollars

$ in Millions °A)

Education 169 169 165 4 2%

NSF 24 38 50 26 108%

HHS 40 67 4 N/A N/A

Defense 15 31 4 N/A N/A

TOTAL' 248 305 N/A N/A N/A

Figures rounded to nearest Si million.
2 The amounts reported represent only the direct federal dollars provided for educational research and development. Matching funds from states and

localities and institutions are not included; nor is direct training support for students and teachers (including scholarships and fellowships).
3 Complete Department/Agency titles are in Appendix C.
4 Not reported.
5 Represents over 95% of total resources in this category.

U.S. Department of Education

The Department of Education supports basic and
applied research and development designed to under-
stand and solve problems better in education. The
Department's principal agency for these activities is
the Ottice of Educational Research and Improvement
(OERI). OERI's 1993 funding for research activities
was $71 million, including monies for 25 university-
based Education Research & Development (R&D)
Centers and ten Regional Education Laboratories.
For 1993, the R&D Centers were funded for over $25
million, while the Regional Laboratories received
about $35 million.

National Science Foundation

The National Science Foundation (NSF). supports
research and development on the processes of teaching
and learning mathematics, technology, and the sci-
ences, In addition, it supports the development of
basic knowledge about human factors, automated
interfaces, and school curricula relevant to mathemat-
ics, technology, and the sciences. NSF also supports a
number of analyses of state, national, and internation-
al data on issues concerning student achievement in
science; mathematics, and technology, including sup-

port for the development of voluntary nationwide sci-
ence standards to complement work already accom-
plished on standards tor mathematics education.

Department of Health and Human
Services/National Institutes of Health

Most of the educational research supported by the
National Institutes of I lealth (NIII) focuses on the
biological basis of learning. Other NII I projects
include the development of prototype computer-based
curriculum delivery systems for the health professions;
support, in conjunction with the Department of
Education, for a national center on science teaching
and learning; and development of curriculum supple-
ments for middle school students designed to provide
information on career choices in the health sciences.

Department of Defense

All of the activities supported by the Department
of Defense are designed to establish and apply princi-
ples of technology-based instruction to promote learn-.
ing. Examples include the development and testing of
automated training tools and computer programs that
help technical experts write instructional materials.
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APPENDIX A
TECHNICAL NOTES AND SOURCES

General Information

Accuracy of Data

The accuracy of any suit ist ic is determined by the joint
effects of "sampling" ;Ind "nonsampling" errors.
Estimates based on a sample will dater somewhat from
the figure-, that would have been obtained if a com-
plete census had been taken using the same survey
instruments, instructions, and procedures. In addition
to such sampling errors, all surveys, both universe and
sample, are subject to design, reporting, and processing
errors and errors due to nonresponse. To the extent
possible, these nonsampling errors are kept to a mini-
mum by methods built into the survey procedures. In
general, however, the effects of rumsampling errors are
more difficult to gauge than those produced by sam-
pling variability.

Sampling Errors

The samples used in surveys are selected from a large
number of possible samples of the saute size that could
have been selected using the same sample design.
Estimates derived from the different samples would
differ from each other. The difference between a sam-
ple estimate and the average of all possible samples is
called the sampling deviation. The standard or sam-
pling error of a survey estimate is a measure of the vari-
ation among the estimates from all possible samples
and, thus, is a measure of the precision with which an
estimate from a particular sample approximates the
average result of all possible samples.

The sample estimate and an estimate of its standard
error permit us to construct interval estimates with
prescribed confidence that the interval includes the
average result of all possible samples. If all possible
samples were selected tinder essentially the same con-
ditions and an estimate and its estimated standard
error were calculated from each sample, then: I )

approximately 2/3 of the intervals from one standard
error below the estimate to one standard error above
the estimate would include the average value of the
possible samples; and 2) approximately 19/20 of the
intervals front two standard errors above the estimate
to two standard errors below the estimate would
include the average value of all possible samples. We

call an interval from two standard errors below the
estimate to two standard errors above the estimate a
95 percent confidence interval.

Analysis of standard errors can help assess how valid a
comparison between Iwo estimates might he. The
standard error of a difference between two indepen-
dent sample estimates is equal to the square root of the
sum of the squared standard errors of the estimates
The standard error (se) of the difference between
independent sample estimates "a" and "b" is:

se 1, = Se

Nonsampling Errors

Universe and sample surveys are subject to nonsam-
piing errors. Nonsanipling errors may arise when
respondents or interviewers interpret questions ditter-
ently; when respondents must estimate values; when
coders, keyers, and other processors handle answers
differently; when persons who should he included in
the universe are not; or when persons, tail to respond
(completely or partially). Nonsampling errors usually,
but not always, result in all understatement of total
survey error and thus an overstatement of the preci-
sion of survey estimates. Since estimating the magni-
tude of nonsampling errors often would require special
experiments or access to independent data, these mag-
nitudes are seldom available.

Goal 1

Exhibit 1: Prenatal Care

Prenatal care refers to the first visit for health care ser-
vices during pregnancy.

Race/ethnicity refers to the race of the mother. The
data on Hispanic births were reported separately.

Source: U.S. Department of Health and Human
Services, Health, United States, 1992, and Health,.
People 2000 Review (Hyattsville, MD: National Center
for Health Statistics, 1993), 192-193.
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Exhibit 2: Trends in Prenatal Care

See technical note under Exhibit I.

Race/ethnicity refers to the race of the mother. The
data on Hispanic births were not reported separately
but were included in the Black and White race cate-
gories. In 1970, data on Hispanic births were not col-
lected separately, while in 1980, the information on
births of I hispanic parentage was available separately
for 22 states. In 1990, data on hispanic births were
available for 48 states and the 1)istrict of:Columbia.

Sources: U.S. Department of Health and I luman
Services, Ilealth, Lnited States, 1992, and Ilea Ithy
People 2000 Review (1 iyattsvi I le, h-11): National Center
for I lealth Statistics, 1993), 192-193.

11.S. Department of !health and 1 human Services,
Ilcalth 'liked States, 1991, and Proration Profile
(I lyattsville, MD: Nat ional Center for Health
Statistics, 1992), 130-131.

Exhibit 3: Birthweight

Race/ethnicity refers to the race of the mother. The
data on 1 hispanic births were reported separately.

Source: U.S. Department of health and I Inman
Services, I , ('aired State's, 1902, and I fealthv
People 2000 (I lot MO: National Center for
Health Statistics, 1993), 192-193.

Exhibit 4: Birthweight Trends

Race/ethnicity refers to the race of the mother. The
dot ton I hispanic births were not reported separately
but were included in the Black and White race cate-
gories. In 1970, data On I hispanic births were not col-
lected separately, while in 1980, the information on
births of Ilispanic parentage was available separately
for 22 states. In 1990, data on Hispanic births were
available for 48 states and the District of Columbia.

Sources: U.S. Department of Health and human
Services, Health, United States, 1992, and Flealth'c
People 2000 (Llyattsville, MD: National Center for
Health Statistics, 1993), 192-193.

U.S. Department of Health and Human Services,
Health United States, 1991, and Prevention Profile
(Hyattsville, MI): National Center for Health
Statistics, 1992), 127-128.

Exhibit 5: Children's Health Index

The percentages of infants at risk are based on the
number of births used to calculate the health index,
not the actual number of births. The percentage of
complete and usable birth rec trds used to calculate the
health index varied from a high of 99.88 to a low of
71.68. Five states (California, Indiana, New York,
Oklahoma, and South Dakota) did not collect infor-
mation on all six risks and are not included in this
Report. New Hampshire was included in the U.S.
total but not in the race/ethnic totals because the state
does not collect information on Hispanic origin.
Nlinority populations may he underrepresented due to
the exclusion of the six states, particularly California
and New York; therefore, the risk factors by race/eth-
nicity should be interpreted with caution.

Source: Nicholas Zill and Christine Winquist Nord of
Westin, Inc. developed the concept of the Children's
Health Index. Stephanie Ventura and Sally Clarke of
the National Center for 1 lealth Statistics provided the
special tabulations of the 1990 bin h certificate data
needed to produce the index.

Exhibit 6: Immunizations

Source: Data from the 1991 National Health
Interview Survey of Child I health, National Center for
llealth Statistics, presented by Elisabeth R. Zell of the
Centers for I)isease Control in her speech on "Vac-
cination Coverage Levels, Two-Year-Old Children,
United States, 1991" at the 27th National Immuni:a-
t ion Conference, June 14, 1993, Washington,

Exhibit 7: Medical and Dental Care

The population estimates for the National 1 household
Education Survey (NHES) data on preschool partici-
pation and family activities cover 3- to 5-year-old chil-
dren who are not yet enrolled in kindergarten.
Preschool participation includes children enrolled in
any center-based program. Age from the N1-IES:91
was established as Of January 1, 1991, and age from the
NHES:93 was established as of January I , 1993.

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1993 School Readiness Interview,
unpublished tabulations prepared by Westat, Inc.,
August 1993.
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Exhibit LI: Continuity of Health Care

See technical note regarding NHES population esti-
mates under Exhibit 7.

Source: Ibid.

Exhibit 9: Child Nutrition

Source: U.S. Department of Agriculture, Human
Nutrition Information Service, "Women 19-50 Years
and their Children 1-5 Years, 4 Days, 1986,"
Nationwide Food Consumption Survey, Continuing
Survey of Food Intakes by Individuals, Report No. 86-
3 (Hyattsville, MD: Human Nutrition Information
Service, 1988), 70-77.

Exhibit 10: Family-Child Literacy Activities

See technical note regarding NHES population esti-
mates under Exhibit 7.

In the NHES:93, information on daily reading was
collected using two approaches with split-half samples.
The two approaches did not result in significantly dif-
ferent estimates for daily reading among 3- to 5-year-
old preschoolers. A combined measure using both
items is included in this Report.

Sources: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1991 Early Childhood Component,
unpublished tabulations prepared by Westat, Inc.,
August 1991, August 1992, and August 1993.

U.S. Department of Education, National Center for
Education Statistics, National Household Education
Survey: 1993 School Readiness Interview, unpub-
lished tabulations prepared by Westat, Inc., August
1993.

Exhibit 11: Family-Child Arts Activities

See technical note regarding NHES population esti-
mates under Exhibit 7.

