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Senator Betlye Davis@lepis.state.ak us
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Office of Senator Bettye Davis

MEMORANDUM
DATE: February 11, 2010
TO: Senator Bettye Davis
FROM: Thomas S. Obermeyer
RE: Comments concerning SB 109, 26-LS0527\A  “An Act repealing the secondary

student competency examination and related requirements; and providing for an
effective date.”

I cannot anticipate the final disposition of the Senate Community and Regional Affairs
Commuitee regarding SB 109, as it will be continued next Tuesday, 2/16/2010 at 3:30 p.m., but I
have noted that there has been no discussion on record of the impact on the exit exam of the
continuing Moore v. State decision and order by Judge Gleason (See 3AN-04-9756 CI). You
will find pertinent parts of this decision in your (S)CRA hearing package. It seems
counterintuitive that DEED and the Board of Education continue to require the exit exam in rural
or sub-standard districts identified in violation of Constitutional Due Process and failing to
provide students an adequate education under Moore - at least while a final decision is pending.
Marcy Herman, EED Legislative Liaison, said she would ask Deputy Commissioner Les Morse
about the time and effect of a new ruling which should be issued by the Court shortly.

Furthermore, I am also concerned that there has been no discussion by the Department about
accommodations or waivers for rural or sub-standard districts in violation of Moore, or for
disadvantaged minorities and English Language Learners, which may or may not be offered,
similar perhaps to students with severe disabilities. Also, | am unaware of any alternatives
offered by the Department concerning the repeal which might allow the exit exam to be
continued for assessment purposes throughout the state without denying diplomas — at least until
the expiration of the present contract with Data Recognition Corporation (DRC) in 2015-2016.

Cc: Senate Community & Regional Affairs Committee per Senator Davis



Alaska Student Performance Data

2005 - 2009
DROPOUT COUNTS AND RATES
ALL SPED
School Year # % # %
2004-2005 3,791 6.0% 361 5.0%
2005-2006 3,642 5.8% 441 6.0%
2006-2007 3,434 5.5% 451 6.1%
2007-2008 3,232 5.2% 466 6.4%
2008-2009 3,146 5.2% 418 5.9%

GRADUATION COUNTS AND RATES
ALL SPED
School Year # % # %
2004-2005 6,905 61.4% 426 39.1%
2005-2006 7,361 61.6% 468 38.9%
2006-2007 7,666 63.0% 510 39.4%
2007-2008 7,855 62.6% 532 40.1%
2008-2009 8,008 67.5% 587 43.6%
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Class of 2008 Analysis
Number of grade 12 non-graduates 2787
- Number of grade 12 students coded by district as drops 1250
- Number of grade 12 continuing students {intend to attend in 08-09) 1537
Number of grade 12 non-graduates passing all parts of exam 1926 (69.1%)
- Number of grade 12 students who earned certificate of achievement 270*

*Number not included in grade 12 non-graduates
- Of the students enrolled as 12" graders in the fall of 2007 91.9% passed all parts of the exam

between the first opportunity they had to take the exam through the spring of 2008 test
administration.

L .
Alaska Department of Education & Early Development February 2010
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10" Grade Pass Rates on the High School Graduation Qualifying Examination {HSGQE)

READING - GRADE 10 - SPRING
School Year All Caucasian AKN/AMI SWD ED LEP
2005 69.1% 81.5% 42.5% | 256% | 46.5% | 25.7%
2008 85.2% 93.2% 65.1% | 47.7% 726% [ 49.9%
2009 90.0% 95.8% 76.3% | 60.1% | 80.5%| 58.2%
WRITING - GRADE 10 - SPRING
School Year All Caucasian AKN/AMI SWD ED LEP
2005 84.1% 90.4% 703% | 42.8%| 709%| 61.5%
2008 76.3% 84.3% 59.9% | 31.7%| 61.4%| 42.5%
2009 78.8% 86.4% 60.8% 36.2% 65.6% 45.1%
MATH - GRADE 10 - SPRING
School Year All Caucasian AKN/AMI SwWD ED LEP
2005 71.9% 80.8% 52.9% 28.2% 54.8% 43.0%
2008 76.3% 84.8% 59.6% 35.0% 01.8% 42.2%
2009 80.2% 88.4% 63.5% | 41.3% 66.5% 42.0%
AKN/AMI: Alaska Native/American Indian
SWD: Students with Disabilities
ED: Economically Disadvantaged
LEP: Limited English Proficient

R —
Alaska Department of Education & Early Development February 2010
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----- Original Message-----

Diana and Stuart McElhinney

From: McElhinney [mailto:smcelhinney@yzhoo.com]

Sent: Tuesday, February €9, 2010 2:23 PM

To: Sen. Davis

Subject: RE: Senate Bill 10@9: "Repeal Secondary School Exit Exam"

I sent the below written testimony to Senator Davis this morning but am not sure
if it was received or not, so will resend to you:

Exit Exam Requirement Response

Our names are Diana and Stuart McElhinney, parents of Keegan McElhinney, who is a
9th grade student at South Anchorage High School and we would like to provide a
response to the Exit Exam Requirement.

We recently moved here from out of state and had a meeting with South Anchorage
High School staff last Tuesday, February 82, 2018 to discuss a 584 Plan for
Keegan, who has been tested and diagnosed with severe dyslexia. During this
meeting, we found out that an Exit Exam is given covering topics of reading,
writing, and math and that this exam must be passed or the student will NOT
receive a diploma, even if that student has completed class credit requirements.
Further discussion brought out the fact that the 5€4 accommodations a student has
for class work are NOT allowed when taking the Exit Exam. This situation will
most certainly set up our son for failure and we have very serious concern
regarding this matter.

Keegan has been in and out of extra reading programs and Special Education
classes throughout his years of schooling. We have been told on two separate
instances at two different grades/schools that Keegan was *not bad enough” to
qualify for these extra classes, even though he is years behind grade level in
reading. We have provided private tutoring twice a week since 2002 at a running
total of $20,31@ to date (none of which is tax deductible by the way) and it was
the tutors that taught Keegan to read, not the school system.

The current situation leaves us with the 584 Plan option, although we can
reevaluate in the current school to see if Keegan does qualify for Special
Education classes. Keegan’s 504 Plan covers such things as allowing assignments
to be turned in typed, so that he can use the tools of spelling and grammar check
and the thesaurus and allowing extra time for assignments, etc. The 564 Plan is
designed to help him develop tools that will help in both getting class work done
at a higher quality and preparing him for work situations outside of a class
setting. Putting Keegan in a testing situation that does not allow the same
kinds of accommodations puts Keegan at a great disadvantage and the dyslexia is
enough of a hardship all by itself. He will have to use whatever tools he can,
along with his personal strengths, to be successful in life. Not receiving a
High School degree would be a tremendous set-back.

As parents we would like to see the Exit Exam requirement eliminated for all
students and the money used to provide appropriate resources in the school system
to help students like Keegan. We have been blessed to be able to provide the




private tutoring for Keegan but not all families are able to do so. It would be
wonderful to have such resources in the school system, as well as books on
tape/CD for all English, Science, History/Social Studies assignments because
dyslexic students’ comprehension level and vocabulary level are much higher than
their reading level would point to. The teaching and testing methods that work
for regular students will not work for students like Keegan because they are
based on the written word that has little meaning. Students with dyslexia learn
best using oral and visual aides (multi-sensory learning/testing), rather than
reading text. Even math story problems affect the results of testing because
dyslexic students will expend tremendous mental concentration to read the math
problem and not focus on working the solution to that math problem.

We found it interesting to note that the State of Alaska Driver Manual states the
following regarding the written test for a driver’s license, “If you can
understand the English language, but are unable to read or have difficulty
reading, you may bring someone who may read the questions to you but you must
independently answer the questions.” It seems the state can allow oral testing
in this forum but does not allow the same accommodation for students taking the
Exit Exam. Please consider the ramifications of the Exit Exam and eliminate this
as a requirement for graduation from High School,

Thank you for your time and attention to this matter.

Diana and Stuart McElhinney
smcelhinney@yahoo.com




Feb 16 10 02:09p p.1

February 10, 2010
Attn: Scnate Bill 109: Removal of the Exit Exam Requirement

As high school counselors, we are in suppart of Senate Bill 109: Removal of the Exit
Exam Requitement. We agree that by removing the Exit Exam Requirement, it would
remove the risk that & student can be denied a diploma after 12 yeary of education by one
exam. We are in favor of encouraging youth to stay in school long enough to geta
diploma and reduce the dropout rate.

‘We believe that the resources and staff that arc utilized in administering the HSGQE are
tremendous. Classroom instructional time, siaff training, administrative planning, and
dircct counseling services to students in the personal/social/academic domains have
suffercd due to the time required to prepare and administer the HSGQE.

The HSGQE favors the lef-brained students, who tend to learn by lecture, memorize
casicr, and don’t become confused with the answer choices. Right-braiped students don't
do as well on these tests in spite of knowing the topic; rather, they see every answerasa
possibility under the right conditions. In spite of knowing the information, they are likely
1o select an imcorrect answer.

Finally, we fcel that the HSGQE does not truly reflect the knowledge students hold. It
does not prepare the srudents for the real world where they are allowed to use resources,
manuals, ask questions, and ate not allowed to perform at the 50% percentile.

Thapk you for considering owr vomments.

Sincerely,
Marparet Griffin and Mick Dunn
School Counselors, Skyview High School
907-260-2300
& N
J. -
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2/16/10
Concemning Senate Biil 109

Hi my name is Johnney Newman. I believe that the High Schoot
Qualifying exams should be taken. But the test shouldn’t determine whether
the student could graduate or not. In my situation the test helped me figure
out where I stood academically. I think the test should be more like a
placement test than a qualifying test. Students should take the test with out
having to worry whether there going to pass, because it’s a great leaming
experience that I believe will help student through out high school.

oo

Johnney Newman

Sincerely,

M1 C0«ain 301 ATAT N 19
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2/15/10

Concerning Scnate Bill 109: Repesl Secondary School Exit Exam

I think that the High School Graduation Qualifying Exam should not be required
to pass in order to actually receive your diploma from high school. The following reasons

‘will be stated below to explain my point of view on the discussion.

First of all, I think that it puts to much pressure on students, especially seniors,
because students arc already trying to pass the required classes that they are taking.
Along with the finals students have to take just 1o pass those other six or so classes, is just
not right to do. There is already a lot of pressure for students to pass the class and should
not have more put on them. If students already pass all of their required classcs, then they
should be allowed to graduate. For me this will be my third time taking the test. Last year
I was just focusing on my regular classes and trying to finjsh them, I could not properly
prepare for the High School Graduating Qualifying, Exam which {ed to me rushing
through it 30 I could be donc with it.

“Test anxiety is my second reason why students should not have to take the High
Schbool Graduation Qualifying Exam. Being so nervous from testing anxiety can mess up
a student’s performance during tests. Test Anxicty could Jead to failing the test, which
would not lct that student graduate from high school.

My last reason is that seniors in high school should focus on what they are doing
now and in the future, like college or trade schools. They need to start focusing on what
they need to do for the future, and not worry about a test.

Sincerely,

Daniel Franklin

Studentt at Homer Flex High School
4122 Ben Walters Lane

Homer, AK 99603
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el



FEDTI0TCUIV IV ULIO4 P HUMEK FLEX SCHUOL 9072355633 _ P. 04

. 2/16/2010 _ : :
Concerning Senate Bill 109: Repeal Secondary School Exit Exam

I think the High School Graduation Qualifying Exam should be required,
The stress of the séhoo!work and te$t preparations should teach the students an
- imponant life skill, multitasking, Going between schoolwork and test prep is very

stressful, it also provides the experience of menaging two very important events so you
would be ready for anything. ' : - '

W

"Mihael Kuzmin
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Alaska State Legislature

Please enter into the record my testimony to the  Senate Community & Regional Affairs
commitiee name

Committee on SB 109 , dated 2-16-2010
bill # / subject public heanng date

Senate Bill 109: Removal of the High School Qualifying (HSQE) Exams

As a Career Guidance Liaison for the Kenai Peninsula School District I would like to support
SB 109. In my opinion the time taken to prepare for and administer the test, has caused school
counselor’s valuable time in assisting students with immediate and long-term social, scholastic
and planning needs.

I also believe students who do not test well may be more motivated to drop out of school if they
feel their efforts are not worthwhile. 1 believe there are probably better assessments available
that would link student’s high school efforts to future careers or training options.

Please support SB 109 and remove the HSQE exam requirement from our schools.

Signed: Loretta Knudson-Spalding, Career Guidance Liaison

Testifier

—Kenai Peninsula Rorough School District

Representing (optional)

148 N Binkley Soldotna, AK 99669

Address

Phone number

189
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interim: {(May - Dec.)}
716 W. 4™ Ave
Anchorage, AK 99501
Phone: (507} 269-0144
Fox: {907} 269-0148

Alaska State Legislature .

Senator Bettye Davis@legis.state.ak.us
http:/fwww.akdemocrats.org

SB 109 Exit Exam
Bullet Points

Session: {ian. - May}
State Capitol, Suite 7
Juneau, AK 99801-1182
Phone: (907) 465-3822
Fox: (907) 465-3756
Toll free: (800) 770-3822

e The Exit Exam is the only exam which denies diplomas to hundreds of

students after 12 years of schooling.

e Even if all credits have been satisfied for graduation, a student failed on

the Exit Exam receives a worthless, non-marketable "certificate of

achievement," lowering morale, self-confidence, and self-respect,

discouraging continuing in school.

e Exit exam encourages dropouts both by those who pass think they can

drop out of school without earning a diploma, and those who fail and

see no future in continued education.

e Exit Exam disadvantages poor and non-white students and English

Language Learners who might not have access to high-quality schools.

SB 109 Bullet Points

Page 1
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Passage rates of Alaska natives and other minorities in Alaska are much
lower than whites.

Delivery of education in Alaska is unique and does not need to follow a
national testing model. Roughly half the states primarily in high density
population areas covering about 2/3-3/4 of all students have an Exit
Exam. Alaska is not high density education with 53 school districts
spread over vast areas, and many districts with few students.

Despite a court order that the State in Moore v. State is still in violation
of Constitutional Due Process and Equal Protection in a number of
districts, DEED and the Board of Education still retain the Exit Exam
without alternative,

The slight improvement in graduation rates touted by DEED since
introducing the Exit Exam likely has less to do with motivation of
individual students on the Exit Exam than renewed emphasis on
achievement and assessment per NCLB and other assessment
standards,

The Exit Exam has been "watered down' over the years and only tests
8™-9%" or 10" grade proficiency in a few subjects. It is unneeded.

The trend is toward End of Course Exams which more accurately test

achievement and progress throughout high school years.

e |
SB 109 Bullet Points Page 2
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THE EXPENSE QUTWEIGHS ANY BENEFIT - THIS MONEY
COULD BE BETTER SPENT IN OTHER AREAS OF

EDUCATION

The Alaska Exit Exam costs over $1.5 million per year, i.e., over $123
per student, or about 20% of the $48 million 7 —year contract with
Data Recognition Corporation (DRC).