Source: Ibid.

Exhibit 12: Family-Child Learning Opportunities

See technical note regarding NHES population esti-
mates under Exhibit 7.

Source: Ibid.

Exhibit 13: Preschool Participation

See technical note regarding NHES population esti-
mates under Exhibit 7.

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1993 School Readiness Interview,
unpublished tabulations prepared by Westat, Inc.,
August 1993.

Exhibit 14: Trends in Nursery School Enrollment

A nursery school is defined by Census as a group or
class that is organized to provide educational experi-
ences for children during the year or years preceding
kindergarten. It includes instruction as an important
and integral phase. Private homes in which essentially
custodial care is provided are not considered nursery
schools. Children may attend nursery school full- or
part-time.

Source: U.S. Department of Commerce, Bureau of the
Census, October Current Population Survey, 1973-
1992, unpublished tabulations prepared by Manage-
ment Planning Research Associates, Inc., July 1993.

Exhibit 15: Preschool Programs for Children
with Disabilities

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1993 School Readiness Interview,
unpublished tabulations prepared by Westat, Inc.,
August 1993.

Exhibit 16: Quality of Preschool Centers

The term "preschool centers" includes all licensed
center-based early education and care programs, as
well as religious-sponsored, part-day, and school-based
preschool programs that are exempt from licensing.
Licensed before- and after-school programs are not
included.

A Child Development Associate (CDA) credential is
awarded by the Council for Early Childhood Profes-
sional Recognition, National Credentialing Program
to individuals who have demonstrated competency in
six established goal areas. Within a center-based set-
ting, a person who demonstrates competence working
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with children aged three through five is a CDA with a
Preschool Endorsement. The National Association
for the Education of Young Children (NAEYC) rec-
ommends that staff in charge of a group of preschool
children have at least a CDA credential or an associ-
ate degree in Early Childhood Education/ Child
Development.

Source: Ellen Eliason Kisker, Sandra L. f lofferth, and
Deborah A. Phillips, Profile of Child Care Settings
Stitch: Fork' Education and Care io 1990, submitted to
the U.S. Department of Education, Office of
Planning, Budget and Evaluation (Princeton, NJ:
Mathematica Policy Research, Inc., 1991), and
unpublished tabulations, 1992.

Exhibit 17: Quality of Home-Based
Preschool Settings

Regulated home-based programs include all family day
care programs that are registered, certified, or licensed
by state or county government agencies.

See technical note regarding the Child Development
Associate (CDA) credential under Exhibit 16.

Source: Ibid.

Exhibit 18: Health Insurance/Medicaid

Source: Nicholas Zill and Mary Jo Lawrence, special
analysis of dal from the 1988 National Health
Interview Survey of Child Health, National Center
for Health Statistics (Washington, D.C.: Child
Trends, Inc., 1991).

Exhibit 19: Parent and Teacher Perceptions of
School Readiness

The estimates for items on parent beliefs about readi-
ness for kindergarten are not based on all 3- to 5-year-
old preschoolers. Those parents who indicated that
they did not plan to send their children to kinder-
garten were not asked their beliefs about kindergarten.
readiness. This eliminates only a very small number of
cases (n=66) from the analysis.

For parent beliefs, the unit of analysis is the child and
not the parent. In about 185 households, two 3- to 5-
year -old preschoolers were sampled. The parent belief
items were asked once per household; data were dupli-
cated to the second preschooler. The estimates, there-
fore, represent parents of x percent of preschoolers and
not x percent of parents.

Sources: U.S. Department of Education, National
Center for Education Statistics, National Household

Education Survey: 1993 School Readiness Interview,
unpublished tabulations prepared by Westat, Inc.,
August 1993.

U.S. Department of Education, National Center for
Education Statistics, Fast Response Survey System:
Kindergarten Teacher Survey on Student Readiness,
1993, unpublished tabulations prepared by Westat,
Inc., August 1993.

Goal 2

General

There are a variety of ways to define and calculate
dropout rates. Each type of dropout rate measures a
different facet of dropping out. Three types of dropout
rates are discussed in this report: event rates, status
rates, and cohort rates.

Event rates measure the proportion of students
who drop out in a single year without completing
high school. Event rates are important because
they reveal how many students are leaving high
school each year and how each year's rates compare
with previous ones. The event dropout rate in 1992
was 4 percent.

Status rates measure the proportion of the popu-
lation who have not completed high school and are
not enrolled at one point in time, regardless of
when they dropped out. Status dropout rates are
important because they reveal the extent of the
dropout problem in the population and suggest the
need for further training and education that will
permit these individuals to participate more fully in
the economy and the life of the nation. Status
dropout rates are much higher than event dropout
rates because they represent the cumulative impact
of annual event dropout rates over a number of
years. The status dropout rate for 16- to 24-year-
olds in 1992 was 11 percent.

Cohort rates measure what happens to a single
group (or cohort) of students over a period of time.
Cohort rates are important because they reveal how
many students in a single age group or grade drop
out over time. Cohort rates also allow the calcula-
tion of how many dropout:; from the cohort eventu-
ally complete high school with a diploma or an
alternative credential. The cohort rate for 8th
graders in 1988 who had dropped out by 10th grade
was 7 percent (NELS:88 First Follow-up), while the
cohort rate for 1990 sophomores who dropped out
by the end of 12th grade was 6 percent (NELS:88
Second Follow-up).



Exhibit 20: High School Completion Status

There are two major paths to high school completion.
Most students receive a regular high school diploma
after completing the requisite secondary school
coursework; other students, regardless of the number
of high school courses they have completed, receive
an alternative credential such as a General Educa-
tional Development (GED) certificate, Individual
Education Plan (IEP) credential, or certificate of
attendance. The high school completion rate for this
Report was calculated by combining data for students
receiving regular high school diplomas with data for
students receiving alternative credentials.

For this Report, completion rates were calculated for
19- to 20-year-olds and for 23- to 24-year-olds. Persons
still enrolled in high school were not included in the
calculation.

Source: Marilyn M. McMillen, Phillip Kaufman,
Elvie Hausken, and Denise Bradby, Dropout Rates in
the United States: 1992 (Washington, D.C.: U.S.
Department of Education, National Center for
Education Statistics, 1993), 142, 150, and unpub-
lished tables from the October 1992 Current Pop-
ulation Survey, prepared by Management Planning
Research Associates, Inc., 1993.

Exhibit 21: High School Completion Trends

See technical note under Exhibit 20.

The trend in high school completion should he inter-
preted with caution. A rewording of the educational
attainment question on the Current Population
Survey (CPS) may have contributed to the change in
the completion rare between 1991 and 1992.

Source: Marilyn M. McMillen, Phillip Kaufman,
Elvie Hausken, and Denise Bradhy, Dropout Rates in
the United States: 1992 (Washington, D.C.: U.S.
Department of Education, National Center for
Education Statistics, 1993), 142.

Exhibit 22: Dropouts Who Returned to
High School

Source: Mary J. Frase, Dropout Rates in the United
States: 1988 (Washington, D.C.: U.S. Department of
Education, National Center for Education Statistics,
1989), 39.

Exhibit 23: Trends in High School Dropout Rates

See general technical note regarding the definitions of

the various dropout rates.

The trends in high school dropout rates should he
interpreted with caution. A recent redesign of the
CPS introduced a change in the data used to identify
high school completers. Dropout data for years prior
to 1992 relied solely on school enrollment and educa-
tional attainment from the October CPS Supplement.
Dropout data for the current year are based on a com-
bination of control card data on educational attain-
ment and October Supplement data on school enroll-
ment and educational attainment.

Source: Marilyn M. McMillen, Phillip Kaufman,
Elvie Hausken, and Denise Bradhy, Dropout Rates in
the United States: 1992 (Washington, D.C.: U.S.
Department of Education, National Center for
Education Statistics, 1993), 105.

Exhibit 24: fen-Year Comparison of Dropout Rates

See general technical note regarding the definitions of
the various dropout rates.

Source: Marilyn McMillen, Elvie Hausken, Phillip
Kaufman, Steven Ingels, Katy Dowd, Martin Frankel,
and Jiahe Qian, Dropping Out of School: 1982 and 1992
(Washington, D.C.: U.S. Department of Education,
National Center for Education Statistics, August
1993).

Exhibit 25: Intergenerational Analysis of Dropouts

See general technical note regarding the definitions of
the various dropout rates.

Source: Mary J. Frase, Are High Hispanic Rates Related
to Migration? (Washington, D.C.: U.S. Department of
Education, National Center for Education Statistics,
1992).

Exhibit 26: Factors Related to Dropping Out

See general technical note regarding the definitions of
the various dropout rates.

The measure for socioeconomic status is based on an
index created by the National Opinion Research
Center for the High School and Beyond Survey. This
index gives equal weights to five student characteris-
tics: mother's education, father's education, family
income, father's occupational status, and possessions
in the home.

Source: Mary J. Frase, Dropout Rates in the United
States: 1988 (Washington, D.C.: U.S. Department of
Education, National Center for Education Statistics,
1989), 26.
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Exhibit 27: Reasons for Dropping Out, by Sex

See general technical note regarding the definitions of
the various dropout rates.

Source: Marilyn M. McMillen, Phillip Kaufman,
Elvie Flausken, and Denise Bradhy, Dropout Rates in
the United States: 1992 (Washington, D.C.: U.S.
Department of Education, National Center for
Education Statistics, 1993), 36.

Exhibit 28: Reasons for Dropping Out, by
Race/ Ethnicity

See general technical note regarding the definitions of
the various dropout rates.

Source: Ibid.

Exhibit 29: Reasons for Dropping Out, by
Age Group

See general technical note regarding the definitions of
the various dropout rates.

Source: !hid 36, 82.

Goal 3

General

National Assessment of Educational Progress
(NAEP)

NAEP is a survey of the educational achievement of
American students and changes in that achievement
across time. Since 1969, NAEP has assessed the
achievement of national samples of 9-, 13-, and 17-
year -old students in public and private schools. In
1983, it expanded the samples so that grade-level
results could be reported. In 1990 and 1992, NAEP
started to assess 4th, 8th, and 12th graders.

The assessments, conducted annually until the 1979-
80 school year and biennially since then, have includ-
ed periodic measures of student performance in read-
ing, mathematics, science, writing, U.S. history, civics,
geography, and other subject areas. NAEP also col-
lects demographic, curricular, and instructional hack -

ground information froio students, teachers, and
school administrators.

In 1988, Congress 11 Iaut..et. a new dimension to NAEP
by authorizing, on a trial basis, voluntary participation
of public schools in state-level assessments in 1990

and 1992. Forty jurisdictions (states and territories)
participated in the 1990 trial mathematics as'essment.
In 1992, 44 jurisdictions participated in the state
mathematics assessments of 4th and 8th graders and
43 participated in the 4th grade reading assessments.

National Assessment Governing Board (NAGB)
Achievement Levels

NAGB has established standards for reporting the
results of the National Assessment of Educational
Progress (NAEP). This effort has resulted in three
achievement levels: basic, proficient, and advanced.

Basic: This level, below proficient, denotes partial mastery
of knowledge and skills that are fundamental for proficient
work at each grade 4, 8, and 12. For 12th grade, this
level is higher than minimum competency skills
(which are normally taught in elementary and junior
high school) and covers significant elements of stan-
dard high school - level work.

Proficient: This central level represents solid academic
performance for each grade tested 4, 8, and 12. It
reflects a consensus that students reaching this level have
demonstrated competency over challenging subject matter
and are well prepared for the next level of schooling. At
Grade 12, the proficient level encompasses a body of
subject-matter knowledge and analytical skills, and of
cultural literacy and insight, all high school grad-
uates should have for democratic citizenship, responsi-
ble adulthood, 1am. productive work.

Advanced: This higher level signifies superior performance
beyond proficient grade-level mastery at Grades 4, 8, and
12. For 12th grade, the advanced level shows readi-
ness for rigorous college courses, advanced training, or
employment requiring advanced academic achieve-
ment.

The NAGB achievement levels were determined
through reasoned judgements of what students should
know and he able to do. They are attempts to charac-
terize overall student performance in particular subject
matter. Readers should exercise caution, however, in
making particular inferences about what students at
each level actually know and can do. A NAEP assess-
ment is a complex picture of student achievement,
and applying external standards for performance is a
difficult task. Evaluation studies completed and under
way have raised questions about the degree to which
the standards in the NAGB achievement levels are
actually reflected in an assessment and, hence, the
degree to which inferences about actual performance
can be made from these achievement levels. The
Goals Panel acknowledges these limitations but



believes that, used with caution, these levels convey
important information about how American students
are faring in reaching Goal 3.

National Assessment Governing Board (NAGB)
Item Difficulty Analysis

Items were first ranked by their p-values, i.e., by the
proportion of all students taking the test who
answered the item correctly. The higher the p-value,
the larger the proportion of students who answered it
correctly and, therefore, the easier the item. This
array of items was then divided into equal quartiles
and each quartile of items labeled either "easy," "mod-
erate," "challenging," or "very challenging." The pro-
portion of each of these item classes that were
answered correctly by students reaching the Basic,
Prol'cient, or Advanced levels on the NAEP was then
calculated. Thus, for example, it is possible to report
the average percentage of "easy" NAEP mathematics
items that students at the Basic level in Grade 4
answered correctly.

Exhibit 30: Mathematics Achievement

See general technical notes regarding NAEP and the
NAGB achievement levels.

Source: lila V.S. Mullis, John A. Dossey, Eugene H.
Owen, and Gary W. Phillips, NAEP 1992 Mathematics
Report Card fOr the Nation and the States: LI tta from the
National and Trial State Assessments (Washington,
D.C.: U.S. Department of Education, National Center
for Education Statistics, April 1993), 64.

Exhibit 31: Mathematics Achievement Grade 4

See general technical notes regarding NAEP and the
NAGB achievement levels.

Source: 'bid, 93, 107.

Exhibit 32: Mathematics Achievement Grade 8

Sec general technical notes regarding NAEP and the
NAGB achievement levels.

Source: Ibid.

Exhibit 33: Mathematics Achievement Grade 12

See general technical notes regarding NAEP and the
NAGB achievement levels.

Source: Ibid.

Exhibit 34: Reading Achievement

See general technical notes regarding NAEP and the
NAGB achievement levels.

Source: Ina V.S. Mullis, Jay Campbell, and Alan
Farstrup, NAEP 1992 Reading Report Card for the
Nation and the States: Data from the National and Trial
State Assessments (Washington, D.C.: U.S. Depart-
ment of Education, National Center for Education
Statistics, 1993).

Exhibit 35: Reading Achievement Grade 4

See general technical notes regarding NAEP and the
NAGB achievement levels.

Source: Ibid.

Exhibit 36: Reading Achievement Grade 8

See general technical notes regarding NAEP and the
NAGB achievement levels.

Source: Ibid.

Exhibit 37: Reading Achievement Grade 12

See general technical notes regarding NAEP and the
NAGB achievement levels.

Source: Ibid.

Exhibit 38: Trends in Writing Proficiency

To examine trends in writing achievement from 1984
to 1990, one set of analyses based on primary trait
scoring was conducted which focused on the writer's
effectiveness in accomplishing each task. Primary
trait scoring is designedes.gned to be sensitive to the writer's
understanding of the audience as well as to the inclu-
sion of specific features needed to accomplish the spe-
cific purpose of that task. The primary trait scoring
criteria, while specific to each writing prompt, also
defined five levels of task accomplishment: t rated,
unsatisfactory, minimal, adequate, and elaborated.

Source: Ina V.S. Mullis, John A. Dossey, Mary
Foertsh, Lee Jones, and Claudia Gentile, Trends in
Academic Progress: Achievement of U .5 . Students in
Science, 1969-70 to 1990, Mathematics, 1973 to 1990,
Reading, 1971 to 1990, and Writing, 1984 to 1990
(Washington, D.C.: U.S. Department of Education,
National Center for Education Statistics, 1991), 2.
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Exhibit 39: Trends in Science Proficiency

Levels of Science Proficiency

Level 150Knows Everyday Science Facts
Students at this level know some general scientific
facts of the type that could he learned from every-
day experiences. They can read simple graphs,
match the distinguishing characteristics of ani-
mals, and predict the operation of familiar appara-
tuses that work according to mechanical principles.

Level 200Understands Simple Scientific
Principles Students at this level are developing
some understanding of simple scientific principles,
particularly in the Life Sciences. For example, they
exhibit some rudimentary knowledge of the struc-
ture and function of plants and animals.

Level 250Applies Basic Scientific Informa-
tion Students at this level can interpret data
from simple tables and make inferences about the
outcomes of experimental procedures. They exhih-
it knowledge and understanding of the Life
Sciences, including a familiarity with some aspects
of animal behavior and of ecological relationships.
These students also demonstrate some knowledge
of basic information from the Physical Sciences.

Level 300Analyzes Scientific Procedures and
Data Students at this level can evaluate the
appropriateness of the design of an experiment.
They have more detailed scientific knowledge, and
the skill to apply their knowledge in interpreting
information from text and graphs. These students
also exhibit a growing understanding of principles
from the Physical Sciences.

Level 350Integrates Specialized Scientific
Information Students at this level can infer rela-
tionships and draw conclusions using detailed sci-
entific knowledge from the Physical Sciences, par-
ticularly Chemistry. They also can apply basic
principles of genetics and interpret the societal
implications of research in this field.

Source: Ibid.

Exhibit 40: Advanced Placement Results --
English, Mathematics, Science, and History

The Advanced Placement program, sponsored by The
College Board, provides a way for high schools to offer
college-level coursework to students. At present, one.
or more course descriptions, examinations, and sets of

curricular materials are available in art, biology, chem-
istry, computer science, economics, English, French,
German, government and politics, history, Latin,
mathematics, music, physics, and Spanish. Advanced
Placement examinations, which are given in May, are
graded on a five-point scale: 5 - extremely well quali-
fied; 4 - well qualified; 3 - qualified; 2 - possibly quali-
fied; and I - no recommendation. Grades of 3 and
above generally are accepted for college credit and
advanced placement at participating colleges and uni-
versities. Two Advanced Placement measures are
included in this report: the number of examinations
per 1,000 11th and 12th graders, and the number of
examinations graded 3 or above per 1,000 11th and
12th graders. The number of 11th and 12th graders
includes public and private students. The enrollment
figures were arrived at by multiplying the public
enrollment by a private-enrollment adjustment factor.

Source: The College Board, Advanced Placement
Program, Results from the 1991 and 1993 Advanced
Placement Examinations, unpublished tabulations,
August 1991 and August 1993.

Exhibit 41: Trends in Advanced Placement
Examinations English, Mathematics, Science,
and History

See technical note under Exhibit 40.

Source: The College Board, Advanced Placement
Program, Results from the Advanced Placement
Examinations, various years, and unpublished tabula-
tions, August 1991, August 1992, and August 1993.

Exhibit 42: Advanced Placement Results
Foreign Languages and Fine Arts

See technical note under Exhibit 40.

Source: The College Board, Advanced Placement
Program, Results from the 1991 and 1993 Advanced
Placement Examinations, unpublished tabulations,
August 1991 and August 1993.

Exhibit 43: Trends in Advanced Placement
Examinations Foreign Languages and Fine Arts

See technical note under Exhibit 40.

Source: The College Board, Advanced Placement
Program, Results from Advanced Placement
Examinations, various years, unpublished tabulations,
August 1991, August 1992, and August 1993.



Exhibit 44: Knowledge of Civics

Levels of Civics Proficiency

Level 200Recognizes the Existence of Civic
Life Students at this level have a rudimentary
knowledge of civics. They possess a beginning
political awareness of the distinctions between the
public and private domains and are familiar with
some of the functions of government that pervade
their immediate experience. They have some
knowledge about elections and are developing an
awareness of democratic principles such as the rule
of law, as evidenced by their understanding that
laws apply to government officials. These students
also recognize that individualsspecifically the
accusedhave rights. Their elementary political
vocabulary includes such terms as candidate, ballot,
vice-president, judge, juror, and citizen.