The long contract with DRC creates a disincentive to eliminate the Exit

Exam which has been combined with NCLB. DEED has no reason to

wait for a replacement of the Exit Exam which is no longer needed. The
Exit Exam was introduced before NCLB requirements. The only other
exam on the horizon is Workkeys to be given to 11" graders in 2011 at a
reported cost of $795,000 and is not a comparable substitute for the Exit
Exam.
Hidden and indirect costs of the Exit Exam have not been adequately
calculated by DEED including:

remediation in the millions of dollars not only to the state, but to

individual districts

teacher and administrator training time and expense

teaching to the exam while skipping substantive subjects in the

curriculum.
SB 109 Bullet Points Page 3
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. school disruption during Exit Exam

lost days of instruction and learning while students prepare for

and take or retake the exam

e

— . ———— =]

SB 109 Bullet Points Page 4

193




194

- 17% decrease in the number of dropouts statewide when comparing 2005 to 2009
- 16% increase in the number of dropouts statewide when comparing 2005 to 2009

DROPOUT COUNTS AND RATES
ALL SPED
School Year # % # %
2004-2005 3,791 6.0% 361 5.0%
2005-2006 3,642 5.8% 441 6.0%
2006-2007 3,434 5.5% 451 6.1%
2007-2008 3,232 5.2% 466 6.4%
2008-2009 3,146 5.2% 418 5.9%
2005 to 2009 -17.0% -0.8%
-645

- 16% increase in the number of graduates statewide

- 38% increase in the number of SWD receiving diplomas over that time period (2005 to 2009)
- More than 1,100 more diplomas in 2009 than were issued in 2005.

- For SWD that number increased by 161.

- Enroliments have declined about 2% of this time period

GRADUATION COUNTS AND RATES
ALL SPED
School Year # % # %
2004-2005 6,905 61.4% 426 39.1%
2005-2006 7,361 61.6% 468 38.9%
2006-2007 7,666 63.0% 510 39.4%
2007-2008 7,855 62.6% 532 40.1%
2008-2009 8,008 67.5% 587 43.6%

Senior Class analysis

- Over 67% of the seniors in 2008 that completed the schoo! year but did not receive a diploma had
already pass all three parts of the HSGQE

- 1,549 seniors

HSGQE Cohort Analysis
- 2008 senior cohort class had a combined cumulative pass rate of over 90%
Over 90% of class passed all three parts of the HSGQE during their 3 year testing window

End of Course Exams

5 states require EOC in 2009
All S states require EOC’s as a requirement for graduation (MD, MS, NY, TN, VA)
10 states are transitioning to EOC’s (by 2015 - 15 EOC & 14 Comprehensive exams)
3 states will require Graduation Exam AND EQOC (MA, SC, WA)
Typical EOC content areas — Algebra |, Algebra Il, Geometry, English 9, 10, Biology




Current Grade 10 HSGQE Pass Rates (Spring 2009):
Reading —30%
Writing — 79%
Math - 80%

Achievement Gaps

READING - GRADE 10 - SPRING

School Year

Caucasian

AKN/AMI

2005

81.5%

42.5%

2008

93.2%

69.1%

2009

95.8%

76.3%

WRITING - GRADE 10 - SPRING

School Year

Caucasian

AKN/AMI

2005

90.4%

70.3%

2008

84.3%

59.9%

2009

86.4%

60.8%

MATH - GRADE 10 - SPRING

Schoo! Year

Caucasian

AKN/AMI

2005

80.8%

52.9%

2008

84.8%

59.6%

2008-

88.4%

63.5%




Sean Parnell, Governor
State of Alaske

GOVERNOR’S COUNCIL ON DISABILITIES AND SPECIAL EDUCATION
P.O. Box 240249 « Anchorage, Alaska §9524-0249 « Phone; 907-269-8090 « Fax, 907-269-8995 « Toll Free 888-260-8680

January 27, 2010

Senator Donald Olson
120 4™ St, State Capitol, Rm 3
. Juneau, Alaska 99801
ht::° L . Re: Senate Bill 109: Removal of the requirement to pass the High School
Graduation Qualifying Exam (HSGQE) in order to receive a diploma
Senator Olson,
The Governor’s Council on Disabilities and Special Education formally endorses
Senate Bill 109 which removes the requirement to pass the High School
Graduation Qualifying Exam (HSGQE) in order to receive a diploma. |
In 1997, the Alaska legislature passed a law that requires students to pass the High
' School Graduation Qualifying Exam (HSGQE) in order to receive a diploma,
f, Students began taking the HSGQE in 2000, but implementation of this law was

Lo postponed until 2004. As a result of a lawsuit, students with disabilities were not
o required to pass until 2005. In 2007, the HSGQE was changed to make the writing
portion more challenging and the reading portion less challenging, Students must
take the HSGQE for the first time in the spring of their 10® grade year. The
HSGQE takes 3 days to complete. Students who do not pass can take the exam
each fall and spring: Students who do not pass the HSGQE can miss up to 6 days
of instruction each year retaking this exam.

Passing the HSGQE is not required by federal law. The No Child Left Behind Act
(NCLB) requires that high school students be tested but does not require students
pass an exam in order to receive a diploma. Alaska tests students in 9™ and 10™
grade. The HSGQE is a minimum competency exam and is not designed to test
college readiness or work-related skills. The HSGQE is not a nationally
recognized exam and is not used in determining University admission.

196 4—_(‘
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Dropout rates increased after the implementation of the HSGQE and had not
reached pre-HSGQE levels by 2008, The 2003 dropout rate was 4.9%; it increased
to 6% in 2004 and was 52% in 2008. The dropout rate for students with

. disabilities has increased from 4.9% in 2004 to 6.4% in 2008.

While the Council understands and supports the need for accountability in the
education system, we feel a high stakes exam in high school is not the correct way
to address accountability. Intervention follows the point of accountability, thus it
makes more sense to provide intervention in 2™ or 3™ grade when a student is 1 or
2 years behind instead of waiting until 10" grade when they are 3 to 5 years
behind. The Council recommends a system of accountability that communicates
student skill level without the high stakes component of the exam (e.g., Work
Keys assessment).

The Department of Education and Early Development (EED) has been successful
in working with low performing: schools in rural Alaska using -data-driven
instruction to bring student academic skills up to grade level. EED should expand
this program and insist schools focus on earlier intervention instead of requiring
the HSGQE as a requirement for a diploma.

Sincerely,

Donna Swihart, Chair

Creating Change That Improves the Lives of People with Disabilities
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Senator Bettye Davis

SB 109, 26-LS0527\A

“An Act repealing the secondary student competency examination and related requirements; and
providing for an effective date.”

Sponsor Statement

SB 109 repeals the Alaska secondary student competency examination, also known as the High

. School Graduation Qualifying Exam (HSGQE) or “Exit” exam. The HSGQE was initiated in 2001 and
became fully effective in 2004, following the trend for more assessment in the No Child Left Behind Act
of 2001. It was never clear that the Alaska HSGQE would improve performance and measure whether
students would be better prepared for college, much less determine conclusively that students were
receiving diplomas but lacking basic skills. The HSGQE has become a “high stakes” hurtle that has
harmed many students in Alaska while exacerbating a court finding in 2007 that the State was violating
students’ constitutional rights to an education without providing proper assistance and direction. (See
Moore, et al. v. State of Alaska, 3AN04-9756).

It may be argued that State does not need the HSGQE, as the State and all school districts already
require many assessment tests to determine student progress and competency. At the same time there is
a trend away from exit exams. The Center on Education Policy (CEP) report in August, 2008 that most
states are moving toward end-of course exams which assess mastery of content of a specific high school
course in lieu of exit exams. The current Alaska HSGQE reportedly has been changed by the Board of
Education and made less difficult than at inception. As a result, the HSGQE has become somewhat
redundant, time-consuming, and expensive to administer. To save time and money, beginning in the
spring of 2006 sophomores took a test that combined the HSGQE with a standards-based reading and
math assessment required by the federal No Child Left Behind Act. Although students took one only
exam, some questions counted for one or the other or both exams to satisfy state requirements. (See
Legislative Research Report 06.233, “ History, Resulls, and cost of the HSGQE,” June 28, 2006). The
HSGQE reportedly has detracted from the standard curriculum and has also promoted “teaching to the
test.”

5B 109 Sponsor Statement
Rev. 3-15-0%

Page | of 2
\l 98
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The Department reported in 2007 that over 1,100 students statewide failed to pass the HSGQE after
five opportunities, while 8,524 passed. See Moore, supra, exhibit 2514, p. 13 of 58, “Findings of Fact,
Conclusions of Law and Order.” These numbers excluded all students who had dropped out or transferred
to another school before passing. The court in Moore determined that the State was violating the
substantive due process rights of students by denying high school diplomas to students in chronically
underperforming school districts. Students were failing the High School Graduation Qualifying Exam,
while the State was failing to provide the oversight, assistance, and direction with clear standards to guide
districts attempting to meet content and performance standards. As a result, the court concluded that the
Department was ultimately failing to “maintain a system of public schools” as required under the Alaska
Constitution, Article VII, Section 1. Finding insufficient proof of compliance with its 2007 court order,
the court in Moore on February 4, 2009 gave the Department 60 days to establish compliance with its
constitutional duties and to file with the court “revised district intervention plans that address and
incorporate as appropriate remedial measures related to cach of the problem areas identified in these
Findings.”

Alaska’s experience with high school exit exams is not new but widespread. Fearful that hundreds
of thousands of students would be left behind by one set of standardized, time-pressured tests in New
York, an article appeared in the New York Times headed “Albany Legislators Seek to Dilute New,
Tougher Graduation Exams.” It was stated in the article that “an unusual bipartisan coalition of state
lawmakers, whose constituents ranged from inner-city residents to affluent suburbanites, is pushing to
scale back new more stringent graduation requirements for nearly all pubic high school students.” New
York Times, May 12, 1999. ‘

The Center on Education Policy (CEP) reported in August, 2008 that in the 2007-2008 school year
23 states required students to take and pass exit exams to receive a high school diploma. Three more
states, Arkansas, Maryland, and Oklahoma, will begin withholding diplomas within the next few years,
leading to a total of 26 states with such policies by 2012. Additionally, Connecticut, Pennsylvania, and
Oregon are considering exit exams, but Oregon and Pennsylvania are opting to use multiple measures.
The CEP reported that 68% of the nations’ public high school students attend school in the 23 states with
such policies. By 2012 approximately 75% of the nation’s public high school students will be affected,
including 84% of low income students and students of color.

The Center on Education Policy (CEP) recommends more funding should be allocated to research
aimed at better understanding the impact of exit exams, considering the vast number of students
affected by state-mandated high school exit exams. State governments, the CEP reports, should move
immediately to collect and release data on final passage rates on these and the rate of students using
alternative paths to graduation. As they implement more end-of-course exams, the CEP recommends that
states address the need for greater rigor in the content of their exams and provide for greater coordination
of high school requirements with college preparedness and work readiness demands.

While dropping the HSGQE does not remedy underlying problems in delivering quality education
in underperforming districts already identified by other assessments, it does remove the risk that a
student can be denied a diploma after 12 years of education by one exam. Eliminating the HSGQE may
also encourage youth to stay in school long enough to get a diploma and reduce the dropout rate. After
complying with court-ordered requirements in Moore, and perhaps after experience with other on-going
assessments, the Department and the Board of Education may better determine whether an exit exam or
HSGQE Exam is in the best interests of the state, recognizing that more states seem to be moving away
from exit exams toward end-of-course exams. _

5B 109 Sponsor Statement

Rev. 3-16-09
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LEGAL SERVICES -

DIVISION OF LEGAL AND RESEARCH SERVICES
LEGISLATIVE AFFAIRS AGENCY )

MEMORANDUM - " February 27,2009
'SUBJECT: . Sectional Summary of SB 109 (Work Order No. 26-LS0527\A)
TO: . Senator Bettye Davis

Attn: Thomas Obérmeyer_ :

FROM: - Jean M. Mischel - ‘
Legislative Counsel - o :

You‘have requested a sectional summary of the above-described bill.

As a preliminary matter, note that a sectional summary of a bill should not be considered

an authoritative interpretation of the bill and the bill itself is the best statement of its.

contents. If you would like an interpretation of the bill as it may apply to a particular set
of circumstances, please advise. : .

Section’1. Deletes the high school cofnﬁ:efency examination reference in the Department
of Education and Early Development's annual report to the legislature,

Section 2. Deletes the high school competency examination reference in the Department
of Education and Early Development's annual report to the public onschool performance.

Section 3. Deletes the high school competency examination reference in the Department

of Education and Early Devqlopment's school accountability systern,

Section 4. Deletes the high school competency examination reference in the charter -
- school operational requirements,

Section 5. Repeals the high school competency test requirements.

Section 6. Provides a July 1, 201 1, effective date.

IMMLjw
09-124 Yjw

Deliveries to: 129 6th St., Rm. 329

‘*—r"
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STATE OF ALASKA

2010 LEGISLATIVE SESSION

FISCAL NOTE

Identifier (file name): SB109-EED-TLS-1-26-10

Fiscal Note Number:
Bill Version;

{} Publish Date:

$B109

Dept Affected Education & Early Development

Title

“An Act repealing the secondary student competency

examination and related requirements; and providing for an effective date.”

Sponsor

Sen. Bettye Davis

Requester

Senate Education

Component Number

Expenditures/Revenues

ROU

Teaching & Learning Support

Component School & Student Achievement

{Thousands of Dollars)

2796

Note: Amounts do not include inflation unless otherwise noted below.

Appropriation
Required

Information

OPERATING EXPENDITURES

FY 2011

FY 2011

FY 2012

FY 2013

FY 2014

FY 2015

FY 2016

Perscnal Services
Trave|
Contractual
Supplies
Equipment

Land & Structures
Grants & Claims
Miscellanecus

g.0

(1,338.5)

(1,518.2)

(1.574.3}

(1,602.8)

{508.0

TOTAL OPERATING

0.0

{1,338.5)

(1,518.2)

{1,574.3)

{1,602.8)

{508.0)

[CAPITAL EXPENDITURES

I |

l

1

[CHANGE IN REVENUES (

| |

FUND SQURCE

(Thousands of Dollars)

1002 Federal Receipts
1003 GF Match

1004 GF

1005 GF/Program Receipts
1037 GF/Mental Health
Other Interagency Receipts

0.0

{1,338.5)

(1.518.2)

(1,574.3)

(1,602.8)

(508.0

TOTAL

0.0

0.0

(1,338.5)

(1,518.2)

(1,574.3}

(1,602.8)

(508.0

POSITIONS

Estimate of any current year (FY2010)

cost:

Full-time
Part-time
Temporary

ANALYSIS:

beginning July 1, 2011.

(Attach a separate page Iif necessary)
This bill would repeal those statutes and language related to secondary students taking the competency examination
which was required in order to graduate from-high school. [AS 14.03.075 & AS 14.07.165(5)] This would take effect

The EED entered into a contract in FY'02 with the test contractor and has 7, one year renewal options which expires
on 12/31/15. FY16 savings are only for the Fall test and the retake -- does not include the Spring test and retake.