Level 250Understands the Nature of Political
Institutions and the Relationship Between Citizen
and Government Students at this level are
developing a knowledge of the nature of democrat-
ic institutions and processes. For example, they
recognize the value of having more than one candi-
date in an election and the importance of the secret
ballot. They are aware of the functions of a variety
of government institutions and display a beginning
understanding of federalism, as indicated by their
ability to recognize the responsibilities of different
levels of government. These students are develop-
ing an understanding of the reciprocal relationship
between citizen and government. In addition to
perceiving the purpose of individual rights in a
democratic society and being able to identify some
of these rights, such as the right to vote, they know
of alternative ways to influence governmentfor
example, making public speeches or writing letters
to public officials. These students are developing a
broader and more diverse political vocabulary.

Level 300Understands Specific Government
Structures and Functions At this level, students
have a more differentiated understanding of the
structures, functions, and powers of American gov-
ernment as prescribed in the Constitution. For
example, they have an increased understanding of
federalism, are aware of the separation and alloca-
tion of powers, and grasp the concept of judicial
review. These students are also familiar with cer-
tain historical events and legal precedents that
have helped to shape our democratic heritage.
They can apply their knowledge of individual
rights to particular situations, and their conception

2 c

of citizen action now includes cooperative political
activity, such as boycotts and lobbying. These stu-
dents are familiar with such terms as chief execu-
tive, constitutional rights, veto, and lobbyist, indi-
cating an increasing understanding of the language
of American politics. They can apply their civic
knowledge to a large number and variety of com-
plex situations.

Level 350Understands a Variety of Political
Institutions and Processes Students at this level
are distinguished by their broader and more
detailed knowledge of the various institutions of
government. For example, they can describe the
responsibilities of the president, the Congressional
power to override presidential vetoes and levy
taxes, and the practice of judicial review. These
students have a more elaborated understanding of a
range of political processesfor example, presiden-
tial campaigns, primary elections, and public opin-
ion polls. Their expanding political vocabulary
includes such specialized terms as closed primary,
impeachment, referendum, and recall election.

Source: Lee Anderson, Lynn B. Jenkins, James
Leming, Walter B. MacDonald, Ina V.S. Mullis, Mary
Jane Turner, and Judith Wooster, The Civics Report
Card (Princeton, NJ: Educational 'resting Service,
National Assessment of Educational Progress, 1990),
29, 47.

Exhibit 45: Community Service

Source: Mary J. Frase, High School Seniors Performing
Community Service (Washington, D.C.: U.S.
Department of Education, National Center for
Education Statistics, 1993).

Exhibit 46: Young Adult Voter Registration
and Voting

Sources: U.S. Department of Commerce, Bureau of
the Census, Voting and Registration in the Election of
November 1988, Current Population Reports, Series P-
20, no. 440 (Washington, D.C.: U.S. Government
Printing Office, 1989), calculations by the National
Education Goals Panel.

U.S. Department of Commerce, Bureau of the Census,
Voting and Registration in the Election of November 1992,
Current Population Reports, Series P-20, no. 466
(Washington, D.C.: U.S. Government Printing
Office, 1993), calculations by the National Education
Goals Panel.
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Exhibit 47: Trends in Young Adult Voter
Registration and Voting

Source: U.S. Department of Commerce, Bureau of the
Census, Voting and Registration in the Election of
November. . . various years, Current Population
Reports, Series P-20 (Washington, D.C.: U.S.
Government Printing Office, various years), calcula-
tions by the National Education Goals Panel.

Exhibit 48: High School Course Completion
English and Science

Source: National Center for Education Statistics, The
1990 High School Transcript Study Tabulations:
Comparative Data on Credits Earned and Demographics
for 1990, 1987, and 1982 High School Graduates
(Washington, D.C.: U.S. Department of Education,
January 1993), A124, A126, A157, A159.

Exhibit 49: High School Course Completion
Mathematics

Source: !bid, A144, A147.

Exhibit 50: High School Course Completion
History and Geography

Source: Ihid, A131, A134.

Exhibit 51: High School Course Completion
Foreign Languages and Fine Arts

Source: Ihid, A164, A166, A171, A173.

Exhibit 52: High School Programs Attended

Source: National Center for Education Statistics,
National Longitudinal Study of 1972, High School
and Beyond, 1980, and the National Educational
Longitudinal Study, Second Follow-up, 1992, unpub-
lished tabulations, 1993.

ble children in their countries, and in other cases they
confined samples to certain geographic regions, lan-
guage groups, or grade levels. In some countries, sig-
nificant proportions of age-eligible children were not
represented because they did not attend school. Also,
in some countries, low rates of school or student par-
ticipation mean that results may be biased. The coun-
tries participating in the IAEP were: Brazil, Canada,
China, England, France, Hungary, Ireland, Israel,
Italy, Jordan, Korea, Mozambique (mathematics only),
Portugal, Scotland, Slovenia, the former Soviet
Union, Spain, Switzerland, Taiwan, and the United
States. For this Report, the five countries chosen to be
compared with the United States had comprehensive
populations (France, Hungary, Korea, Switzerland,
and Taiwan).

Sources: Archie E. LaPointe, Janice M. Askew, and
Nancy A. Mead, Learning Science (Princeton, NJ:
Educational Testing Service, Center for the
Assessment of Educational Progress, 1992), 18.

Archie E. LaPointe, Janice M. Askew, and Nancy A.
Mead, Learning Mathematics (Princeton, NJ:
Educational Testing Service, Center for the
Assessment of Educational Progress, 1992), 18.

Exhibit 54: Science Instructional Practices

See general technical note under Goal 3 regarding
NAEP.

Source: Lee R. Jones, Ina V.S. Mullis, yenta A.
Raizen, Iris R. Weiss, and Elizabeth A. Weston, The
1990 Science Report Card: NAEP's Assessment of
Fourth, Eighth, and Twelfth Graders (Washington,
D.C.: U.S. Department of Education, National Center
for Education Statistics, 1992), and unpublished tabu-
lations prepared by Westat, Inc., August 1992.

Exhibit 55: Science Instructional Practices, by Sex
and by Race/Ethnicity

See general technical note under Goal 3 regarding
Goal 4 NAEP.

Exhibit 53: International Science and Mathematics
Achievement Comparisons

International Assessment of Educational Progress
(IAEP)

Twenty countries assessed the mathematics and sci-
ence achievement of 13-year-old students and 14
assessed 9-year-old students in these same subjects. In
some cases, participants assessed virtually all age-eligi-

Source: Ibid.

Exhibit 56: Mathematics Instructional Practices
Grade 4

See general technical note under Goal 3 regarding
NAEP.

Source: National Center for Education Statistics,
Data Compendium for the NAEP 1992 Mathematics
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Assessment of the Nation and the States (Washington,
D.C.: U.S. Department of Education, May 1993), 483,
497, 446, 451, 566, 552.

Exhibit 57: Mathematics Instructional Practices
Grade 4, by Sex and by Race/Ethnicity

See general technical note under Goal 3 regarding
NAEP.

Source: National Center for Education Statistics,
NAEP 1990, 1992 National Mathematics Assess-
ments Data Almanac, 1993.

Exhibit 58: Mathematics Instructional Practices
Grade 8

See general technical note under Goal 3 regarding
NAEP.

Source: National Center for Education Statistics,
Data Compendium for the NAEP 1992 Mathematics
Assessment of the Nation and the States (Washington,
D.C.: U.S. Department of Education, May 1993), 483,
497, 446, 451, 566, 552.

Exhibit 59: Mathematics Instructional Practices
Grade 8, by Sex

See general technical note under Goal 3 regarding
NAEP.

Source: National Center for Education Statistics,
NAEP 1990, 1992 National Mathematics Assess-
ments Data Almanac, 1993.

Exhibit 60: Mathematics Instructional Practices
Grade 8, by Race/Ethnicity

See general technical note under Goal 3 regarding
NAEP.

Source: Ihid.

Exhibit 61: Priority of Science and Mathematics
in Schools

See general technical note under Goal 3 regarding
NAEP.

Sources: Lee R. Jones, Ina V.S. Mullis, Senta A.
Raizen, Iris R. Weiss, and Elizabeth A. Weston, The
1990 Science Report Card: NAEP's Assessment of
Fourth, Eighth, and Twelfth Graders (Washington,
D.C.: U.S. Department of Education, National Center
for Education Statistics, 1992), 78.

National Center for Education Statistics, Data
Compendium for the NAEP 1992 Mathematics
Assessment of the Nation and the States (Washington,
D.C.: U.S. Department of Education, May 1993), 418.

Exhibit ( 2: Trends in Advanced Placement Science
Examinal,ons, by Sex

See technical note under Exhibit 40.

Source: The College Board, Advanced Placement
Program, Results from Advanced Placement
Examinations, National Summary Reports, various
years.

Exhibit 63: Trends in Advanced Placement
Mathematics Examinations, by Sex

See technical note under Exhibit 40.

Source: Ihid.

Exhibit 64: Trends in Advanced Placement Science
Examinations, by Race/Ethnicity

See technical note under Exhibit 40.

Source: Ibid.

Exhibit 65: Trends in Advanced Placement
Mathematics Examinations, by Race/Ethnicity

See technical note under Exhibit 40.

Source: Ibid.

Exhibit 66: Science and Mathematics Degrees
Awarded to U.S. Citizens

The number of science degrees awarded per 1,000 22-
year- olds was calculated by dividing the combined
number of bachelor's, master's, and doctoral degrees in
science by the number of 22-year-olds in the resident
population and multiplying the result by 1,000. A
similar process was used to calculate the number of
mathematics degrees per 1,000 22-year-olds. The data
on mathematics and science degrees come from the
National Science Foundation and National Research
Council. The data on resident population are from
the U.S. Bureau of the Census.

Degrees Earned

Data include only U.S. citizens and resident aliens on
permanent visas, and include institutions in U.S.
Territories.

2 i
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bachelor's and Master's Degrees

The National Education Goals Panel combined the
following fields to calculate the total number of sci-
ence and engineering degrees earned: Engineering,
Physical Sciences, Computer Science, Biological
Science, Agricultural Science, Social Science,
Psychology, pad Health Fields. (Between 1981 and
1985, inaj(r changes were made to the Social Science
category.)

The number of mathematics degrees come from a sin-
gle field of study, Mathematical Science.

Data for bachelor's and master's degrees were collected
by NCES, biennial data from the Higher Education
General Information Survey (HEGIS) Earned Degrees
Surveys, 1977-85, and Integrated Post-secondary
Education Data System (IPEDS) Completions
Surveys, 1987-90. Data on race/ethnicity were col-
lected biennially from 1977 through 1989 and annual-
ly thereafter, but data for 1983 were not released by
NCES. National Science Foundation (NSF)/Division
of Science Resources Studies tabulated the data.
Because data on race/ethnicity of degree recipients are
collected on broad fields of study only, these data
could nor be adjusted to the exact field taxonomies
used by the NSF.

Doctoral Degrees

The National Education Goals Panel combined the
following fields to calculate the total number of sci-
ence and engineering doctorates earned: Engineering;
Physical Sciences; Earth, Atmospheric, and Ocean
Sciences; Computer Science; Agricultural and
Biological Sciences; Social Science; Psychology; and
Health Sciences.

Data on doctorates come from the Survey of Earned
Doctorates, which is conducted by the National
Research Council (NRC).

Sources: National Science Foundation, Science and
Engineering Degrees, by Race/ Ethnicity: 1977-90, A
Source Book, Detailed Statistical Tables (Washington,
D.C., 1992), and unpublished tabulations from the
National Science Foundation and Quantum Research
Corporation, August 1993.

National Science Foundation, Science and Engineering
Doctorate Awards: 1991, NSF 92-309, Selected Data
Tables (Washington, D.C., 1992).

National Science Foundation, Science and Engineering
Doctorates: 1960-91, NSF 93-301, Detailed Statistical
Tables (Washington, D.C., 1993).

Doctorate Records File, National Research Council,
"Affirmative Action Table Ph.D.s Awarded to
U.S. Citizens and Permanent Residents, by Race/
Ethnicity, Gender, Fine Field, and Year, 1975-1991"
(Washington, D.C., September 1992).

U.S. Bureau of the Census, [LS. Population Estimates,
by Age, Sex, Race, and Hispanic Origin: 1980 to 1991,
Current Population Reports, Series P-25, No. 1095
(Washington, D.C.: U.S. Government Printing
Office, February 1993).

Calculations by the National Education Goals Panel.

Exhibit 67: Trends in Science Degrees Earned,
by Sex

See technical notes under Exhibit 66.

Sources: National Science Foundation, Science and
Engineering Degrees, by Race /Ethnicity: 1977-90, A
Source Book, Detailed Statistical Tables (Washington,
D.C., 1992), and unpublished tabulations from the
National Science Foundation and Quantum Research
Corporation, August 1993.

National Science Foundation, Science and Engineering
Doctorate Awards: 1991, NSF 92-309, Selected Data
Tables (Washington, D.C., 1992).

National Science Foundation, Science and Engineering
Doctorates: 1960-91, NSF 93-301, Detailed Statistical
Tables (Washington, D.C., 1993).

Doctorate Records File, National Research Council,
"Affirmative Action Table #-3: Ph.D.s Awarded to
U.S. Citizens and Permanent Residents, by
Race/Ethnicity, Gender, Fine Field, and Year, 1975-
1991" (Washington, D.C., September 1992).

Calculations by the National Education Goals Panel.

Exhibit 68: Trends in Mathematics Degrees Earned,
by Sex

See technical notes under Exhibit 66.

Source: Ibid.

Exhibit 69: Trends in Science Degrees Earned,
by Race/Ethnicity

See technical notes under Exhibit 66.

Source: Ibid.



Exhibit 70: Trends in Mathematics Degrees Earned,
by Race/Ethnicity

See technical notes under Exhibit 66.

Source: Ibid.

Exhibit 71: Science and Mathematics Teacher
Preparation

Science and mathematics teacher characteristics are
presented for teachers whose primary teaching assign-
ment was in science or mathematics, and who
received a degree in their field, including teachers
majoring in science education or mathematics educa-
tion. High school teachers are defined as full-time
teachers teaching in Grades 9, 10, 11, or 12.

Source: U.S. Department of Education, National
Center for Education Statistics, 1987-88 and 1990-91
Teacher Survey of the Schools and Staffing Survey
(SASS), unpublished tabulations, August 1992.

Exhibit 72: International Science Comparisons:
Differences in School, Home, and Student
Characteristics

See technical note under Exhibit 53.

Source: Archie E. LaPointe, Janice M. Askew, and
Nancy A. Mead, Learning Science (Princeton, NJ:
Educational Testing Service, Center for the
Assessment of Educational Progress, 1992), 47, 63, 67.

Exhibit 73: International Mathematics
Comparisons: Differences in School, Home, and
Student Characteristics

See technical note under Exhibit 53.

Source: Archie E. LaPointe, Janice M. Askew, and
Nancy A. Mead, Learning Mathematics (Princeton, NJ:
Educational Testing Service, Center for the
Assessment of Educational Progress, 1992), 49, 63, 67.

Exhibit 74: Student Attitudes Toward Science and
Mathematics

Sec general technical note under Goal 3 regarding
NAEP.

Sources: Lee R. Jones, Ina V.S. Mullis, Senta A.
Raizen, Iris R. Weiss, and Elizabeth A. Weston, The
1990 Science Report Card: NAEP's Assessment of
Fourth, Eighth, and Twelfth Graders (Washington,
D.C.: U.S. Department of Education, National Center
for Education Statistics, 1992), 81.

National Center for Education Statistics, Data
Compendium for the NAEP 1992 Mathematics
Assessment of the Nation and the States (Washington,
D.C.: U.S. Department of Education, May 1993), 358,
and unpublished tabulations prepared by the
Educational Testing Service, July 1993.

Goa! 5

Exhibit 75: Adult Literacy

Adult Literacy Scales

The Department of Education (ED) and the
Educational Testing Service (ETS) characterized the
literacy of America's adults in terms of three "literacy
scales" representing distinct and important aspects of
literacy: prose, document, and quantitative literacy.
Each of the literacy scales, which range from 0 to 500,
is as follows:

Prose literacy the knowledge and skills needed to
understand and use information from texts that
include editorials, news st,:ies, poems, and fiction;
for example, finding a piece of information in a
newspaper article, interpreting instructions from a
warranty, inferring a theme from a poem, or con-
trasting views expressed in an editorial.

Level 1 Most of the tasks in this level require
the reader to read relatively short text to locate a
single piece of information which is identical to
or synonymous with the information given in the
question or directive. If plausible but incorrect
information is present in the text, it tends not to
he located near the correct information.

Level 2 Some tasks in this level require readers
to locate a single piece of information in the
text; however, several distractors or plausible but
incorrect pieces of information may he present,
or low-level inferences may be required. Other
tasks require the reader to integrate two or more
pi.2ces of information or to compare and contrast
easily identifiable information based on a criteri-
on provided in the question or directive.

Level 3 Tasks in this level tend to require read-
ers to make literal or synonymous matches
between the text and information given in the
task, or to make matches that require low-level
inferences. Other tasks ask readers to integrate
information from dense or lengthy text that con-
tains no organizational aids such as headings.
Readers may also he asked to generate a response
based on information that can he easily identi-

4 _k_
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lied in the text. Distracting information is pres-
ent, but is not located near the correct informa-
tion.

Level 4 These tasks require readers to perform
multiple-feature matches and to integrate or syn-
thesize information from complex or lengthy pas-
sages. More complex inferences are needed to
perform successfully. Conditional information is
frequently present in tasks at this level and must
he taken into consideration by the reader.

Level 5 Some tasks in this level require the
reader to search for information in dense text
which contains a number of plausible distractors.
Others ask readers to make high-level inferences
or use specialized background knowledge. _Some
tasks ask readers to contrast complex informa-
tion.

Document literacy the knowledge and skills
required to locate and use information contained in
materials that include job applications, payroll
forms, transportation schedules, maps, tables, and
graphs; tor example, locating a particular intersec-
tion on a street map, using a schedule to choose the
appropriate bus, or entering information on an
application form.

Level I Tasks in this level rend to require the
reader either to locate a piece of information
based on a literal match or to enter information
from personal knowledge onto a document.
Little, if any, distracting information is present.

Level 2 Tasks in this level are more varied than
those in Level 1. Some require the readers to
match a single piece of information; however,
several distractors may he present, or the match
may require low-level inferences. Tasks in this
level may also ask the reader to cycle through
information in a document or to integrate infm-
'nation from various parts of a document.

Level 3 Some tasks in this level require the
reader to integrate multiple pieces of information
from one or more documents. Others ask readers
to cycle through rather complex tables or graphs
which contain information that is irrelevant or
inappropriate to the task.

Level 4 Tasks in this level, like those at the pre-
vious levels, ask readers to perform multiple-fea-
ture matches, cycle through documents, and
integrate information; however, they require a
greater degree of inferencing. Many of these

tasks require readers to provide numerous
responses but do nor designate how many
responses are needed. Conditional information
is also present in Ole document tasks at this level
and must he taken into account by the reader.

Level 5 Tasks in this level require the reader to
search through complex displays that contain
multiple distractors, to make high-level text-
based inferences, and to use specialized knowl-
edge.

Quantitative literacy the knowledge and skills
required to apply arithmetic operations, either
alone or sequentially, using numbers emhedded in
printed materials; for example, balancing a check-
book, figuring out a tip, completing an order form,
or determining the amount of interest from a loan
advertisement.

Level I Tasks in this level require readers to per-
form single, relatively simple arithmetic opera-
tions, such as addition. The numbers to he used
are provided and the arithmetic operation to be
performed is specified.

Level 2 Tasks in this level typically require
readers to perform a single operation using num-
bers that are either stated in the task or easily
located in the material. The operation to he per-
formed may he stated in the question or easily
determined from the format of the material (for
example, an order form).

Level 3 In tasks in this level, two or more num-
bers are typically needed to solve the problem,
and these must he found in the material. The
operation(s) needed can he determined from the
arithmetic relation terms used in the question or
directive.

Level 4 These tasks tend to require readers to
perform two or more sequential operations or a
single operation in which the quantities arc
found in different types of displays, or the opera-
tions must he inferred from semantic information
given or drawn from prior knowledge.

Level 5 These tasks require readers to perform
multiple operations sequentially. They must dis-
embed the features of the problem from text or
rely on background knowledge to determine the
quantities or operations needed.