Prepared by. Eddy Jeans, Director
Division School Finance
Approved by:  Larry LeDoux

Commissioner

{Ravised 10/13/2009 OME)

Phone 465-8679
Date/Time 1/26/10 12:00 AM

Date 1/26/2010
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" effective October 21; 2008, added “Except as provided

§ 1408070 Eotoamon, Lysrantss, AND Museums '_ Coo 30

(e) In addltron to the grades enumerated in (a) of th1s section ‘an elementary school
congists' of a pre~e1ementary prograi -supervised by the department under AS

' 14.07.020(a)(8), operated by the departiment as a head start program under AS 14.88.010,
or located in a public ‘'school for federal funding purposes. - BExcept for a child with a*
" disability who is receiving special education or related services under AS 14.30.180 —
. 14.30.850, pre- elementary students may not be colnted in a school’s average daﬂy

membersh1p under AS 14 17.(§ 1ch 98 SLA 1966 am §% 1 2 ch 117 SLA 2008)

- Effect of amendments —The 2008 amendment Collateral references — Zomng regulatmns as

in () of this sectlon” at the beginning of subsection (a)

~ALR3d 1386.
and added subsectmn (e),

Sec 14 03.07 0 School age. A child who is six years of age on or before September 1

".". following the beginning of the.school year,.and who is under the age of 20 and has not

_ 'completed the 12th grade, is of school dge.(§ 1ch98 SLA 1966; am§ 1 ch 1 FSSLA 1987; -
- am §°19 ch 85 SLA 1988; am § .1 ch 101 SLA 2004)

" Effect of amendments. — The 2004 amendment ’
effective July-1, 2004, substitufed “on or before Sep-
tember 1" for “before August 15"

Collateral references. — Power of pubhc school

authontaes to sef minimum | or manmum ape require-
ments for pupils in absente of spécific statutory au-
. thority. 78 ALR2d 1021, .

Sec. 14.03.075. Secondary student competency testing. (a) A student ‘may not

- be issued a secondary school diploma unless: the student passes a competency examina- -
"’ tidn in the areas of. readmg, Enghsh and mathematrcs or receives a waiver from the = .
governing body. ‘A governing body may not grant a waiver to a student before the .

student’s final semester of attendance. The department shall determine the forrn and.
contents of the examination and shall score completed examinations.

" (b) A student who fails the examination required under this Section shall be retested
at least once during a school year on those portions of the examination that the student

- hag not passed.-A student who passes any portion of the test may not retake that portion

of the test. A student who, when retested, passes the portions of the test not previously

- passed and who meets any other graduation requirements shall receive a diploma from

the school district., This subsection does not apply to a student who-is a child with a

dlsablhty if the atudent’s 1nd1v1duahzed education prog‘ram team recomrmends that the
student.not be retested. . _

(¢) Notwithstanding (a) of this sectron

{1) a student who is a child with a disability. and who does riot achieve a passing scare
on the exammatlon required under (a) of this section, with or without gccommodation, is
eligible to. receive a diplomia if the student. successfully completes ‘an alternative
assessment program required by the student’s individualized education program or
required in the education plan developed for the student under 29 US.C. 794; an
alternative assessment program must, to the mazimum extent possible, conform to state
performance standards’ established for the competency examination required under (a) of

applied to pubhc elementary and high schools 74

this section; this paragraph does not apply to' a student unless the department - -

determines that the student has taken and failed to pass the competency examination ..
" with ér without accommodations and the department approves the student's alternative -

assesstnent prograr described under this paragraph; and

{2) a student who transfers’ into’ a pubhc high school’ in ‘this state shall receive. a
diploma if the student '

’

(A) meets graduation. requrrements 1mposed by the governmg body and the state and

(B) has- passed a. competency exammatlon in the state from WhJCh the student
transferred

- (d) Astudent who farls to quafhfy for the issuance of a dlploma under (a) of th.rs section

Cor a retest under (b) of t}ns sectron by the end of the student’s final semester of

-
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Purric ScrooLs GENERALLY :

§' 14.03.078°

attendance but who has met.all other graduation requ_trements of a governing body and
the state, shall be awarded a certificate of achxevement A certlﬁcate ‘of achlevement may

include the following information:

(13 ‘the portions of the exammatlen described under {a) of this sectmn thatwere passed '

(2) the student’s attendance record; and

(3) other information indicating the quahﬁcatwns of the student that the governmg

- body determines appropriate. .

{e) The department ghall. hy regulatmn estabhsh umform standards for

-{1) pre-examination study materials; and

- {2) procedures to be followed dunng administration of an examinatién.’
(f) The department shall by regulation establish uniform s‘haﬁdards for an alternatwe
assessment program required under (c)(1) of this,section. The; aIternatlve assessment

program required under (c)}(1) of this section apphcable to an. mdlvldua.l student may not
e changed after February 1 of the student’s Jumor year of study

(g) In this section,

(1) “child with a disability” has the meamng glven in AS 14 30 350

{2) “individualized education program team” has the meamng given in AS 14.30. 350.
81 ch 58 SLA 1997 am § 2 ch 94 SLA 2001; am § 24 ch 35 SLA 2003)

Effect of améndments. -~ The 2001 amendment’

rewrate subsections {a¥and (h) and added subsections
{c){g). The smendment to subsections {(a) and (b) by
section 2, ch.. 94; SLA 2001 amended those subsec-
tions before they became effective. Sections 7 and 11,
c¢h, 94, SLA 2001 amsnd §§ 3, ¢ch. 58, SLA 1997 to
maks this entire section effective Februacy 1, 2004
The 2003 amendment, effective Fehruary 1 2004,

" at the end of paragraph 1) of subsectmn @), substl-

tuted “in AS 14, 30. 350” for “‘children w1’t.h dlsahrh-
t1es in AS 14.30. 350” :

Effective dates, — Section 3, ch. 58 SLA 1997
made this section effective January 1, 2002 However, |
§.7,ch, 84, SLA 2001 changes the eff“ectm date of the
sectmn to February 1, 2004.

_ Editor's notes. — AS 14.30.350; cited in @@ of

documentatmn is not readily available from the mnilitary or other sources. (§ 1 (‘h 13 SLA
: 2001) .

- foward high academxc performance by all students The report required under thls
o sectmn rmust include .

. this section, was repealed by'§ 41, ch 67, SLA 2001.

Sec 14 03.077. ng‘h school dlploma for certain veterans. (a) No’tmthstandmg

other provisions of this chapter, the commlssmner shall award a hlgh school diploma to
4 person who

(1) makes application under (h) of this section] ifa person is deceased or mcapaCJtated
an immediate family member may apply on behalf of the person;
(2} never received a high school diploma; and.

. {3) actively served in the United States armed forces or the Alaska Territorial Guard
durmg the period of August 7,. 1940 through July 25 1847, and
(A) died in active service; .

. (B) was honorably discharged; of

- (C) was released from active duty because of a ‘service- related digability. - B
- {b) The commissioner shall provide-a form or electronic format for a person to apply
linder this section. The commissioner may accept’an affidavit to support.the award if”

Séc. 14.08. 0’78 Report The department shaﬂ prowde to the legmlature by February :
16 of edch year an annual report regarding the progress of each school and school district

~

(1) information descnbed' under AS 14.03, 12D(d)

: (2) the number and percentage of students in éach school who pass the examznatlon
requrred under AS 14.03.075, and the number who pass each seatmn of the exammatwn

.48} progress of the, department
i

). toward 1mP15m911tmg tIfe SChoBL acceuntabxhw provisxons of AS 14 03 123 and
: (B} m assmtlng hlgh Sﬁhools ta become accredlted N

.,' g
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- 17% decrease in the number of dropouts statewide when comparing 2005 to 2009
- 16% increase in the number of dropouts statewide when comparing 2005 to 2009

DROPOUT COUNTS AND RATES
ALL SPED .
Schoal Year # % # % - l’ll
2004-2005 3,791 6.0% | 361 5.0% - { ik o [ wenth
2005-2006 3,642 5.8% | 441 6.0%
2006-2007 3,434 55% | 451 6.1% Window
2007-2008 3,232 52% | 466 6.4% . +
20082009 3,146 |  52%| 418 sox| /5 dwpnk ave vepea
o\onJrs
2005 to 2009 17.0%  -0.8%
-645

- 16% increase in the number of graduates statewide

- 38% increase in the number of SWD receiving diplomas over that time period {2005 to 2009)
- More than 1,100 more diplomas in 2009 than were issued in 2005.

- For SWD that number increased by 161.

- Enrollments have declined about 2% of this time period

GRADUATION COUNTS AND RATES
AlL SPED
School Year # % # %
2004-2005 6,905 61.4% 426 39.1%
2005-2006 7,361 61.6% 468 38.9%
2006-2007 7,666 63.0% 510 39.4%
2007-2008 7,855 62.6% 532 40.1%
2008-2009 8,008 67.5% 587 43.6%

Senior Class analysis
- Over 67% of the seniors in 2008 that completed the school year but did not receive a diploma had

already pass all three parts of the HSGQE |+ ibgot oo nek Pq‘;g;-.(i
- 1,549 seniors : ' *

HSGQE Cohort Analysis

- 2008 senior cohort class had a combined cumulative pass rate of over 90%
Over 90% of class passed all three parts of the HSGQE during their 3 year testing window

End of Course Exarns CE,Q- Center en E&Uuhrﬂk P@\ic
5 states require EQC in 2009 7
All 5 states require EQC's as a requirement for graduation (MD, MS, NY, TN, VA)
10 states are transitioning to EOC’s (by 2015 - 15 EOC & 14 Comprehensive exams)
3 states will require Graduation Exam AND EOC (MA, SC, WA)
Typical EOC content areas ~ Algebra |, Algebra il, Geometry, English 9, 10, Biology
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Current Grade 10 HSGQE Pass Rates {Spring 2009):
Reading - 90%
Writing - 79%

Math - 80%

Achievement Gaps

READING - GRADE 10 - SPRING

School Year All Caucasian AKN/AMI SWD ED LEP
2005 69.1% 81.5% 42.5% | 25.6% ] 46.5% ¢ 257%
2008 85.2% 93.2% 69.1% | 47.7%{ 72.6% | 49.9%
2009 90.0% 95.8% 76.3% | 60.1% | 80.5%| 58.2%

WRITING - GRADE 10 - SPRING

School Year All Caucasian AKN/AMI SWD ED LEP
2005 84.1% 90.4% 703% | 42.8% | 70.9%| 61.5%
2008 76.3% 84.3% 59.9% | 31.7% | 614%| 42.5%
2009 78.8% 86.4% 60.8% | 36.2% | 65.6% | 45.1%

MATH - GRADE 10 - SPRING

School Year All Caucasian AKN/AMI SWD ED LEP
2005 71.9% 80.8% 52.9% 1 282% | 54.8%| 43.0%
2008 76.3% 84.8% 59.6% 1 35.0% 61.83% | 42.2%
2009 80.2% 88.4% 63.5% | 41.3% | 66.5% | 42.0%




u;_.v__lce,

February 2, 2009

Mr, Larry LeDoux : S
: - Commissioner of Education and Early Development
Ancho Yage  Department of Education and Early Developmient

School P.O. Box 110500

.' - . . , I . 99 . 50
District _I“r_‘ea“_ Alaska 99811-0 0
5530 E. Nanhémughts Biyd _ Attention: Dottie Knuth
Anchorage, Alaska 59504-3135 Via FAX (907) 4654156
{907) 1424000 - _

g Al
Dear Co_r}lmissione_r LeDgux:

In i‘eépor_nse to the recjuest for review and public comment on the -
proposed regulation changes on the timeline for the mandated
WorkKeys/WIN assessments and on the Quality Schools

application and reports for small districts; the Anchorage School
District submits the attached comments. - '

: I appreciate the opportunity to forward. our comments as they
. ‘ L ' relate to the proposed changes in Department of Education and
N - Early Development regulations, cn

My staff arid [ are available to answer any questions regarding our . -
responses and will forward any additional remarks to the proposed
~ changes, as you deem necessary, '

. Sincerely,

A _'4. ) ‘
lopid_

Carol Comeau
Superintendent

Attac‘hmeqf

¢c: - Anchorage School Board . :
Rhonda Gardner, Assistant Superintendent; Instruction .
* Laurel Vorachek, Director, Assessment and Evaluation -
Jane Berglund, Chief Information Officer S

® T ey
R Edicrsing Al Sodine ForSweceim if
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SUBJECT: 4 AAC 06715 Work ready/college reatij' {fransitional skills

- curticulum ‘and benchmark assessments; 4" AAC 06,717 Work ready/college
ready transitional skills assessment ' ' .

The -Anchorage Schicol District - believes the WorkKeys exam is a quality .
assessment that provides important information for students and families, -
educators, employers, and universities about student achievement related to

college arid work readiness. Further, the WIN curriculum and benchmark

assessments provide opportunities for students to advance their studies in and’

awareness of work related proficiencies.

. However, at minimum, the Anchorage School Dis&ict supports the proposed

regulation to delay the mandated use of these assessments by one year, These
tools and assessments are available to students and districts ready to access

- them, and a delay in implementing the mandate doesn’t limit a school or

district’s ability to more forward.  The delay would enable districts that have
technological or other implementation challenges to continue to ‘work through

them to ensure a smooth roll out should the mandate come.

~ Under the current system of assessmént, the Anchorage School. District does not

believe the WorkKeys/WIN assessments should be mandated, Between the
~ mandated Standards Based Assessments, HSGQE, TerraNova, NAEP, ELPA,.
Kindergarten Profile, etc, and district-specific formative, benchmark, and

progress monitoring assessments that are a- critical part of any instructional

- program, districts do not have the time or resources to invest in'another -

mandated exam. .- o

The Anchorage School District propeses bolder action, however, We propose
that the State Board and the Department of Education of Early Development
work with the Alaska Legislature and districts to replace the essenfial skills High
School Graduation Qualifying Fxam with the much more robust and meaningful
WorkKeys Exam at the 10t grade, L L

The requiremenit for the HSGQE was created in response to concern that some
students were graduating high school without the essential skills necessary to be
productive in the world of work. An unintended consequence of that action has
been that many students now set- their sights too low - only on passing the

HSGQE rather than reaching toward -even higher levels of-proficiency ‘and

achievernent, Many students question why they should be required to continue
high -school when they : have "already "passed the exam as 10t graders,
Unfortunately, since the exam is -essential skills, the studerits’ perception that

‘they have met necessary levels of achievement for life-long success is misgiiided.’




The Anchorage School District believes there is a much beﬁer alternatlve that
would provide businesses and universities information they need about the
academic preparation of graduated students, that would inspire students to
continue their stadieés rather than end them prematurely, and that would:
provide students invaluable informatiori about career fields avatlable to them as-
well ag theu‘ relative preparahon for them That alternative i is WorkKeys:

In addiﬁon, WorkKeys is part of thé ACT continuum of assessments acc‘essed by
many schools and students that includes, among others, the Explore (8% grade),
PLAN (10t grade), and ACT (11%.and 12% grade). For students and their
advisors to be able to plan the student’s education over a series of years.with
information from these exams. would be much more valuable than a pass/fail
score on the HSGQE. Begause of the. availability of these, exams, we do not
believe_the: WIN assessments need ever be mandated. ' Rather, we suggest the
assessments and’ very valuable curriculum remain available for those who
* choose to use them to augment thetr existing sgstern of assessment

Because WorkKeys is designed expressly to reflect what businesses expect of

_ entering workers and the ACT is designed expressly to reﬂect what colleges

expect of entering students, the two assessment programs are unique in what

.' they measure and-in the scores they report. But there are also commonal1t1es in
the expectations for readmess in the fwo tests. :

ACT conducted a stahstlcal concordance between the respechve college and
workforce training readiriess levels in reading and mathematics. They found that
the coricordance between ACT College Readiness Benchmarks and WorkKeys

Level 5 shows that the Ievels of readmess m readmg and mathematlcs are .
comparable. '

Campara bility between WurkKeys Job Profile Level 5 and ACT Col]ege '
Readmesa Benchmarks In Readmg and Mathemanm

Reading (dr Infotmation”  "|* 5 ' T fl L =<2
. . . Benc.hm_adc =21
Applied Mathematlcs o 5 . S 1
T ’ : Benchmark = 22

-, This statistical concordance adds value to the assessment from the perspective of
. the individual student for course planning and post-secondary guidance. The

208
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student receives information about their readiness to make successfil transitions
to college and- work after high school from one assessment. If a .student scores
below 2 5'in the Reading for Information and/ or Applied Mathematics test, it
ptovides critical information il terms of necessary coursework to be completed
during the student’s Temaining time in high school in order to be prepared for
first-year college courses. The student also receives information about whether -
he or she has the skills that businesses expect of entering workers through the
WorkKeys Readiness Level. This also provides valuable information in course -
planning %o, if necessary, students can take the coursework to ensure that they
have the workforce skills when they gtaduate from. high school. Since it is a
national exam, WorkKeys results and certificates are also portable throughout

our highly mobile country and meari the same thing regardless of the state in

which our students ultimately choose to work or attend post-secondary .
programs, ' ' B

The bottom liné is that thé‘WorkKe'ys exam ha.é_the potential to inspite and -
encourage students to higher levels. of achievement while providing desired

-accountability and information for ‘prospective employers and universities, |

whereas the HSGQE encourages apathy and low expectations. Further, the
HSGQE causes significant harm to the small nurber of students who, largely -
due to special needs or language acquisition challenges, are unable to pass and
are thus denjed a diploma, ' c .

Rather than artificlally set a pass/fail mark on this exam for. which such a
distinction was never intended, we propose instead that the final scores received
by the student, after however many attempts the student makes while in high
schaol to achieve higher scores, be placed on the transcript and the diploma, The
diploma could also be printed in such a way that an explanation of those scores
is-printed on the back of the diploma or transcript to provide that information to
prospective employers. R '

We encourage the Stéte Board of Education and Early- D’evelopnient, along .W'ith-
Alaska legislators, to take this bold step in ‘increasing. both the academic
expectations and the relevancy of state assessiienits for Alaska’s students. .

SUBJECT: "4 AAC 33310 Applications; 4 AAC 33870 Grant Awards; 4 AAC

33.330. Reporting Requirements, Regarding Qdality Schaol Funding Grants
. - Rl
This regulation does not di?s tly -imipact the Aachorage School District as our
Quality School Grant exggedgs\fg,ooo.- We have never found the required
application and report tobe particu w\erous for our district.
,///
-

s
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Commissioner Roger Sampson
Department of Education

& Early Development

801 W. Tenth Street, Suite 200
Juneau, Alaska 99801-1894
www.sed,state.ak.us |

EDUCATION aCsad

* & EARLY DEVELOPMENT

NeE+WeS ReEsLeEsA+SE

More information Harry Gamble, Information Officer, 465-2851

- State Enters Stipulation In Disabilities Class Action Lawsuit
Students with Disabilities Can Get Diplomas in 2004.Without Passing Exit Exam
Attorney General Gregg Renkes and Education Commissioner Roger Sampson announced the ﬁiing of a joint

stipulation today in U.S. District Court that would allow students with disabilities in the Class of 2004 to geta
diploma without passing the state’s high school exit exam. The stipulation was based on an agreement by the State

of Alaska and the lawyers who filed a class action lawsuit in U.S. District Court.

As many as 500 high school seniors with disabilities have not passed all three parts of the high school exam -
reading, writing and math. Under the injunction, the students still need to complete all other state and district
graduation requirements. About 800.seniors have disabilities. - 3 : : :

The lawsuit was filed March 16 -againét the State Board of Education & Barly Development, two Department of
Education & Early Development officials and the Anchorage School Distriet, : B

“We have stated from the outset that we have concerns any time the State Board and Department of Education &
Early Development.are implicated in treating students unfairly,” said Education Commissianer Roger Sampson,
“Our aim is exactly the opposite. We are working to pravide a-top rate education for each and every child in the state
and to help them make a successful transition to life after graduatién,” Sampson added: “The agreement with the

plaintiffs will allow both sides to negotiate in good faith the issues raised in the suit to reach a resolution that is fair
for all involved.” R o

Sampson and Attomey General CGregg Renkes said the sﬁpuléﬁon wil-I' ‘p‘rovidef time for the State to seek guidanée '
from the Legislature and the State Board of Education regarding options for setiling the lawsuit, "We need to know

whether the legislature will agt on pending legislation affecting this case before we can engage in meaningful
settlement negotiations," said Rerkes, :

The key points of the stipulation are:
*  Members of the class action lawsuit include all students whao have an Individualized Education Program (IEP)

- under the federa] Individuals with Disabilities Bducation Act or a Section 504 Plan under the Rehabilitation Act
0f1973 and who have taken or who must the high school graduation qualifying exam. About T 8,000 students

. statewide at all grade levels have IEPs.

* - The high school exam will not be used to deny a class member 2 high school diploma in the spring of 2004 if
the student has met all other requirements for a diploma. :

+ The Stét_fs of Alaska will notify secondary school prihci;ﬁals and special education directors about the stipulation.
Schools will be required to notify parents, special education teachers and affected students, ‘

+ * The State of Alaska and the plaintiffs’ lawyers will enter into negotiations to try to resolve the issues raised in
the lawsuit. The first negotiation is expected to be May 18, '

+ *  The State of Alaska and lawyets for the plaintiffs will report to the court-progress on the negotiations no later

than July 9.” -
‘ ' HH4




211

ASSESSED PERFORMANCE STANDARDS

HIGH SCHOOL GRADUATION
QUALIFYING EXAMINATION




R4.1 Apply knowledge of syntax, roots, and Word ongms, and use context clues and reference materials, to dctermme the
meaning of new words and to comprehend text. ’
R4.2 Summarize information or ideas from a text and make connections between summanzcd mformatmn or sets of 1deas and
related topics or information,
R4.3 a. Identify and assess the validity, accuracy, and adequacy of evidence that supports an author’s main ideas. b. Cnthue the
power, logic, reasonableness, and audience appeal of arguments advanced in public documents.

R4.4 Read and follow multi-step directions to complete complex tasks.
R4.7 Express and support assertions, with evidence from the text or exponence about the effectiveness of a text.
R4.8 Analyze and evaluate themes across a variety of texts, using textual and expenentlal ewdeuce

READING ‘I’ERFORMANCE"STANDARDS FOR THE HSGQE

WRITING PERFORMANCE STANDARDS FOR THE H'SGQE_

W4.1 Write a colierent composition with a thesis statement that is supported with evidence, well-developed paragra.phs.
transitions, and a conclusion. )
W4.2 Demonstrate understanding of elements of discourse (purpose speaker, audience, form) when completing expressive
(creative, narrative, descriptive), persuasive, research-based, informational, or analytic writing assignments.

- ¥4.3 Use the conventions of Standard English independéntly and cons:stently moludmg gramma.r sentence structure, paragraph
structure, punctuation, spellmg, and usage. ‘

W4.4 Revise writing to improve style, word choice, sentence vanety, and subtlety of meamng in relation to the purpose and '
audience. -

| . | MATHEMATICS PER_FORMANCE STANDARDS FOR THE HSGQE

NOT E: Clarifying comments for the HSGQE are in italics. Some perﬂ;rmarzce standards' are not in the full versions found in the

Alaska Stindards booklet; if certain aspects of @ perj’ormance standard are not assessed on the HSGQE, they are not included in
this document.

N umeration

M1.3.1 Read write, model and order rea.[ nurnbers, explammg scientific notation (read only), exponents (square and cube only)
and percents.

M1.2.2 Use, model, and identify place value positions from 0.001 to 1 000 000.
M1.4.3 Compare and contrast the relationship between various apphcatlons of the same operation,

M1.3.3 Translate between equivalent reprosentatmns of the same number, including s:?nple exponents. Select a representation that .
is appropriate for the situation, -

M1.3.4 Deseribe and model the relationship of fractions to dec1mals, percents, ratios and proportions.

M1.3.5 Use, explain, and define thé rules.of divisibility, prime and composite numbers, multiples, and ordcr of operatlons
M1l.4.5 Recogmze describe, and use properties of the real number system

Meas uremen_t -

M2.3.1 Estimate and measure Various dimensions to a specified degree of aceuracy.
M2 .4.2 Estimate and convert measurements between different systems,
M2.2.3 Use a variéfy of measuring tools; describe the attribute(s) they measure.

M2.3.4 Describe and apply the relationships between dimensions of geometric ﬁgures to. solve problems using J.ndxrect
measurement; describe and apply the concepts of rate and scale.

M2.3.5 Apply information about time zones and elapsed time to solve problems
M2.2.6 Read, write; and use money notation, determining poss1ble combmatlons of coins and bills to equaI given 31[10“11‘5 count

‘Lck change for any given situation.

2 1T2¢sc standards are clustered for reporting purposes. Page -1




M3.4.1 Use estimation to solve ﬁroble’ms and to check the accuracy of solutions; state whether the estimation is greater or less
than the exact answer. | o

M3.3.2 Apply basic operations effici_ently and accurately, using estimation to check the reasonableness of results.
M3.4.2 Add and subiract real numbers using powers. , . ) :
M3.4.3 Multiply and divide real nurmbers in various forms including powers.

M3.3.5 Convert between equivalent fractions, decimals, percents, and proportions. Convert from exact to decimal representations
of irrational numbers. S

M3.4.5 Use ratios and proportions to model and soive fraction and percent problems with variables.

Estimation'and Cbmputation '

" Functions and Relationships

M4.3.1 Identify numeric and geometric patterns'to find the next term and predict the nth term. .
M4.4.2 Create and solve linear equations and inequalities. . ‘
M4.4.3 Create and solve simple systems of equations.

M4.3.4 Translate among and use tables of orderad pairs, graphs on coordinate planes, and linear equations as tools to represent
and analyze patterns, - : ' : :

M4.3.5 Pind the value of a variabl_e_ by evaluating formulas and algebraic expressions for given values.

. Geometry

M35.3.1 Identify, classify, compare, and sketch regular and irregular polygons.

M5.2.2 Compare and contrast plane and solid figures (e.g., circle/sphere, square/cube, triangle/pyramid) using relevant atiributes,
including the number of vertices, edges, and the number and shape of faces,

MS5.3.3 Apply the properties of equality and proportionality to_solve problems involving congruent or sirnilar shapes.

5.3.4 Estimate and determine volume and surface areas of solid figures using manipulatives and formulas; estimate and find
ircumferences and areas of circles. ' - ‘ '

5.2.6 Locate and describe objects in terms of their position with and without compass directions; identify coordinates for a
given point or locate points of given coordinates on a grid. - ' ' ‘ . '
MS5.2.7 Sketch and identify line segments, midpoints, intersections, parallel, and perpendicular lines.

Statistics/Probability
M6.3.1 Collect, analyze, and display data in a variety of visual displays including frequency distributions, circle graphs,
histograms, and scatter plots, T , ‘ '
M6.3.2 Interpret and analyze information found in newspapers, magazines, and graphical displays.

M6.3.3 Determine and justify a choice of mean, median, or mode as the best representation of data for a practical situation.

M§6.3.4 Make projections based on available data and evaluate whether or not inferences can be made given the parameters of the
data,

M$.1.4 Find and record the possibilities of simple pi'obability experiments; explain differences between chance and certainty,
giving examples. ' B : :

M6.2.5 Conduct simple probability experiments using concrete materials and represent the r_esﬁlts using fractions and probability.

: - - *Process Skills
(Problem Solving, Communication, Reasoning, Connections)

M8.3.3 Use appropriate vocabulary, symbols, and technology to ¢xplain, justify, and defend mathematical solutions,
M7.2.2 Select and apply a variety of strategies including making a table, chart or list, drawing pictures, making a model, and
comparing with previous experience o solve problems, ' : ' S .
- M10.3.1 Apply mathematical skills and ‘processes to science and humanities, ]
M10.3.2 Apply mathematical skills and progesses to situations with peers and commimity

.Process skills are assessed but not separately reported on individual student reports.

21 '%cse standards are clustered for reporting purposes. ‘ _ : © Page-2




L Gl STATE. OF ALASKA ’“
P.O. Box-11050(s:: Shit DEPARTMENT OF:ED:i UCATION
Janeau; Alcoggiiinsnond / L‘;‘._EVELOPMENT o

aAdvisory oemed co,MMiSSIO'NER's OFFICE
- FOR IMMEDIATE RELEASE S :
AUGUST 3, 2009

Annual AYP Results to be Annqunced

The Alaska Department of Education & Early Deve]opment on Frlday, August 77 in
Anchorage will release the school-level results of the No Child Left Behind

* |accountability systeri1, These are the “adequate yearly progress” reports for pubhc
schools, :

" |Alaska Educatron Commissioner Larry LeDoux and Dlrector of Assessmcnt

Accountability & Information Management Erik McCormick will hold a news conference
. :On-August 7, starting at 10 a. .m., in the Governor’s Office confererice room at the Atwood
Building in Anchorage. It is located at 550 West 7" Ave., Suite 1700,

I The news conference also will be available by teleconference. Call 1-800-’315—6338. The
code is 07074, : o

The press packet will be available at www.eed. state.ak.us at §; 30 a.m. on August 7.
Cop1es will be available at the news conference.

_Contact: Information Officer Eric Fry at 907-465-2851 or eric.fry@alaska.gov.
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. , ‘ ~ Graduation Rates in Alaska
: B Fact Sheet -

“The Graduation Rate is reported a$ a fraction. The numerator is the sum of the
.~ number of graduates recejving a regular diploma before June 30. The denominator is the
- sum of the number of graduates, plus the number of dropouts in grade nine three school
years prior, plus the number of unduplicated dropouts in grade ten two school years
- prior, plus the number of unduplicated dropouts in grade eleven in the prior school year,
- plus the number of unduplicated dropouts in grade 12 during the current year, plus the-
number of grade 12 continuing students, - ' S

A graduate is defined as a student who was received aregular diploma from a state- or
district-approved education program, as evidenced by receipt of a secondary school
dipioma from school authorities. Any student who receives a diploma under a waiver
from the competency examination required under AS 14.03075 (a), as specified by the

- state board is considered to be a graduate. This does not include an individual who:

* receives a certificate of completion;

- *receives a certificate of attendance;

The statewide Graduation Rate has remained relatively consistent over the last five years,
however thé number of graduates has increased for four consecutive years:

. School Year Graduation Rate Graduate Count
- 2004 : 62.9% ) 7,270
2005 61.4% 6,905
2006 61.6% 7,361
2007 7 63.0% - 7,666
2008 62.4% 7,796

The.Alaska Native/American Indian Graduation Rate has shown improvement over the
samne five year time period: '

School Year Graduatidn Rate Graduate Coun

2004 6.1% . 1327 .

2005 43.2% - 1,233

2006  45.1% 1,442

2007 51.2% - 1,689 .