Source: Irwin S. Kirsch, Ann Jungeblut, Lynn
Jenkins, and Andrew Kolstad, Adult Literacy in
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Al Mika: A Fin( Luul< at the Results of the National Adult
Literacy Survey (Washington, D.C.: U.S. Department
of Education, National Center for Education
Statistics, September 1991), 17.

Exhibit 76: Adults' Perceptions of Own Literacy
Abilities, by Literacy Level

See technical mite regarding the literacy scales under
Exhibit 75.

Source: Ibid, 138-140.

Exhibit 77: Adult Literacy, by Highest Level of
Education

See technical note regarding the literacy scales under
Exhibit 75.

Source: Ibid 116-118.

Exhibit 78: Adult Literacy, by Parents' Highest
Level of Education

See technical note regarding the literacy scales under
Exhibit 75.

Source: Ibid 126.

Exhibit 79: Adult Literacy, by Race/Ethnicity

See technical note regarding the literacy scales under
Exhibit 75.

Source: Ibid 113-116, and unpublished tabulations
from Educational Testing Service, August 1993.

Exhibit 80: Young Adult Literacy

See technical note regarding the literacy scales under
Exhibit 75.

Source: Irwin S. Kirsch, Ann Jungeblut, Lynn
Jenkins, and Andrew Kolstad, Adult Literacy in
America: A First Look at the Results of the National Adult
Literacy Survey (Washington, D.C.: U.S. Department
of Education, National Center for Education
Statistics, September 1993), 125.

Exhibit 81: Adult Literacy, by Occupation

See technical note regarding the literacy scales under
Exhibit 75.

Source: [hid 141-143.

4

Exhibit 82: Adult Literacy, by Employment Status

See technical note regarding the literacy scales under
Exhibit 75,

Source: Ibid.

Exhibit 83: Perceived Usefulness of Skills in
the Future

The Meaning of Work research project interviewed a
random sample of the labor force in Flanders
(Belgium) during October-December 1990, in the
Federal Republic of Germany during N ovem ber-
December 1989 (befOre reunification), in Japan during
August-November 1991, and in the United States
during January-July 1989.

Source: S.A. Ruiz Quintanilla, Work-Related Attitudes
Among Workers in Flanders (Belgium), F. R . GermanN.
Japan, and the 1.1.S.A., Report impure(' for the National
Education (foals Panel (Ithaca: Cornell University,
1992).

Exhibit 84: Perceived Responsibility for Improving
Job Performance

See technical note under Exhibit 83.

Source: Ibid.

Exhibit 85: Participation in Adult Education

The population estimates for the National Household
Education Survey data on participation in adult edu-
cation cover adults 17 years and older, excluding those
engaged in full-time study.

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1991 Adult Education Component,
unpublished tabulations prepared by Westat, Inc.,
August 1991.

Exhibit 86: Participation in Adult Education, by
Occupation

See technical note under Exhibit 85.

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1991 Adult Education Component,
unpublished tabulations prepared by Westat, Inc.,
August 1993.
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Exhibit 87: Barriers to Adult Education

.=ee technical note under Exhiliit 85.

Source: U.S. Department of Education, National
Center for Education Statist ics, National Household
Education Survey: 1991 Adult Education Component,
unpublished tabulations prepared by West at, Inc.,
August 1991.

Exhibit 88: Employer Support for Adult Education

See technical note under Exhibit 85.

Source: Ibid.

Exhibit 89: Worker Training

Source: Tom Amirault, Job Qualifying and Skill
Improvement Training: 1991 (Washington D.C.: U.S.
Department of Labor, Bureau of Labor Statistics,
1992).

Exhibit 90: College Enrollment

Source: U.S. Department of Commerce, Bureau of the
Census, October Current Population Surveys, 1988-
91, unpublished tabulations from the National Center
for Education Statistics prepared by Pinkerton
Computer Consultants, Inc., August 1991 and August
I 993.

Exhibit 91: Trends in College Enrollment

Source: U.S. Department of Commerce, Bureau of the
Census, October Current Population Surveys, various
years, unpublished tabulations from the National
Center for Education Statistics prepared by Pinkerton
Computer Consultants, Inc., August 1993.

Exhibit 92: College Completion

Source: U.S. Department of (:ommerce, Bureau of the
Census, 11)92 March Current Population Surveys,
unpublished tabulations from the National Center for
Education Statistics, prepared by Pinkerton Computer
Consultants, Inc., August 1993.

Exhibit 93: Voter Registration and Voting

Sources: U.S. Department of Commerce, Bureau of
the Census, Voting and Registration in the Election of
November 1988, Current Population Reports, Series P-
20, no. 440 (Washington, D.C.: U.S. Government
Printing Office, 1989), calculations by the National
Education Goals Panel.

U.S. Department of Commerce, Bureau of the Census,
Voting and Registration in the Election of November 1992,
Current Population Reports, Series P-20, no. 466
(Washington, D.C.: U.S. Government Printing
Office, April 1993), calculations by the National
Education Goals Panel.

Exhibit 94: Trends in Voter Registration and Voting

For 11)72 and 1976, the numbers for non - citizens rep-
resent an underestimated count. Therefore, the per-
centages of adults registering to vote and actually vot-
ing in 11)72 and 1976 may be artificially low.

Source: U.S. Department of Commerce, Bureau of the
Census, Voting and Registration in the Election of
November . . . various years, Current Population
Reports, Series P-20 (Washington, D.C.: U.S.
Government Printing Office, various years), calcula-
tions by the National Education Goals Panel.

Exhibit 95: Voting Behavior, by Literacy Level

See technical note regarding the literacy scales under
Exhibit 75.

Source: h win S. Kirsch, Ann Jungeblut, Lynn
Jenkins, and Andrew Kolst ad, Adult Literacy in
America: A First Look at the Results of the National Adult
Li,eracy Survey (Washington, D.C.: U.S. Department
of Education, National Center for Education
Statistics, September 1993), 54.

Exhinit 96: Adults In and Out of the Labor Force,
by Literacy Level

See technical note regarding the literacy scales under
Exhibit 75.

Source: !hid, 141, calculations by the National Educa-
tion Goals Panel.

Exhibit 97: Average Number of Weeks Worked, by
Literacy Level

See technical note regarding the literacy scales under
Exhihit 75.

Source: Irwin S. Kirsch, Ann Jungeblut, Lynn
Jenkins, and Andrew Kolstad, Adult Literacy in
America: A First Look at the Results of the National Adult
Literacy Survey (Washington, D.C.: U.S. Department
of Education, National Center for Education
Statistics, September 1993), 145.



Exhibit 98: Median Weekly Wages, by Literacy
Level

See technical note regarding the literacy scales under
Exhibit 75.

Source: Ibid.

Exhibit 99: Career Expectations of High School
Seniors

Source: National Center for Education Statistics,
National Longitudinal Study of 1972, High School
and Beyond, 1980, and the National Educational
Longitudinal Study, Second Follow-up, 1992, unpub-
lished tabulations, 1993.

Goal 6

Exhibit 100: Sale of Drugs at School

Source: Lloyd 1). Johnston, Patrick M. O'Malley, and
Jerald 0. Bachman, Selected 1992 Outcome Measures
from the Monitoring the Future Study for Goal 6 of the
National Education Goals: A Special Report for the
National Education Goals Panel (Ann Arbor:
University of Michigan's Institute for Social Research,
August 1993).

Exhibit 101: Obtaining Illegal Drugs at School

Student's residence (the variable ZIPURBAN) was
created by matching NHES:93 5-digit codes to the
1990 Census Bureau file. ZIPURBAN defines a ZIP
code (or part of a ZIP code) as urban or rural. Urban is
further broken down into the inside urbanized areas
(UAs) and outside UAs. The three categories of
ZIPURBAN are 1) urban, inside UA; 2) urban, out-
side UA; and 3) rural. The definitions for these cate-
gories are taken directly from the 1990 Census of
Population.

A UA comprises a place and the adjacent densely set-
tled surrounding territory that together have a mini-
mum population of 50.000 people. The term "place"
in the UA definition includes both incorporated
places such as cities and villages, and Census-designat-
ed places (unincorporated population clusters for
which the Census Bureau delineated houndaries in
cooperation with state and local agencies to permit
tabulation of data for Census Bureau products). The
"densely settled surroundings territory" adjacent to the
place cinsists of contiguous and noncontiguous terri-
tory of relatively high population density within short
distances.

The urban, outside of UA category includes incorpo-
rated or unincorporated places outside of a UA with a
minimum population of 2,500 people. One exception
is for those who live in extended cities. Persons living
in rural portions of extended cities are classified as
rural other than urban.

Places not classified as urban are rural.

To classify a ZIP code as one of these three categories,
the number of persons in each category for each ZIP
code was examined. Since a ZIP code can cut across
geographic areas that are classified in any of the three
categories, the ZIPURBAN variable is classified into
the category that has the largest number of persons.

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1993 School Safety and Discipline
Component, unpublished tabulations prepared by
Westat, Inc., August 1993.

Exhibit 102: Use of Drugs at School by 8th and
10th Graders

Source: Lloyd D. Johnston, Patrick M. O'Malley, and
Jerald 0. Bachman, Selected 1992 Outcome Measures
from the Monitoring the Future Study for Goal 6 of the
National Education Goals: A Special Report for the
National Education Goals Panel (Ann Arbor:
University of Michigan's Institute for Social Research,
August 1993).

Exhibit 103: Use of Drugs at School by 12th
Graders

The data for the 12rh grade racial and ethnic sub-
groups arc three-year averages to increase the sample
size and produce more reliable estimates. The racial
and ethnic subgroup numbers are 1988-1990 averages
for 1990 and 1990-1992 averages for 1992.

Source: Ibid.

Exhibit 104: Trends in At-School Drug Use

Source: Ibid.

Exhibit 105: Being Under the Influence of Alcohol
or Other Drugs While at School

Source: Ibid.
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Exhibit 106: Witnessing Other Students Under the
Influence of Alcohol or Other Drugs While at
School

See technical note under Exhibit 101.

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1993 School Safety and Discipline
Component, unpublished tabulations prepared by
Westat, Inc., August 1993.

Exhibit 107: Overall Student Drug Use

The data for the racial and ethnic subgroups are two-
year averages to increase the sample size and produce
more reliable estimates. The racial and ethnic sub-
group numbers are 1989-1990 averages for 1990 and
1991-1992 averages for 1992.