2008 . 47.8% - 1,508

. Please note that the new Graduation Rate required by the Final Title 1 Regulations under’
NCLB will use a different calculation. The new Graduation Rate, also known as the
Four-Year Adjusted Cohort Rate, will follow an actual group of students across four
years of high school. Alaska will no longer be incorporating prior years’ counts of
, dropouts to calculate the Graduation Rate. = . - '
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Thomas Obermeyer_ |

.Froin: McCormick, Erik A (EED) [erik. mccormick@alaska.gov]
 Sent: Wednesday, March 18, 2009 12:06 PM
To: . Thomas Obermeyer o
Ce: . Jeans, Eddy (EED); Herman, Marcy J (EED)

Subject; SB 109 Hearing 03/16/09 -

Attachments: Erik MeCormick (erik.mccormick@alas_ka.gov).vcf;' HSGQESpﬁngZOOBStatewidé.pdf;
: Graduation Rate Fact ‘Sheetdoc; 2008 Graduation Rates by Subgroup.xls .

Mr. Obermeyer, - L ' < o o
Attache_d are three documents in support of B 109 Hegring hearing on Monday, chaired by Senator

Dayvis,

- HSGQESpring2008Statewide.pdf ' o " - :
‘Spring 2008 HSGQE statewide results showing trend data from the Spring administrations 2006 through
2008. Subgroup information is provided as promised. ST T

.- Graduation Rate Fact Sheet.doc

- 2008 Graduation Rates by Subgroup:xls _ o o

In the hearing I stated that in 2008, there were 1,500 seniors identified as continuing seniors and that did
- notreceive a diploma. Of those 1,500 seniors [ stated that 69% of them had passed all three parts of the

exam. The 1,500+ seniors were identified in the denominator of the Graduation Rate and represent
those seniors. that completed the school year but did not receive a diploma, '

Please don't hesitate to contact me if you have any questions or concerns,

‘Thank you.
Erik '

Erik McCormick

Director : '

Assessment, Accountability &

Information Mahagement .

Alaska Dept. of Education &

Early Development

Phone: (907).465-8686"

Mobile: (507) 723-3735 -
(507) 465-8400

Wil prik.mgcdnnick@alask’a.go_v, ~

282009 '
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Thomas_ Obermeyer

rom: - McCormick, ErikA(EED)-[erik.m_'ccormick@afaska.gov]

Sent: . Wednesday, March 18, 2009 12:06 PM
To: Thornas Obermeyer : '
Cc: Jeans, Eddy (EED); Herman, Marcy J (EED)

Subject: SB 109 Hearing 03/16/09

Attachments:. Erik McCormick (erik.m_cc':brm,ick@alaska.gov).\{cf;' HSGQESpring2008Statewide pdf:
Graduation Rate Fact Sheet.doc; 2008 Graduation Rates by-Subgroup.xls -

Mr, 'O'bermcycr," :

Attached are three documents in support of the SB 109 Hearing hearing on Monday, chaired by Senator
Davis. o ' ,

- HSGQESpring2008Statewide.pdf - | e
Spring 2008 HSGQE statewide results showing trend data from the Spring administrations 2006 through
2008. Subgroup information is provided as promised.. . PR ' -

* - Graduation Rate Fact Sheet.doc _ . .
- This document provides our régulatory definition and caleulation for the current Graduation Rate that
we use in Alaska, NCLB requires us to report a graduation rate that measures a percentage of students
1aduating over a fout year period, . The docurnent brings to attention that although the statewide
éaduation Rate‘has remained relatively consistent over the last five years, the number of graduates has
creased for four consecutive years. This is due largely to the efforts of public school districts to retain
 those students that may need more than four years to graduate. :

- 2008 Graduation Rates by Subgroup.xls o _' ~ ' _
In the hearing I stated that in 2008, there were 1,500 seniors 1dentified as continuing seniors and that did

. not receive a diploma. Of those 1,500 seniors I stated that 69% of thern had passed all three parts of the
exam. The 1,500+ seniors were identified in the denominator of the Graduation Rate and represent .
those seniors that completed the school year but did not receive a diploma. :

Please don't hesitate to contact me if'you have any questions or concerns.

Thank you,
Erik

Erik McCormick

Director

Assessment, Accountability &

Information Management

Alaska Dept, of Bducation &

Early Development

Phone: (907) 465-8686

Mobile; (907) 723-3735
1 (907) 465-8400 :
ail: erik. mecormick@alaska, gov

23483009
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[\V] " . : ' . :
= .
(o) . :
Graduation Rate
2008 2008 2008 2007 2006 . 2005 . 2008
High School Grade 12 Grade 12 Grade 11 Grade 10 . Grade 9 Graduation
Graduates Continuing Students Dropouts Dropouts Dropouts Dropouts Rate
7,855 _ 1,549 _ 1,038 776 693 . 638 62.6%
[ ——C S - _
BIHE 40 % Grod.
2008 2008 2008 . 2007 - 2006 2005 2008
High School Grade 12 Grade 12 Grade 11 Grade 10 Grade 9 | Graduation
‘ Graduates Cantinuing Students Dropouts | - Dropouts Dropouts - Dropouts Rate -

- Male /3833 . 910 590 - 413 378, 349 - .59.2%
Temale 4022 639 448 363 315 289 . - .66.2%

- African American 262 86 49 48 29 36 " 51.4%
Alaska Mative 1453 453 359 254 261 247 48.0%
wMmerican indian . 70 11 12 11 14 24 - 49 3%
\sian/Pac. {slander 575 111 76 52 28 24 66.4%
>aucasian 4742 713 423 336 327 277 69.6%
{ispanic 389 68 65 32 19 26 54.9%
‘wo or More Races 364 107 54 43 15 4 62.0%
WD 532 351" 109 105 102 58 42.3%
WOD 7323 1188 §29 671 ° 581 580 - 64.9%

EP 516 276 . 150 112 97 93 .45.8%
‘CON. DIS . 1832 650 349 258 233 131 53.0%
AK Nat./Amer. Ind. 1523 464 371 265 271 ‘48.1%

-—

Gradly

. CrT A WAR.

Arofoudd~ T




. | SPRING 2008 HSGQE
: Total Numbers and Percentages of Students .
Scoring Above and Below Proficiency

Grade 10

READING __ Spring 2006°] _ 7.097 1 73.7% | . 2508 | . 263% 1 10389 1 92.7%
READING _ Spring 2007 | _ 8,534 90.% 857 10,040 | 93.5%
READING _ Spring 2008]  8.021 | 85.2% | 1396 . 5880 1 94.3%
WRITING — Sprng 2006°] 8501 |~ 89.5% %67 1 10% 10389 | 52.0%
WRITING ___Spring 2007 | 7,622 | 81.2% 1766 18.8% 10,040 53.5%
__WRITING __Spring 2008 | 7,194 783% 2239 | 23.7% 9,950 54.4%
MATHEMATICS Spring 2006 7.995 1 77.0% 1 2.201 ~32.5% 10,389 4%
MATHEMATICS Spring 2007 | 7,563 806% | 1.816 | 19.4% 10.040 | 93.4%
MATHEMATICS Spring 2008] 7,162 76.3% 5226 | 23.7% 9,090 "54.0%

! Percent Proficient and Percent Not Profigient rates only incfude students thal paricipated in the exams.

! Participation rate is caleufated by dividing the total count of students tested by the enroliment on the first day of tesﬁr{g.
b Prof uency scores were adjusted and these changes are reflacted beg nning 200?’

N is the first yaar bath a 10th grade SBA and 10th grade HSGQE lest was administered. 10th graders results represent both pupulahons using only ms
esfions. The Paricipafion Rate may not includs all of these students as some may ba 2nd year 10th graders. .

Page fof 7 ' " Rev017/2008
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STATEWIDE SPRING 2008. HSGQE

, . GRADE 10 :
. StateW|de Results by Ethnicity, Gender, and Groups .

‘rican American -
-aska Native/American Indian

sanPacific fslander g1 _948%
aucasian__ | [ 937% o Tesh | Bars | eas% |-
VO Of more races ' ' o ' 3 ' : 85.2% L
imale 1. 94.5%

ale 94.0%
sabled 86.3%

»n Disabled 95.2%

nited English Proficient 931% |
w Income 91.0%. |
)t Low Income 95.8%

rlcan Amencan

aska Native/American Indian _ N 2317 | 833%
sian/Pacific Islander . ) . . : . . 94.3%
jucasian 95.1%
spanic . 93.2%
v0 Of more races 94.5%

} . . 94.6% |
d Toeml 9420,6
- 86.3%

n Dlsabled . 95.4% |
nited Engllsh Proficient 93.0%
w Income e 91.1%

it Low Income __

Ican merlcan
iska Native/American Indian

fan/Pacific Istander 94.4%
ucasian 94.8%
spanic 93.0%
{0 Or more races 93.2%
male 94.0%
ile” B - 94.0%
sabled B5.6% |
n Disabled R " 850%
nited English Proficient 82.5%
wincome T . 90.1%
{Low income S 95.9% _
;ﬂtt T - 95.4%

woent Proficlent and Percant Not Froficlent rafes onfy Include students that particiaaled in the exams.
cticlpation rate is caleylated by dividing the lotal count of studenls tested by the enmllment on Ihe first day of testing.

s e first year both a 10th grade SBAand 10th grade HSGQE test was administered. {0th graders' resulty répresent both popuiaﬁons vsing only the HSGQE queslions. The Participalion -
ciude all of these students as some may be 2nd year {th graders.

5
Page 20f 7 Rav 03/17/2009
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SPRING 2008 HSGQE -
‘Total'Numbers and Percentages of Students
~ Scoring Above and Below Proficiency

Paga 3of7

" HSGQE STUDENT RETESTS
: Grade 11
?. ; 0 ,.. ; % 2 -' : e e lr_' 2oL, o
‘READING - ‘Spring 2006°" - 863 43.3% 1,129  56.7% -
READING Spring 2007 .580 - 58.6% 418 - 41.4%
READING Spring-2008 | | 283 - ’ 47.2% 316 52.8%
WRITING Spring 2006° | 418 1 -62.8% 248 37.2%
WRITING Spring 2007 380 41.9% 526 58.1%
WRITING Spring 2008 | - 328 ' - .34.9% . 813" - 65.1%
MATHEMATJCS Spring 2006* 669 O 4DT%. 976 59.3%
MATHEMATICS - Spring 2007 472 35.4% 860 84.6%
" [MATHEMATICS  Spring 2008 321 : 32.0% - 682 68.0%
B Percent Proficient and Percent Not Proficient ratgs‘ only include students that participated in the exams. .
L2 Proficiency SCOrEs were adjusted and these cﬁanges ara reflected begim_'ling 2007, .
Rev 0371772009

\_...._/
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STATEWIDE SPRING 2008 HSGQE

GRADE 11
Statewide Results by Ethnicity, Gender, and Groups
African American 17 58 8% 12 41 4%
Alaska Native/American [ndian’ o 64 29.8% - 151 702%
Asian/Pacific Islander A7 26.2% - 48 . 73.8%
Caucasian_ - 137 68.8% 62 3N.2% |
Hispanic e 17 39.5% 26| ..805% |
Two or more racés o 10 . 71.4% 4 28.6%
IFemale- 148 58.7% 113 1 433%
[Male 135 39.9% 203 60.1%
Disabled. a5 . 22.0% 124 78.0%
Non Disabled 248 56.4% t192 - 43.6%
Limited English Proficient 36. 20.3% L 79.7%
Low lncome. . 56 36.8% - 96 1 63.2%
Not Low Income 227 50.8% 220 . -49.2%
Migrant~ nfa.-- "t nfa - nfa n/a
2 L i 3 " >
African American 23 33.8% 45 | 66.2%
Alaska Native/American Indian - 89 26.3% 250 __T73.0%
Asian/Pacific Islander 23 31.1% 51 68.9%
Caucasian 141 43.8% 181 56.2%
Hispanic 14 21.9% 50 78.1%
Two or more races 15 42.9% 20 57.1%
Female ' 148 46.8% 168 53.2%
Mals - 180 28.8% 445 . 71.2%
Disabled 53 19.9% 214 80.1%
Non Disabled 275 40.8% 399 59.2%
Limited English Proficient 45 18.6% 197 81.4%
Low Income ' 68 25.9% 195 74.1%
‘|Nat Low Income 260 38.3% . .418 61.7%

- {Migrant~ nfa ‘na nfa n/a’
Alaska Native/American ndian - 70. 20.3% 274 | 79.7%
Aslan/Pacific Islander 25 28.4% 83 71.68%

-iCaucasian 152 41.6% 213 - 58.4%
Hispanic 16 27.1% 43 72.9%
TWQ Of more races 13 37.1% 22 §2.9%
Female - 173 34.4% 330 65.6%
Male . - 148 29.6% 352 70.4%

Disabled T 161 [ 243% J_ 226 | _78.7%_
Non Disabled o280 [ 33% | 456 63.7%
Limited Engiish Proficient . . 34 142% | 208 _B5.8%
Low Income U TEE 3% . | 21e 187%
{Not Lew Income 1 286 36.3% 468 _ B37%
Migrant~ nfa n/a n/a nfa i
' Pereent Proficient and Percent Net Proficiant rates only Include students that pamc:pated in the exams.

- Fgure suppressed due to corrﬁdentlallty standards ’
Fage 4 of 7 Rav 03/17/2009




® 'SPRING 2008 HSGQE o )
Total Numbers and Percentages of Students
Scormg Above and Below Proficiency -

HSGQE STUDENT RETESTS -
Grade 12 o . .

TG B A17% 1. 543 1 58.3% .

READING __ Spring 2007 | 1 " 484% | 213 . 51.6%

READING Spring 2008 ' 49.4% 137 50.6%

WRITING _ Spring 20067 T8 | 523% | 176 A7 7%

WRITING ___Spring 2007 105 34.9% 196 " 65.1%

WRITING ___Spring 2008 | __ 213 80.9% 137 36.1% -
WATHEMATICS Spring 20067 | 338 | 426% [ 457 57.4%
MATHEMATICS - Spring 2007 | 215 ~35.3% 394 64.7%
MATHEMATICS ~ Spring 2008 50 | 33.7% 239 66.3%

! Percent Preficient and Percent Not Proficient rates ofly inciude Shudents that pad]cipate& in the exams.
z Proficiency scores were adjusted and these changes are reflected beglnning 2007, .

~ Page5of 7 ' _ Rev 03/17/2009
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STATEWIDE SPRING 2008 HSGQE

GRADE 12
Statewide Resuits by Ethnicity, Gender, and Groups

224

Afncan Amencan 4 57.1% 3 429%
Alaska NativelAmerican Indian _ .23 21.9% 82 78.1%
Asian/Pacific Islander 12 33.3% 24 66.7%
Caucasian 54 82.1% 14 17.8%
Hispanic b 8 1._.50.0% 8 50.0% .
Two of more races TE0.0% 4 50.0%
Female . - - .70 }.. 56.5% B4 ___j._ 435% |
Male 64 | 43.5% 83 56.5%
Disabled 10 14.7% 58 85.3%
[Non Disabled 124 81.1% 79 3B9% .
Limited English Proficient 18 18.8% 78 81.3%
Low.Income 18 29.0% 44 71.0%
Not Low tncome 116 55.5% 93 44.5%
Migrant~ nia n‘a nfa nla

TETH SERLA B CEIES ]
Afncan Ametican : 8 57.1% 8 42.9% |
Alaska Native/American Indlan 64 47.8% 10 52.2% |
AslanfPaclftc |slander 22 55.0% 18 45.0%
Caucasian ' 79 73.1% 29 26.9%
Hispanic 16 £8.7% 8 33.3%
Two or more races 5 45.5% 8 54.5%
Female 94 73.4% 4 26.6%
Mate 119 53.6% 103 464% . |
Disabled 51 45,9% 80 54,1% )
ton Disabled 162 67.8% 77 32.2%
Limited English Proficient 49 48.0% 53 52.0%
Lowincoms ~ 43 43.4% 44 60.6%
Not Low Income 170 64.6% 93 35.4%
Migrant~ - ‘nfa n/a n/a “n/a ]
{ ; FEEN Al _ : 5 : ;
African American 11 37.9% 18 652.1%
Alaska Native/American Indlan 33 19.2% 139 80.8%
Aslan/Pacific {slander 11 23.9% 35 76.1%
Caucasian 65 46.4% 75 53.8%
Hispanic 9 37.5% 18 62.5%
Two or more races ] 28.6% 15 71.4%
Female 82 36.6% 142 63.4%

- 1Male 70 30.8% 157 69.2%
Disabled e 18 14,3% 108 1 B6.I%
Non Disabled, . 134 41.2% 199 i B88% }
Uimited English Proﬂcnent 18 14.4% o7 1 856%
Lowincome .~ - T {7 28 T A95% U 96 ) 80.7%
[Not Low Income o 129 . 38.9% 203 4 BLi%
Migrant~ - _n/a ! na n/a Il n/a
! ‘Percant Proficlent and Percent Not Proficlent rates only include sfudents that participated in the exams.
~ Flgura suppressed due to confidentiality standards,
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o ‘MoorcAv. Alaska, dgcisioxi 6-21-07-

RE: HSGQE - Exit Exam

weze receiving high school diplomas but weré lacking in basic skills.”

- p-33. #81. “This reforin was a reaction by the legislaﬁ.lrc to frustration that children

p.34 #83. “State acknowledges that ‘children have 'a. property interest in their
prospective diploma, and cannot be deprived of that property interest by a test that is
unfair to them because they have not had notice of the content of the test.’”

P-36 #92 ‘Bering Strait’s graduation rate has fallen significantly since 20022003,
when it was 59.4%. This may be due to the introduction of the exit exam requirement
since that date, but also may be due in part to the “Quality Schools” program in place
there that allows students additional time to complete their studies past 12% grade.”

P.38 #95  “While the dropout rate may be some indication as to whether an _
educational program is' meeting a student’s need, the evidence showed that not all

- Students drop out because of low academic achievement. Family and work commitments,

among other reasons, may also be factors.”

p-38 #96 “Some students dfop out because they are unable to pass the exit exam.

p.56 #164 M, Morgan was concerned about the exit éxam and the impact may have on

students dropping out: “There’s so much focus to pass [the exit exam] and I think there’s
more to life than just passing the exist exam.”

" p. 56 #165 Mr. Morgan ... had classes in photography, foreign iaﬁguages and pottéry,

which have not been available to his children. .He also believes there were more teachers.
And he remembered that everyone graduated then. Now, he is *saddened by the kid who
[does not] get the diploma but still walks. ' : :

p.72. #226 “Dr. Davis (BSSD) testified that small schools in Alaska should not be ,
expected to offer all of the course available in large schools. Instead, his position is that
“we should offer an adequate education.” .

p. 72. #229 Dr. Davisdefines an adequate education as an “education that gives young
people the tools to succeed in whatever live they choose.” He testified that BSSD
students are receiving an adequate education due in part to supplemental activities. and
education from families. He does not think they meet state standards but they are
successful based on their own standards and the improvements they have made.

p. 77. Note: Bering Strait School District has some of the highest baid teachers and

highest funding per student (Kuspuk School District: received $21,758 per student in
2005).. ' '

- P
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. p.79 #246 Dr. Laster testified that “we are in good faith really working tq try to get
. those core competencies to students: reading, writing and math, But it’s really important
to have an interdis¢iplinary approach; an approach that respect the community that kids
come from, the culture that they come from, that engages them iri a way that grabs them
and engages them and has them working on stuff that that is rally meaningful to them,”

-~ Comments ~-.Mooré V_.S_tatf; 6-21-07
o .‘i‘P'ageQOfZ-:_'. o -
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D 26, .No evudence was presented that the State has redlreoted any dlstnct superwsory
. personnel or any school district appropriations, except that in the 2007-2008 school

year, the. State required the school districts in which it had intervened fo pay for the

A coé.t of the dlstriot coaches.

M. HSGQE Remediation Plans
27. This Court's June 2007.decislon held that because the State had foiled to meet its
constltutlonal oversight responSIbllltles the State was \nolatlng the substanllve due
process rights of students by deny high school diplomas to students in chronlcally
underperformmg school districts who had failed the ngh School Graduation Quallfymg
Exam (HSGQE) 4
- 28, Following this Court's 2007 deCIsmn the. Slate Board adopted a regulation that
. requires all schoal districts to have a HSGQE remedlatron plan in place for all high
school juniors and seniors who had not passed one or more section of the HSGQE.*
For intervention drstncts the regulatlon provides that the remediation plans must be
reviewed and approved by the Commlssmner and must "begin no later than the start of :
the second semester of the students 11" grade year.”® Remediation is deﬂned as -;

addmonal instruction and study- thal targets the skills tested on the HSGQE."7

* Decision and Order at 191-194,
B 4AnC 08750,
%4 AAC 08.758(b)(1)(B)

774 AAC .06.759(%).
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29 In December 2007, each of the intervention districts subm:tted remedratron plans
o the Department [Exs. 2548—2552]

30. Of the five intervention districts, the Depariment has-approved one remediation
plan -- the plan submitted by the Yupiit School District. {Ex. 2548] .

31.- The interim Commissioner wrote to each of the four other intervention districts in
December 2007 that the district’s plan needed further mformatlon before Departmental
approval wouid be forthcommg [Exs. 2549- 52] However there is no indication in the

. record before this Court that the Department has:done any additional follow up on the
remediation: plans since that time.. [T r. 10/7/08 at 88, see also ex. 436]

32. This Court has re\newed each of the remedlatlon plans from the mterventlon
dlstrlcts [Exs. 2548- 2552] The p!ans do not appear fo require that each student who
has. failed the exam who is in 11" or 12" grade has an individualized plan that focuses
on the st'udent's area(s} of defi ciency'in an effort to maximize that student’s likelihood ef
passage of the exam.. And the plans do not insure that each such student has-an
asmgned professmnal to - monltor that student's. progress toward proficiency on the
exam Nor is there any evidence ihat the Department has taken steps to confirm that |
the districts actua!ly have the plans in operation for each of these students.

T 33. "The Departrnent presented- a detailed’ analysis * of .HSGQE resufts " at the .-
| evidentiary hearing in June 2008, [Exs. 2514~252é] The analysis focused on how
many stu’dents in the classes of 2008 and 2007 had passed all three se_ctions of the

exam by their senior year, {Tr. 6/10r08 at 39-41] The analysis showed that a -

substantial majority of students who stay in school are passing the exit exam, including

. MOORE, ET AL. V. STATE OF ALASKA, 3AN-(4- 9?56 Cl
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students in the mtenrentlcn districts. However, the Departments analysis excluded all -
those students who had dropped out or transferred to-another school before passing all
three sections. Supermtendents from rnterventron and pldintiff districts testified that.
those students who remain in-school have the opportunity. to learn the material tested
on the HSGQE. [See, e.g., tr. 10/21/08 at 147-148) Yet a review of the Departments
statlstlcs demonstrates that numerous students throughout the state are unable to pass
the exam even after five ‘opportunities. According to the Depariment's statistics, and
excluding all students who have dropped out before they passed the exam, in 2007

over 1,100 students statewide failed to pass the HSGQE exam after five opportunities,

“while 8,524 students passed. [Ex. 2514 at 8)

V. Findings Regarding the Comp.onerrts of the Districf Let/el Interventions
 A. The Northlwest Lab Evaluation |

34. An evaluatron of the State’s |mprovement process prepared by Ttmothy Speth of

the Northwest Regional Educatlonat Laboratory, in partnershlp wrth the A!aska

Comprehensrve Center, was admitted as an exhiblt at the October 2008 ewdentrary

hearing. [Ex. 47’7]28 The Lab is a federa!ly funded research mstrtuhon with a reputation

7, -dfor pen‘ormrng quality research Bath forimer Commles:oner Sampson and Dr. Jchri S

Davis were on the Labs Board for many years and Commlssroner LeDoux is current!y

on the Lab's Board [Tr 10/6/08 at 114 10/8/08 at 71 129] Dr Darling-Hammond

1 Although the repont is entitled an evaluation of the “District Improvernent Coaches Project,” / also
addressed ather aspects of the district improvement process {Ex. 477]

MOORE ETAL. V. STATE QF ALASKA, 3AN~04-9756 Cl

FINDINGS OF FACT, CONCLUSIONS OF LAW AND ORDER
PAGE 13 0F 68




P '_:‘"-‘
fT N

230

: thereby negatively impacting the Ilkehhood of prompt and. srgnrt” cant |mprovement in

student achrevement

1585, The evidence indicated that the Department is currently undertakmg some
efforts to expand its capacity to prowde assistance to the dlstr[cts But no_evidence was
presented that the Department has undertaken any effort to assess its capacity fo

determrne what it would require to effectively assrst districts and schoois to provrde

' students with a constltuttonally adequate education. Yet Eddy Jeans, the Department's

legrslatwe liaison, testified that “the legrslature gave us a very ctear message that when

we determme what additional resources we need, we are to come back to them and ask

forthem.” [Tr. 10/7/08 at- 46]

CONCLUSIONS OF LAW

1. This Court's June 2007 Decision and Order concluded that the Depariment was
not fulfiling its constitutional oversight res-ponsibility' in chronica!ly underperforming
districts and schools, and ordered the Department to take adequate remedial measures

to establish comphance The State asks this Court fo now find that the deficiencies

- identified in the June 2007 Order have been cured, and that this Court should accept

"the State's System as compliant with the Education Clause "6 But the Plaintiffs ask

this. Court fo find® th*eff e Sties current intervention efforts faif to"‘%é‘n"fﬁl\'ﬁmth th

requirements of the Court's June 2007 Order and that the Department continues to be "

“ Slate's Proposed Find_ings of Fact and Conclusions of Law at 53, q122.
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out of . comphance with the oversrght duties imposed by the Education Clause of the
Aiaska Constitution.™’
- 2. In an order issued near the: outset of this case'in June 2006, this Court held that
Under the Education Clause, it is the Court's responsrbrhty “to determine a constrtutnonal
floor wrth respect to educatlonat adequacy, and to determine if that constitutional floor is
currently being met.™® | |

3. The District Plaintiffs | remaining in this actron now seek to-have this Court expressly
hold that the Education Cleuse establishes a fundamental right to education. But at thts
Juncture, where the issue is the adequacy of the State s oversrght of and assrstance to
chronlcaﬂy underperformmg school districts, and no mdrvrduat student plamtlffs are

asserting that they are not being accorded their constrtuttonal right to an educatton this

Court will instead maintain the "constltutronal floor" analysis first set out in this case in

June 2008 and determine whether the . State's current efforts to comply wrth the

Educanon Clause are adequate. Stated drfferently -- has the State now demonstrated

that it is fulfiling its constrtutlonal responsrbrtrty to’ “maintain a system of public

schoots‘?"49

4, Because the State has been ordered to take remedial action to correct an ongomg

constitutional breach, it bears the burden of proof on.the Issue of compliance.

_ 4 District Plsmtlﬁs Proposed Fi mdmgs of Fact and Conclusions of Law at 54, § 20.

® Order re State's Molion to Establish Standard of Raview at 4, quoting Campargn for Frsca! Equrty inc.
v. Stale of New York, 88 N.Y. 2d 307, 315(N.Y, 1985).

“ Alaska Const, Articts Vi, § 1.
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. ' 5. The first prong of the June 2007 Order addressed. the State's obhgatlon to
establish “clear standards for school districts to retaln full focal control.* Certainly, the
Legzslature has the authon‘y to delegate its consntutronar responsnblllty to malntam '
public sehools to the Department of - Educatlon and Early Development as well as to
locat school dsstricts ' But- for the reasons more fully: articulated in this Court's June
2007 demsron when makmg a broad delegatlon to local school distrrcts of the

'Aconstltutaonal responsrbahty to . malntaan schaols, . the State “must establish ._clear
standards” for those districts necessary to retain local control. 2 )

8. By clearly descnbmg the boundaries that insure full Iocal control these standards
correspond!ngly Seive to define the threshold that actlvates the - Depaﬂments
.conshtutlonai duty. to mtervene and provide over5|ght and assistance to. local off' cials.

. Clear standards should also reduce the risk of premature and untlmely lntervenhon by
giving specific and reliable notice to all interested parties of the circumstances that
-would activate the State's duty to intervene and assist.

7. The State has developed comprehenswe desk audit and’ instructional audrt‘
regulations to determine those districts and schools that necessitate State mterventron
The District Plalntlffs in this action are not assemng that the State has rmproperly

Aoz u.smtervened in certaln districts, or that the State. sheuld tave intervened in other districts. oustz o
3} The e\ndence at the comphance hearings did demonstrate several concerns with the

audit process, such as restrictions on the dlstnbutron of the narratlve aud|t summanes

* Decision and Order at 188,
 Decision and Order at 162-185, 173, % 2.

** Decision and Order at 189,
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.'and the lack of clear standards for when an. instructional audit -wm not result in an
mterventmn But on the current record, this Court agrees with the State with respect {o
this component of this Court's June 2007 Order, such that any constltuhonal questions
arising from the detatls of implementing the audit regulatlons should be asserted by
future challenge and are not directly before this Court at this time. See State v. Alaska

| Civil L;berﬂes Umon 159 P 3d 513,:514-515 (Alaska 2008).%%

8. For the same reasons, this Count finds that any constitutional questions arising
from the |mplementatlon of school-level mterventlons are not now directly before this
Court, as to date no such. interventions have been undertaken and no party is before
this Court at thxs time assemng a claim of unconstitutionality with respect to those
potential school-level interventions. ,

9. The “clear’ standards" 'prong of this Court's June 2007 Decision and Order:'
contains a separate component that is applicable to the mterventlon districts, The Order
also emphasized ‘the need for the State to “insure that each school distnct has a
demonstrated plan to provide children a meaningful opportunity to achleve proficiency in
the St_ate'a perfcrmance s{andards -and rﬁean‘ingfut eXposUre on the remaining coateht
standards, and insure that the dsstnct plan is fully implemented and actually in use in the

7 --»-.z;.dlslrlct claesrooms EACE Y 2 T R R S \.xa.;i‘a_;as.a.f-ruféea: ce_e"s-=aaym.e’&.‘aa-r.-a_eaaﬂ?.‘-t :

10. Although the Department has created a set of ‘content standards, il.has not

provided clear guidance to school districts as to how hjuch and what kind of exposure to .

 Likewise, constitutional questions that might arise from SB 285's provrsnons concerning the potential

redirection of approprations and redirection of school district personnei are not properly before this Court
at this time.

* Decision and Order at 189, § 4i.
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those standards must be glven In order to insure’ that students receive an educatton that’
is adequately broad in content as well as adequately demanding in performance.