Use of "any illicit drugs" includes any use of marijua-
na, hallucinogens, cocaine, and heroin, or use of any
other opiates, stimulants, barbiturates, methaqualone
(excluded since 1990), or tranquilizers not under a
doctor's orders.

Source: Lloyd D. Johnston, Patrick M. O'Malley, and
Jerald C. Bachman, Selected 1992 Outcome Measures
from the Monitoring the Future Study for Goal 6 of the
National Education Goals: A Special Report for the
National Education Goals Panel (Ann Arbor:
University of Michigan's Institute for Social Research,
August 1993).

Exhibit 108: Trends in Overall Student Drug Use

See technical note regarding illicit drug use under
Exhibit 107.

Source: Ibid.

Exhibit 109: Carrying Weapons to School

Source: Ibid.

Exhibit 110: Student Victimization

Source: Ibid.

Exhibit 111: Threats and Injuries with Weapons

See technical note under Exhibit 103.

The data for the 8th and 10th grade racial and ethnic
subgroups are two-year averages to increase the sample

size and produce more reliable estimates. The racial
and ethnic subgroup numbers are 1991-1992 averages
for 1992.

Source: Ibid.

Exhibit 112: Student Victimization Trends

Source: Ibid.

Exhibit 113: Student Membership in Gangs

See technical note under Exhibit 101.

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1993 School Safety and Discipline
Component, unpublished tabulations prepared by
\;!;:stat, Inc., August 1993.

Exhibit 114: Student Safety

Source: Lloyd D. Johnston, Patrick M. O'Malley, and
Jerald G. Bachman, Selected 1992 Outcome Measures
from the Monitoring the Future Study for Goal 6 of the
National Education Goals: A Special Report for the
National Education Coals Panel (Ann Arbor:
University of Michigan's Institute for Social Research,
August 1993).

Exhibit 115: Teacher Safety

Definitions of school locations used in the school safe-
ty and teacher victimization exhibits are as follows:

City A central city of a Standard Metropolitan
Statistical Area (SMSA).

Suburb/Urban Fringe A place within an SMSA
of a large or mid-size central city and defined as
urban by the U. S. Bureau of the Census.

Town A place not within an SMSA, but with a
population greater than or equal to 2,500, and
defined as urban by the U. S. Bureau of the
Census.
Rural A place with a population less than 2,500
and defined as rural by the U. S. Bureau of the
Census.

Source: U.S. Department of Education, National
Center for Education Statistics, Fast Response Survey
System, Teacher Survey on Safe, Disciplined, and
Drug-free Schools, FRSS 42, 1991.



Exhibit 116: Teacher Victimization

See technical note under Exhibit 115. Victimization
at-school includes victimization inside the school
building, on school grounds, or on a school bus.

Source: Ibid.

Exhibit 117: Disruptions in Class by Students

Source: Lloyd D. Johnston, Patrick M. O'Malley, and
Jerald 0. Bachman, Selected 1992 Outcome Measures
from the Monitoring the Future Study for Goal 6 of the
National Education Goals: A Special Report for the
National Education Goals Panel (Ann Arbor:
University of Michigan's Institute for Social Research,
August 1993).

Exhibit 118: Skipping School and Classes

See technical note under Exhibit 107.

Source: Ibid.

Exhibit 119: Teacher Disciplinary Control Over
Classrooms

Source: U.S. Department of Education, National
Center for Education Statistics, 1990-91 Teacher
Survey of the Schools and Staffing Survey (SASS),
unpublished tabulations, August 1992.

Exhibit 120: Teacher Beliefs About the School
Environment

Source: Ibid.

Exhibit 121: Student Attitudes Toward Drug Use

Source: Lloyd D. Johnston, Patrick M. O'Malley, and
Jerald U. Bachman, Selected 1992 Outcome Measures
from the Monitoring the Future Study for Goal 6 of the
National Education Goals: A Special Report for the
National Education Goals Panel (Ann Arbor:
University of Michigan's Institute for Social Research,
August 1993).

Exhibit 122: Student Precautions to Ensure
Personal Safety

Source: U.S. Department of Education, National
Center for Education Statistics, National Household
Education Survey: 1993 School Safety and Discipline
Component, unpublished tabulations prepared by
Westat, Inc., August 1993.

Exhibit 123: Parent Precautions to Ensure
Students' Safety

Source: Ibid.

Chapter 4: The Federal Role

Federal Financial Data Documentation

In developing the federal financial role description,
there were financial and program participation data
limitations which shaped the nature of this report:

The selection of the programs to he included in the
report The broad nature of the Goals calls for a
variety of activities that go beyond the traditional
list of education programs. The combination of
programs included in this Report, therefore, differs
from other, narrower compilations of federal pro-
grams in education.

The resource data to he used Federal agencies
were asked to provide financial data that best
reflect the resources committed ro programs in fis-
cal years 1989 (baseline), 1992, and 1993. The
nature of the federal budget process, however, often
produces significant differences between budget
authority (the amount that may be spent), budget
obligations (commitments to spend), and budget
outlays (actual spending). In most cases, budget
authority was used, and for any given program, the
same resource measure is reported over the three-
year period.

The classification or assignment of programs to spe-
cific Goal areas Assigning a dollar figure to indi-
vidual Goals is not possible. Many programs pro-
vide services that cut across two or more of the
Goals. Therefore, agencies and departments were
asked to identity programs with Goal-related activi-
ties in one of three broad categories Before
School Years (through kindergarten), School Years
(Grades 1 through 12), and Post-High School
Years. Agencies were also allowed to use a residual
"Other" category for programs that did not fit into
these three general groups. When only parts of the
programs supported the Goals, agencies estimated
the proportion of funds for Goal- related activities
in each of the three categories. While resource data
will continue to he reported in three classifications,
we hope that future Reports will allow more precise
accounting of data in relation to the six individual
Goals.
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The use of participation data Where appropriate
and available, participation data are included for
the programs highlighted in this chapter. Where
available, these data have been updated from the
1992 Report.

The Office of Management and Budget (OMB) pro-
vided the fiscal data for this chapter. Data were col-
lected and organized to provide the Panel with 1993
estimates to contrast against its 1989 baseline informa-
tion. OMB has made every effort to ensure the accu-
racy of the data and the appropriateness of its classifi-
cation; however, some adjustments were necessary as
further information became available. These adjust-
ments arc as follows:

1. Since actual figures arc not known until after the
close of the fiscal year, data reported for the current
year are estimates. Last year's financial data have
been "updated" in this report to reflect end-of-the-
year information.

2. As in previous Reports, the program tables only
list programs funded for at least $100 million in the
current year.

;

3. Occasionally, a rep wting agency may reconsider
the classification of its Goal-related efforts. This
may result in changes from one year to the next as
programs are moved from one broad age category to
another or are split between categories.

4. Programs for the training and education of mili-
tary and related federal personnel are not reported.
These programs are Goal-related activities for the
post-high school years.

Constant Dollars

This report shows constant dollars and percent change
comparisons from fiscal years 1989 to 1993. A com-
posite adjuster from the Office of Management and
Budget (Budget of the U.S. Government, Fiscal Year
1994) was used to compute constant dollars. 1989 and
1992 dollars were converted to 1993 constant dollars
in the following way:

1.1558309 x 1989 current dollars =
1993 constant dollars.

1.028896 x 1992 current dollars =
1993 constant dollars.



APPENDIX B
DESCRIPTIONS OF FEDERAL PROGRAMS

Adult Education State Grants (Education) Grants to
states and localities for programs that enable adults
to acquire basic skills and continue their
education to at least the level of high school
completion.

AFDC JOBS (HHS) Aid to Families with
Dependent Children Job Opportunities and Basic
Skills Training. Funding to states for the provision
of remedial education, training and work programs
for welfare recipients.

BIA Indian Schools (Interior) Bureau of Indian
Affairs (BIA) funds for 180 elementary and
secondary schools and dormitories for American
Indians and Alaskan Natives.

Bilingual Education (Education) Grants to assist
school districts and other eligible grantees in the
development and support of instructional programs
for students with limited English proficiency.

CACFP (Agriculture) The Child and Adult Care
Food Program provides federal funds and
Agriculture-donated foods to nonresidential child
care and adult day care facilities to serve nutritious
meals and snacks to participants.

Chapter 1 (Education) Provides financial assistance
to school districts to meet the special needs of
educationally disadvantaged children who live in
areas with high concentrations of children from
low-income families.

Chapter 2 (Education) Provides funds to states and
localities to develop, implement, and expand
innovative and effective education programs.

Child Care (Defense) Provides child care for
military and civilian employees of the Department
of Defense at many military installations and
Defense Agency Sites. Includes child care
centers, part-day preschool programs, family child
care homes, before- and after-school child care
programs, and res, irce and referral programs.

Childhood Immunizations (HILIS) Grants to states
for immunization services to protect children from
many contagious diseases.

Civilian Training (Defense) Provides both short-
and long -term (up to one year) educational_
opportunities for qualified civilians in an effort
improve on-the-job skills or prepare for future
career opportunities.

Classroom Instruction (Defense) Defense
Department-supported elementary and high
schools for the dependents of military personnel
both overseas and stateside.

CN Commodities (Agriculture) Child Nutrition
Commodities program provides commodities for
the school meals and child care programs.

Community and Migrant Health Services (HHS)
Provides primary health services to the needy in
areas that are medically underserved or have
health care personnel shortages.

Dependent Education Assistance (Veterans)
Education assistance for immediate family
members of veterans who died in service or were
captured or missing in action.

Drug-Free Schools (Education) Provides grants to
states and localities to establish drug education and
prevention programs for schoolchildren.

2 ,

Eisenhower Mathematics /Science (Education)
Provides assistance to states and localities for
programs to improve the quality of mathematics
and science instruction.

EPSDT (HHS) Early and Periodic Screening,
Diagnosis, and Treatment services. A federally
required benefit for Medicaid-eligible children
from birth to age 21 that obligates states to provide
for all necessary federally allowable Medicaid
services regardless of the limitations in a particular
state's plan.