11. Without clear standards fo gutde them - in attempting to meet the "content
standards the underperfon'ntng districts focusing their efforts on meeting performance
standards have no way of ensurmg that-their students have an adequate opportunity to
obtain a wett rounded educatton and not just an educatlon that builds proficiency in a |
set of narrow, atbelt critical, sktlts erew:se. the Department has not arttoulated any

standard that it wiil apply to determine whether and when its oversight'duty requires itto

“give troubled dlstncts asststance in -assuring meamngful exposure to the content

standards

12. For the foregoing- reasons, this Court finds that the Stats has not met its
conshtuuonal respansibility to “maintain a system of pubhc schools” with respect to this

component of the first prong of the June 2007 Order.

13. The second prong of the June 2007 Order focused on the Stete’s'oversight

. responsibility of chronlcally underperformmg districts, and required the State to provrde

“considerably more" “oversight,” “assistance” and dtrectron in “a concerted effort to

remedy the situation."s® .

il Strorg and persuaswe evidence was. presented at the compliance heanng'.-'"‘

demonstratlng that for a variety . of reasons, the State's current district-level

. interventions have fallen considerably short of complying with this oversight requtrement

in two basic respects: first, because the remedial measures included in the

interventions have not been effectively mptemented and have not adequatety meet the

*Becision and Order at 189,
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. needs they were meant to serve; and; second because the mterventtons target an

unjustifiably narrow range of problems, wht!e ignoring many other educattonal problems
that these Iooat districts have not adequatety addressed on thetr own

15. The State's districtlevel mterventton plans prowde dtstncts with measurement
and assessment tools . and some organizational assastance meant to enhance the

dlstncts use of those tools But the Department underestimated the complexaty

|nvotved in |mplementtng the use of tools hke ‘Response to. !nstructlon" and AlMSWeb .

in chrontcalty unederpetformmg districts, As a result, the State has not prowded'

- sUfficient training and technical support to. allow the tools to be effectively and efficiently

implemented. - Moreover, the States mterventlon plans mlstakenly assumed that the

districts would have the expertise and expenence to make appropnate use of the

. assessment tools after implementation, and.as a result did not provide adequate follow

o
5-

235

up and on-sste assistance.

16. The State did not adequately taitor— its remedial efforts to the particutar needs of

the schools and districts in which they were implemented. To the contrary, the

Department's only sugmﬂcant effort: to' assess particularized needs -- its instructional’

“audits -- played no role in the Department's choice of the remedial measures |nctuded in

oy 1ts district mterventtons Nor d‘ld the Department make any systematic effort to rnomtor\

and evaiuate its intervention efforts so that its remedial measures could be adjusted,

ref‘ned and supplemented when information estabhshed the need for changa.

17. DeSptte the June 2007 Order's specific mandate of a “concerted effort” to provide -

conSIderabty more” assistance in resolving the districts’ problems, the’ State's own

MOORE, ETAL. V. STATE OF SKA, 3AN-04-9766 C)
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. witnesses descnbed the Depaﬂments interventions as consrderably less. Mulﬁple
witnesses described the current lnterventron components as "somewhat minimalistic,”
an "initial intervention,” a “Frst_step, ‘ora "foundatron" for other needed elements, But in
.chromcally underperformrng school dlstr:cts setting up an initial intervention, then
_waltrng r ive to seven years as the Depadment proposes to- assess the results is not.

suff cient to remedy th_e constrtutronal'vrolatlons identified in the June 2007 Order.*®

- 18. The State has also failed to adequately address'its constitutional responsibility to
‘insure that its educational standards are being implemented’at the local level." Instead,
it appears that the State is just beginning to determme the extent to which a curriculum
aligned to the State S performance standards is being taught in all the public.schools in
this state. The State asserts that its approach “tp focus the first years of the in_tervention

. on changing'the delivery of instruction” ar\d then "deeling with the issue of curriculum was

based on appropriate professional juogrnent w38 Bot all public schools in this state should
be teaching a curriculum that rncludes (vet certainly. should not be limited to) materials
ahgned with the State's perforrnance standards The mstructronal audits of the chronically

- Underperforming districts that-the Department undertook in the fall of 2006 — over two
. years ago — clearly demonstrated that was not the case. In these circumstances, an

2 :xmancremental minimalist m1tral approach that is-only now begmmng te address fcurrlculun‘rra ¥ i

is constitutionally Inadequate.

* See, supra, Findings at paragraph 141, .

*? Decision and Order at 188,

. "~ State's Proposed F indings of Fac{ and COnctus{ons of Lawat 17, ] 22.

MOORE, ET AL, V. SL&TEDF ALAsKA SAN 04-97586 Cl

FINDINGS OF FACT, CONCLUSIONS OF LAW AND ORDER
PAGESB20r 58

236




. "~ 18, Positive ‘evidence conceming the interventions has been presented. For-
example, many of the technical and Organizational_proolems'that‘ioit'ialhly surfaced have
been addressed and resolved, collaborative meetings appear to have been quite oeipful |
at many schools.'and additional training has 'been provided. [See, e.g., tr. 10/6/08Aat 45-
47] Pointing to this progress: the State'e expert, Dr. .Guthrie urges that the best thing to
do al this Juncture is essentially nothlng to wait for several years in order to aﬂow the
current remedial r_neasures an opportunity to work. The State echoes this position, urg'tog
the Court to conclude that the State is doing eoouoh, that it will continue to assiet
chronically underperforming_ecoools, and that this action should now be dismissed.

_ 26. A "ﬁrst step” or “initial intervention” or “somewhat minimalistic” approach may well
be the best approach in some settings, as when the Department mmates timely steps to :

. address mo;plent problems arising well before a district chromcaliy fails. But here, the

| districts targeted for intervention are dlStﬁCtS with ohromcally underperformmg schoois -
schools with lengthy histories of fallmg to overcome the achievement gap for generauons

| of children -- and the Departmenl was ordered to take concerted remedial action because

it has violated its constitutional oversight duty by failing to meamngfu!ly intervene before.
the problems became chronic _ _
wt i es2dwThe parties do not.dispute thatthe interviention districts face 51gn|f' cant hurdles: ingstEe
‘attemptmg to correct their students’ underperformance znctudlng geographic, culturaI
environmental and:cultural influences. But the evidence also establishes that there is an _
array of promising, research;backed remedial measures to address 'th‘e educational
- needs of students in these district_s whico ‘have not yet been success_fully implementec‘i'.
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Such Measures could include efforts to build in-house expertise, to increase the level of -

available teaching capacity, to create meaningful incentives to promote the recrUItment '

.and retentton of htgh qualtty teachers to provide content specrahsts on-site coaches and

~ mentors, targeted educat:onal resources, and.more extensive professional development

focused on the parttculartzed needs of the intervention districts; They could also include
pre-K, curriculum development and altgnment and resources darected at improving
student at‘tendance and the schoot’s interface with the local community. |

22 Although the State asserted in its closing argument. that teachmg capacity is a
problem for local dpstrtcts to address, teacher quahﬁcatlon‘s and training are controfled by
the State through the certification process.® And the .State did not demonstrate an
insurmountable conftlot between local control/local capacity on the one. hand and Sfafe
assistance with targeted support on the other hand. The two are complementary, not -
mutualty exclusive: “A more efficient state system operates when the state is able to fulfill
its responsibilities welt and doesn't leave that to every little Iocat dtstnct to try to have fo

rephcate or create because the state hasn't provided some of the foundation that's

. needed for the dlstncts to be able to proceed eft’ectwe[y [Tr. 10/9/08 at 65; Dr. Darling-

Hammond] And, in any event, “local control does not supersede a chttd s right to leam.”

[Tr. 1 0/8/08 -at 185; Dr. JehhﬁDévas]s»:est?essm»esrsiww~*«rﬁ?*swsr""sw o T RS T -

23, To date, the State’ has categorrcally declined to .consider an early-education

: component such as pre-K in its !nterventions In ruling out this optlon the State has relied .

on this Court's holding that the. Education Ctause does not requtre pre K to be mctuded as

ASM 20.020; 4AAC 12 200-4 AAC 12 S00,
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. an Integral part’ of the system of publrc education that the Legrstature must routinely
provide throughout the state.® Byt that ruling was not intended to exempt pre-K from
betng considered and used as a case- specrf‘c measure to remedy a const:tutlonal
vrolatton

24, Durmg the 2008 hearings the State occasmnally referred to the problem of
children belng unprepared o begin school as stemmlng from probtems within the:
community, These references echoed the report of the State's expert, Dr. Guthrle who.
referred to “cultural and community misalignment."®' But to the éxtent Iocat-c'onditions-
create uniquel educational probte_rrts that impair a public 'sehool's abitity to provtde a
constltuttonally adequate education, then the school district and the Department have a
constitutional duty to address the educatlonal aspects of those problems that are‘

.' amenabte {0 educatlonat sotutrons And when a local district facks the capability to
resolve these educational problems on its own the Department’s dverstght duty Tequires
it to- intervene and provide assistance to the local d:stnct ina concerted effort to remedy
these problems, Thls Court finds persuaswe the response of a New York court to a
sirn'ilar ar'gument, whlch. ‘rejects - the' argument that the state is excused from |ts
constitutional obligations when publrc school students present with socro—economic

s cwomadeficits:®2. Conditions withip: ai‘eemﬁhunrty do et diminish the State's constrtutronat duty

to© marntam a system of public schaols open to all children of the State "

* Decision and Order af 177, iff 11, 12.
&t Ex. 2584 at 62406-07.

-

82 Campargn For Fiscal Equily v. State, 718 N.Y.$.2d 475 516 (Sup. Ct N.Y. 2001), affd. 769 N.Y.S.2d
108, 116 (N.Y..2003).
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intervention districts.- T

25. In addition to a&dressing the Educatioh Clause of Aiaska's'Constitetion this )
Courts June 2007 Order held that due process is violated if the State withheld high
school d;plomas from’ students |n chronically underperformmg districts who had not
passed the HSGQE but were "not being accorded a meanmgfuf opportumty to acquire
proficiency in the very material that is tested on the exam,"®* when' the State had failed to
provrde adequate oversight'and assistance to the district. -
26. The State has now requtred the mterventlon dlsfrlcts to submit copies of their
HSGQE remechatuon plans to the Department for review. But thls Court's expectations
were and are, that in each chromcafly underperforming school dfstrict the Department -
would tmmedtately msure that an mdwnduahzed remedlar plan had been developed for
each current 11" and 120 grader who has not yet passed the exam, mcludmg but not
f:mlted to appropriate formatlve assessments, and that each such student would have a )
de3|gnated professional at the school district (or Department, if necessary) with- the
responsrbrlfty of monitoring that .student's remedial plan. In addition, }he Depaﬁﬁent,
through on-site visits a}m follow-up intemiéws,_would_insure that such a plan ‘was actually
in pla_ce for each of the students in chronically underperforming districts who had not yet
passed the exam. To date, there is no indication -that this has occurred in any of the
RAS LIANEIR S -,,.:z B AL »ﬁezézﬁéﬂe#eiwe “Spape D
27. Based upon all of the evidehce presented, this Gourt finds that the Bepartment,
through delegation from the Leg|sfature is not currently meeting the State's const«tutlonal
responsrbmty to ‘maintain a system of public schools open o all chddren of the State.”

The ‘schools in the chronically underperforming school distrrcts are not constltutlonally

- % Decision and Order at 193-194.

MOORE, ET AL. V. STATE OF ALASKA, 3AN-04- 9756 ¢l
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. -édequate; the Education Clause requiresognéiderabiy more from the State in the way of
oversight and assistance to those d-istricts. And yet, while this Court has identified
se-vera-i shortcomings in the above F indings. it may well be that theﬁ requisite constitutional
floor. could be met without ail of those deﬂciencies being fully rectified. Rather, it is the
entirety of the deficiencies which together result |n thls Court's finding that the requ!te
conststutlonai floor has not been met at this time.

28 The Court further concludes, however, that the Department has made good faith

~ efforts to achieve compliance with the June 2007 Order and the Education Clause and
that the deficiencies in its efforis to date ‘may well stem frém uncéﬁainty about the extent

of the requirements in the June 2007 Order and the scope of the .Department's oversight

responsibiiitiesf Moreover, the dedication to school improvement of the rﬁany educators

. in this process - including the'eaucat()rs ‘and' other parsonnel within the Department and -
in the school districts — is well evident and deserving of considerable réSpect. For these
-reasons, this Court will- accord ‘to the Department an‘ additional opportunity to comply.
‘Voluntarily with requirements. of théEducation-i Clause -and this ACour't‘s orders, as further
directed below.

ORDER
ntotmeesic TO establish compliance, #7118 ORDERED that the State shéll-"procead.'as-» 2
follows: | o | _
A. Prepare and file with this Court a draft of standards that address the

State's constitutional responsibility to insure -that. chronicaily underperforming school

. MOORE, ETAL. V. STATE OF ALASKA' 3AN-04-8758 CI.
- FINDINGS OF FACT, CONCLUS’!ONS OF LAWAND ORDER
PAGE 57 oF.58 )
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. districts are providing students in those districts with meaningful exposu}e to tha' Stat'é's
content standards. |
B. - _Réview. reconsider, and.-- after consuiting with the districts and giving due
consrderahons to their views -~ file with this Court revised distnct intervention plans that
address and incorporate as approprlate remedial measures related- to each of the
: problem areas identified in these Flndmgs [See Fmdlngs of Fact Parts V, A-E and Part
Vil
C. File with this Court a plan of action that addresses tﬁe concerné. identified
in these Findings with respect to the adeq_Uacy_ of the remedi_atrion plans in the
intervention districts for the High.SchoéI Graduation Qualifyihg Exam.
Given the Department's continuing non-compliance with its cpnstitutional duty to
. * date, the time that has already been lost in attempting to-establish-compliance, and the
| | severe conseduences tojstudents in the intervention districts caused by continued non-
compliance, time is of the essence at this point in the pro;éedings. Accordingly, the -
State shalf file and serve the materials described aboVe no later than sixty days frph the
_ date.of distribution of this Order, T"he State is strongly encouraged to work closely with -
each of the intervention districts in preparing these materials. The District Plaintiffs are ’
i 'accorde‘d' ten days thereafter to file:and: -semétany"ob}'ections. Additional proc’eedingIS'
shall be scheduied thereafter as warranted.

- IT IS SO ORDERED this E{ day of February, 2009.

- Poam Slase

Sharon L. Gleason
Judge of the Superior Court

l . . . f cexfHy that on s {f 0 9 a copy
. ' of the atove was malied to sach of the folowing at
MOORE, ET AL, V. STATE OF ALasKa, 3AN-04-6766 I thelr address of record (st name Hgotaa o <ﬁ’f
FINDINGS OF FACT, CONCLUSIONS OF LAW AND ORDER" Oas 0P
FAGE 58 OF 58
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Albany Legislators Seek to Dilute New, Tough‘er Graduation Exams
By RAYMOND HERNANDEZ ' ' . )

An unnsual bipartisan coalition of state lawmakers, whose constituents range from inner-city residents to affluent suburbanites, is pushing
to scale back new, more stringent graduatmn requirements for ncarly all public high school students,

The lawmakers contend that the new graduation standards are being phased in too qulckly, do not accurately measure the overall academic
performance of students and could result in increased failure and dropout rates in school districts across the state.

The rising concernt in the State Legislature comes as the Board of Regents, the body cﬁargcd with setting educational policy for the state,
and the State Education Commissioner press ahead with new standardized tests that all high school students will eventually have to pass to
graduate. Some lawmakers fear that as many as 20 percent of seniors may be unable to pass the tests.