FAA: Air Traffic Training (Transportation)
Comprised of the Airway Science Curriculum
Program. A four-year educational program that
emphasizes mathematics, science, technology,
computer courses, and aviation to prepare entry-
level people for jobs with the aviation industry.
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Family Support Payments for Day Care (HHS)
Federal payments to states to support a proportion
of day care costs for AFDC recipients attending job
training and education classes or for day care costs
during a one-year transition period for ex-AFDC
recipients.

Flight Training (Defense) Provides individual flying
skills for pilots, navigators, and naval flight officers
in fixed- and rotary-wing aircraft for qualified
military members.

Food Stamp Employment and Training (Agriculture)
Federal grants to states to provide employment and
training programs for able-bodied food stamp
recipients.

Foster Care (FIHS) Federal payments to the states
for AFDC (Aid to Families with Dependent
Children) eligible children's substitute care.

0.1. Bill (Veterans) This program category is a
composite of three programs: the Post-Korean
0.1. Bill, the Post-Vietnam Era Education
Account, and the Montgomery G.I. Bill. All three
provide monetary assistance for the post-secondary
education of veterans.

Guaranteed Student Loans (Education) Provides
support for low-interest loans to students through
commercial lenders to help pay for the cost of a
post-secondary education.

Head Start (HHS) An early childhood
development program for disadvantaged and
disabled children ages 3 to 5 that combines
education, health care and nutrition, and active
parental involvement to help children he healthy
and ready for school.

Higher Education Aid for Institutional Development
(Education) Provides financial support for
financially needy post-secondary institutions that
serve disadvantaged students.

Higher Education Special Programs for Disadvantaged
Youth (Education) Support to higher education
institutions for programs that provide support
services for disadvantaged students to encourage
participation in and completion of
post-secondary education.

Howard University (Education) Through a
Congressional charter issued on March 2, 1867,
funds are made available to aid in the
construction, development, improvement,

endowment, and maintenance of Howard
University.

HRSA Health Professions Grants (Health Resources and
Services Administration Health Professions Grants)
(HHS) Grants to health professions schools to
support the training of health professionals:
physicians, chiropractors, podiatrists, dentists,
nurses, hospital administrators, etc.

Impact Aid Grants (Education) Provides financial
assistance to school districts whose enrollments are
affected by federal activities, programs, and
installations such as military bases.

Indian Health Service (HHS) A public health
service intended to raise the health of American
Indians and Alaskan Natives.

Job Corps (Labor) Residential education program
that provides basic education and job skills for
disadvantaged youth and adults ages 16 to 21.

JTPA (American Indians, migrants, etc.) (Labor)
The Job Training Partnership Act provides job
placement and training for the disadvantaged
among targeted groups: American Indians,
American Samoans, migrants, veterans, and the
homeless.

JTPA Title II-A&C (Labor) Job Training
Partnership Act. Federal assistance for alternative
education and job skills programs serving
disadvantaged youth and adults. The JTPA
amendments created a separate youth program
(Title II-C) which began on 7/1/93.

JTPA Title III (Labor) Job Training Partnership
Act. Federal programs for dislocated workers that
emphasize retraining and reemployment services,
tailored to workers' individual needs, including
long-term job preparation.

JTPA Summer Jobs (Labor) Job Training
Partnership Act II-B Summer Youth and
Employment Training Program provides jobs,
education, and training for disadvantaged youths
ages 14 to 21.

Magnet Schools (Education) Provides funding for
local school districts to establish, expand, or
operate magnet schools; reduce or prevent
minority group isolation; promote excellence
through specialized programs (i.e., mathematics,
science, the arts); and encourage parental choice
in public schools.



Maritime Administration: U.S. Merchant Marine
Academy (ii'ansportation) Comprised of the
Merchant Marine Academy, a four-year full
scholarship for Bachelor of Science degree/
merchant marine officer's license, and the
State Maritime Program, a preparatory program
for licensing in the U.S. Merchant Marine.

MCH Block Grant (HHS) Maternal and Child
Health Block Grant. Assistance to states for
services to reduce infant mortality and improve the
health status of mothers and young children.

Medicaid for Children (HHS) Comprehensive
health care for children from low-income families
through the Medicaid Program.

Medical Training (Defense) Includes a Health
Professions Scholarship program, the Uniformed
Services University of the Health Sciences, and
training in civilian and military hospitals for both
enlisted personnel and officers.

Medicare Pa nents to Hospitals (HHS) Medicare
funds for teaching hospitals used to cover a
proportion of residents' salaries based upon the
proportion of patients treated at the hospital that
are Medicare patients.

National Agricultural Research Library (Agriculture)
Serves as the nation's chief agricultural
information resource by providing agricultural
information products and services.

National Highway Institute (Transportation)
Comprised of the Federal Highway Administration
(FHWA) Grants for Research Fellowships Program
that offers college credit to students to conduct
research projects in a work environment. Also
comprised of the FHWA College Curriculum
Program that develops materials, text, and
audiovisual aids for colleges and universities, and
conducts courses for college and engineering
faculty.

National Security Education Scholarships (Defense)
Grants, scholarships, and fellowships to students,
colleges, and universities to: meet national security
needs; strengthen teaching in language, area
and international studies; interest people in
government jobs; and strengthen government
support for international education.

NIH Research Training (HHS) Grants to
institutions and individuals for research science
training in biomedical fields. Many of the funds

are used to support graduate students and post-
doctoral fellows in biomedical laboratories. A
small proportion of the funds support
undergraduates as well as medical doctors
plan research careers.

who

Officer Acquisition (Defense) Provides pre-
commissioning training, including the Service
Academies and the Officer Candidate/Officer
Training Programs, used to recruit and train
qualified officers.

Payments to States for Day Care (HHS) Child care
block grants that provide payments to states to
help low-income families pay for day care.

Pell Grants (Education) Federal student aid
program that provides grant awards to low-income
qualified students to defray the cost of
post-secondary education.

Perkins Loans (Education) -- Program to help
financially needy undergraduates and graduate
students meet the costs of education by providing
low-interest, long-term loans through the
post-secondary institutions.

Professional Development Education (Defense)
Provides advanced training for military members at
both military and civilian institutions, and is
designed to broaden the outlook and knowledge of
individuals selected for more demanding command
and staff positions.

Recruit Training (Defense) Basic indoctrination
training to enlisted personnel upon their initial
entry into military service that emphasizes
discipline, military rules, social conduct, physical
conditioning, and development of self - confidence.

ROTC (Defense) The Reserve Officers Training
Program. At the college level, ROTC provides
both scholarship and non-scholarship
opportunities to achieve an officer commission,
and requires a tour-year service commitment.

School Meals Programs (Agriculture) This program
category consists of the following four Department
of Agriculture programs: School Breakfast
Program: low-income children may qualify for free
or reduced priced breakfasts; National School
Lunch Program: low-income students in
elementary and secondary schools and residential
child carc centers may qualify to receive free or
ret.1:,ed-price meals; Summer Food Service
Program: provides food service to children in needy
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areas during summer vacation; and Special Milk
Program: low-income children may qualify to
receive their milk free in schools, summer camps,
and child care institutions that have no other
federal nutrition program, as well as kindergarten
children who attend half-day sessions and have no
access to meal programs provided by the schools.

Special Education (Education) Provides funds to
initiate, expand, and improve educational
programs for disabled students in partnership with
the states and localities.

Special Education Basic State Grants (Education)
Funds to assure that all children with disabilities
have available to them a free, appropriate public
education, which includes special education and
related services to meet each child's unique needs.

Specialized Skills Training (Defense) Provides officers
and enlisted personnel with new or higher levels
of skills in military specialties or functional areas
to match specific job requirements.

Supplemental Educational Opportunity Grant
(Education) Program to help financially needy
undergraduate students meet the cost of their
education by providing supplementary grant
assistance through participating post-secondary
institutions.

Teacher Enhancement (NSF) Provides support for
projects which work with teachers to improve
science, mathematics, and technology education
in the schools.

Vocational Education Basic ,Stag' Grants (Education)
Funds to help states and outlying areas to ensure
equal opportunity in vocational education for
traditionally underserved populations, and to
improve the quality of vocational education
programs for the nation's work force.

Vocatiimal Rehabilitation State Grants (Education)
Supplements state efforts to provide
comprehensive rehabilitation services to disabled
individuals to become gainfully employed.

Vocational Rehabilitation (Veterans) This program
provides tuition, supplies, and tutoring as well as a
subsistence allowance for the vocational training,
evaluation, and case management of service-
connected disabled veterans.

Voluntary Education (Defense) A program for off-
duty education for officers and enlisted personnel,
primarily in the pursuit of an academic degree.
Veterans Educational Assistance Program (VEAP)
provides matching educational entitlement for
qualified veterans.

WIC (Agriculture) The Special Supplemental Food
Program for Women, Infants and Children.
Provides nutrition assistance and education to at-
risk pregnant women and young children from
birth to five years of age.

Work Study Grants (Education) Program to help
financially needy undergraduates and graduate
students to meet the costs of their education at
participating post-secondary institutions by
helping institutions to provide on- and off-campus
part-time employment for students.
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APPENDIX C
FULL FEDERAL DEPARTMENT/AGENCY TITLES

ACTION ACTION

Agriculture Department of Agriculture

BGSF Barry Goldwater Scholarships and Excellence in Education Foundation

Commerce Department of Ounmerce

CPB Corporation for Public Broadcasting

Defense Department of Defense

Education Department of Education

Energy Department of Energy

EPA Environmental Protection Agency

FINS Department of Health and Human Services

Housing Department of Housing and Urban Development

HST Harry S Truman Scholarship Foundation

IMS Institute for Museum Services

Interior Department of the Interior

JMMFF James Madison Memorial Fellowship Foundation

JTPA Job Training Partnership Act

Justice Department of Justice

Labor Department of Labor

NAEP National Assessment of Educational Progress

NAGB National Assessment Governing Board

NASA National Aeronautics and Space Administration

NEA National Endowment for the Arts

NEH National Endowment for the Humanities

NIH National Institutes of Health

NSF National Science Foundation

OERI Office of Educational Research and Improvement

OMB Office of Management and Budget

OPM Office of Personnel Management

Smithsonian Smithsonian Institution

State Department of State

Transportation Department of Transportation

Veterans Department of Veterans Affairs
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