Beginning next year, students will have to pass a mdrc rigorous Englxsh Regents-exam to earn a high school diploma. In later years,

students will have to pass similar standardized tests in four other subjects: math; American history and government; global studies, and
science,

It is not clear what action the Legislature might take to scale back the new standards, or whether such a move would have the support of
Gov. Geotge E. Pataki, whose aides declined to comment today. But one measure has already been proposed in the Assembly to allow
school districts to use alternative standards to the Regents exam for graduation. The Democratlc-controllcd Assembly and thc Republican-
led Senate are hoiding joint hearings on the issue around the state.

Aides to the léaders of both chambers say they have heard widespread concerns that the new graduation requirements may deny dlplomas

‘mthousands of students _ ) ’
at the Senate and the Asseimbly have found common ground on this issue is remarkable, given that their leaders agree on. almost nothing ‘

else. To date, both houses have jointly passed only about two dozen pieces of legislation this session, none of them major, and budget talks
are still deadlocked almost six weeks past the deadline. .

"There's growing concern that relying on one set of standardized, time-pressured tests will 1éave hundreds of thousands of studénts behind,"
said Assemblyman Richard L. Brodsky, a Dcmocrat from Westchester County who proposed legislation to a.llow altérnative standards.

"This issue has rescnance that goes well bcyond the traditional fault lines that have polarized cducat:on debates in the past," Mr. Brodsky
addcd "It affects every community in the state, whetlier they are in the inner cities or in the suburbs."

Dean G. Skelos, a Repubhca.n frorn Nassau County who is a deputy majority leader in the State Senate, agreed, "There is really universal
and bipartisan.concern with what they are doing," he said of the new Regents standards "We are hopeful that the Board of Regents will get
the message that the Legislature is not happy with what they have done."

But in an interview late this afternoon, Riphard P. Mills, the Statc Education Commissioner and one of the drchitects of the new graduation
standards, said'any move to relax the standards would rob students of the education they need to compete in the workplace. "The reason we

raised the standards was in fesponse to a public cutery that the old standards were too low,” he said, adding, "We just have to stay the
course and insist that children get the education that they need." :

Mr, Mills said the new standards had already raised academic performance, He said 78 percent of high school seniors passed the Regents
English exam last year, even though it was not required for graduation. "The standards are working," he said.

The Commissioner is chosen by the Regents, who in turn are appointed by the chislannc.

An aide to Mayor Rudolph W. Giuliani said the Mayor favored the tougher standards. The Regents' plan "restores the value of a high
‘schooi diploma," said the spokeswoman, Sunny Mindel. "To reverse this would be a terrible step backward in time."

The state first offered the Regents exam in 1879 asa standa.rd for colleges to use in evaluating high school graduates. But until now,

dents only needed to pass a competency test to graduate, and only a minority -~ fewer than 25 percent of graduates in New York City —
ave taken diplomas showing they passed the more difficult Regents exams. ;

Mr. Mills and the Board of Regents have contended that the old two-tiered testing system had created two classes of students: high

2 4 Bittp://query nytimes.com/gst/fullpage html7res=9806B4DD133FF931 A25756COAI6F9SS...  2/15/2009
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achievers, who often go on to college, and low achievers, who lack the skills to function wel] in the workplace,

But Mr. Mills and the Regents are not just requiring students to pass the Regents exams to graduate. They also say that they are making the
gxams considerably harder. The new exams are being phased in gradually, beginning this June, when 11th graders will be required to také

two-day, six-hour reading, writing and listening test in English. The class of 2003 wili be required to take five subject exams: in miath,
ience, global studies, Amierican history and government, and English, .

That has led to widespread concern, if not panic; among parents, teachers and edministrators over the prospect of widespread failures.

Lawmakers here are careful fo point out that they heartily apptaud the Regents' effort to raise the academic performance of students. But
they also argue that the tests are just one measure of academic ability, and that many schaol districts, particularly poor ones, lack the
Teésources to prepare low-achieving students to take the new tests. : -

Teffrion L. Aubrey, a Democratic Assemblyman from Queens, said he was particularly troubled that teachers did not have enough time to
review the tests. "How can teachers construct a curriculum or conduct classes around a test they haven't really had a chance to see?" Mr.
Aubrey asked. "That's not fair, I would raise the curriculum standard first, without tying it to a test that means as much as this one does."

Steven Sanders, a Democrat from Manhattan who is the chairman of the Assembly's Education Committee, expressed similar concemns.
"Are we really prepared in this state. to witness perhaps as many as 15 or 20 percent of our high school seniors not to graduate, and then to
suffer the very real consequences of what that will mean?" he asked, . : o : :

Senator Michael A, L. Balboni, a Repﬁblican from Nassau County, said he supported the effort to enact highcr standards, but questioned
the reliance on a single series of tests to defermine the academic fate of a high school student.

"Tﬁis is an example of rus'hing.pcrhaps in the right difection, but not hévin g all the details worked out ahead of time," he said.
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High school graduation tests have little tie to college, report
finds '

WASHINGTON (AP) — Many high school graduation tést_s don't measure
whether students are ready for college or.work,'and some states haven't even
made clear what the purpose of th'eir.test'is. a sfudy finds.

Of the 25 states that have or plan graduation exams, cnly one, Georgia, says.its test ensures students
are prepared for higher education or work. Most of the states gear their tests toward 10th or 11th grade
learning, and some gauge pre-9th grade skills, according to a study released Wednesday by the Center
en Education Policy, a nonprofit research group. . : ) : .

With 20 states now withholding diplomas from students wha don't pass tests in English and math, if.not
other subjects, the common assumption is that the tests measure college readiness, said Keith Gayler,
the lead auther of the report. That's wrong, he said. C

The center found some states had little clarity about the purpose of their tests, which makes the exams
rder to explain and defend politically, said director Jack Jennings. :

"If they're- not clear, then they can't write an exam that's legitimate,” Jennings said of state [eaders.
"We're urging states to re-examine their policies.” : o

High-school grédua_tibn now hinges on exit exams for more than half of all public school students, and
that number [s expected to grow to seven-in 10 students by 2009. :

Meanwhile, colleges and employers continue to warn that schools are graduating students who cannot
communicate, analyze or reason well.enough to sucéeed without remediation. High school exit exams

have been pramoted as a way fo ensure students leave with quality skills,

The graduation exams appear to-be encouraginé schools {o cover more cohtent and t& add remedial
courses or other help for students at risk of failing the tests, the report said.

But there are drawbacks fo the tests, _tod, it said, such ds a narrowing of curriculum and the steering of
some students away from a traditional diploma. - = - I : '

- The center takes no position. on the tests, aiming instead to r‘iiAghlightrwhat's working and what's not as
state leaders weigh decisions. Forits annual report, the center collected data from the states, reviewed
research and convened a national panel on the tests' impacts. ’ : ' ‘

Many state officials said their high scheols and colleges have not discussed tying the exit exams to what

students need to know in college. Maryland and Washington were exceptions, and several states have
moved toward more challenging tests. : : : :

With the debate over the exams quleting somewhat, states have a chance to ciose gaps in achievement
for blacks, Hispanics and poor ids, Gayler said. To move right to high school tests that measure college
readiness, he said, would yield "so few students passing at this point that the reforms would crumbie

‘dertheir' own weight."
ypically, 65% to 85% of students pass their test on thelr first try. Comparisons between states are
inappropriate because tests are different, the repen said. .
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Thousands of students did not graduate this year because they failed exit tests, but the t6tal number is
not available because of appeals and a lack of data tracking; the report said.

Earfier this year, an alliance of education groups called the American Diploma Project warned that high
ool graduation has lost Its meaning. In calling for more rigor, the group said exit exams should be
Qad enough to test years of high school content, and colleges should use the tests in determining
here fo place new students.

Few higher education systems do that now. Among the 25 states with current or planned exit exams,
-only New Mexico, New York and Texas reporied that some of their pubiic colleges and universities
consider high school exil tests in admitting or placing students,

Copyright 2005 The Assaciated Press. Al rights reserved. This material may not be published,
broadcast, rewritten or redistributed. '

Find this article at: ,
. http:lfwww.usatoday.ccgﬁlne‘Ws!educationI2004-08-1a-tests,_x.htm

I Check the box to inciude the list of links referenced in the arlicle,
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Summary

studying state high school exit examinations—tests students must pass to receive a high school

diploma. This is our eighth annual report of findings from this comprehensive study, which is based
on a survey of all 26 states with current or planned mandatory exit exams, interviews with officials in three
states, and other information.

E ; ince 2002, the Center on Education Policy (CEP), an independent nonprofit organization, has been

Unlike our past reports that focused mostly on changes that occurred during a single year, this year’s report
looks across the entire eight years of the study to identify longer-term trends in state policies and student
performance. Chapter 1 describes the evolvement of palicies governing state exit exams and the features of
these exams over the past cight years. This chapter also examines long-term changes in the types and
amount of technical assistance and financial support that states provide to school districts, educators, and
students. Chapter 2 examines this year’s special topic—alternate pathways to graduation that states offer
students who are struggling to pass exit exams. Chaprer 3 analyzes trends in students’ pass rates on exit
exams and gaps in pass rates berween different subgroups of students.

Key Findings

Several key findings emerged from this year’s study of state high school exit exams.

Policy Changes and Changes in Tests

» Changes in exit exam policies over the past eight years reflect states struggles to develop standards
and testing systems that are sufficiently demanding but also achievable and fair. Since 2002, the
stakes attached to state high school exit exams have risen for students and schools. Sixteen more states
have begun withholding diplomas from students based on their exam performance, and the number of
states that also use their high school exit exams for accountability under the federal No Child Left
Behind Act (NCLB) has risen from 2 to 24. Many states have changed their exams to reflect new aca-
demic standards and curricula. Since 2002, most states have increased the number of subjects tested.
And several states have shifted from minimum competency exams to comprehensive or end-of-course
{EOQC) exams aligned to content at a higher grade level.

» At the same time, states have sought to soften the sting of exit exam mandates by phasing in
requirements and allowing for adjustments. On average, states with exit exam requirements have
waited four years between the time their tests were first administered and the time diplomas were first
withheld based on test performance. Some states have also taken a gradual approach to introducing new
subjects to be tested. All of the exit exam states have modified their requirements to 2ccommodate stu-
dents with disabilities. In addition, most states have instituted alternate pathways to graduation that a
few students utilize. Exit exam policies continue to be controversial, and furure changes are likely.
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» Since 2004, states have expanded the purposes of their exit exams to include improving teaching
and monitoring school performance, in addition to assessing whether students are well-prepared
academically. In 2004, most states with exit exams reported that the purpose of these tests was to assess
whether students have acquired the competencies expected at the high school level; only a flimited num-
ber of states also reported using the exams for other purposes. By 2009, most states with exit exams
reported that they also used these tests to evaluate school and district performance and encourage early
identification of students who needed extra instructional support, among other purposes. Eighteen
states reported using performance data from exit exams to inform policy decisions, and 9 used the tests
to guide instruction. In 2009, 11 states cited improving students’ readiness for work and postsecondary
education as a purpose of their exit exams, up from just 1 state in 2004.

» Even though states have made some similar changes in exit exam policies, the key features of exit
exams continue to vary greatly across states, as does data collected to gauge exam impact. Although
all of these exams rely mainly on multiple-choice questions, they differ in the subjects tested, testing
time, standards 1o which they are aligned, cut scores, and the use of test results.

» States have developed exit exam policies using input from peer and external reviews. This input
includes reviews by third-party testing experts, studies of alignment with state standards, special task
forces to address particular concerns such as high failure rates, and peer review by the U.S. Department
of Education to ensure the exams comply with NCLB requirements.

> In recent years, many states have increased technical assistance to districts and schools related to
exit exams, but many have also dramatically cut funding for remediation programs. In 2002, only
half the states with exit exams required districts to provide remediation services, and just one-third pro-
vided students with study guides to the exams; even fewer states provided teachers with instructional
resources related to exit exams. By 2009, the scope of technical assistance tied to exit exams had
expanded greatly. For example, 19 of the 26 states with exit exams assist schools in identifying and help-
ing struggling students, 18 provide teachers with professional development to raise pass rates on the
exams, and 14 provide districts with direct technical assistance for student remediation programs. At the
same time, however, states report a significant decline in state funding for remediation.

Alternate Pathways to Graduation

» Ninetcen states of the 26 states offer alternate pathways to graduation for general education stu-
dents who have difficulty passing the regular exit exam but can demonstrate mastery of high-
school-level knowledge in other ways. Passing an alternative assessment, such as the SAT, and collecting
a portfolio assessment of classroom work are the most common alternate pathways that states offer gen-
eral education students. Four states offer waivers or flexible cut scores that allow students to graduate if
they have failed the exit exam but meet other graduation requirements and comply with very specific cri-
teria, such as completing additional courses or scoring within a certain margin of the cut score on an exit
exam. Students who graduate through a waiver, however, do not always receive a regular diploma.

> Twenty-two of the 26 states also offer specific alternate pathways for students with disabilities, but
only two states have alternatives for English language learners. Fourteen states make available alter-
native assessments, including portfolio assessments or modified standardized tests, as pathways for stu-
dents with disabilities who are struggling to pass exit exams. Eleven states offer waiver options
specifically for students with disabilities. Most states allow English language learners (ELLs) to take exit
exams with accommodations, and most offer ELLs the same alternate pathways available to general edu-
cation students. Idaho and Minnesota offer alternate pathways aimed at ELLs who have been in the
country for a limited number of years.
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> States rely heavily on advisory committees to design and implement alternate pathway policies;
states also stress the importance of monitering, training, and communication in implementing
these alternatives. In Maryland, New Jersey, and Washington, the three states where we conducted case
study interviews, committees that were broadly representative of stakeholders were involved in the
details of designing, implementing, revising, and evaluating state exit exams, including policies for alter-
nate pathways. All three states also faced political challenges in balancing flexibility against rigor and fair-
ness, and technical challenges in developing and implementing alternate pathways with limited state
staff. Officials in the three states also emphasized the importance of monitoring the use of alternate path-
ways, providing training to teachers, and acrively communicating with stakcholders abour policies con-
cerning alternate pathways.

Trends and Gaps in Exit Exam Pass Rates

» Improvements in initial pass rates varied across states, although increases in pass rates were greater
in mathematics than in reading. Sixreen of the 26 srares had three or more years of consecutive data
on the percentages of students who passed exit exams on the first try (the “initial” pass rate). Over three
or more years, 8 of these 16 states showed average annual growth in the initial math pass rates of more
than 2 percentage points, and four more states made gains that exceeded 1 percentage point. In read-
ing, only three states showed growth in initial pass rates of mote than 2 petcentage points, and five more
states had gains that exceeded 1 percentage point. Initial pass rates decreased slightly in a few states.

» Five states (Alabama, Arizona, California, Massachusetts, and Texas) reported the data needed to
calculate three-year trends in the percentages of students passing exit exams by the end of grade 12
(the “cumulative” pass rate). Between 2006 and 2008, Alabama, California, and Massachusetts had
cumulative pass rates around 95 percent in both reading and mathematics. The cumulative pass rates in
Texas have been consistently higher in reading than mathematics, but the difference has become smaller
in the past three years. The difference between inidal and cumulative pass rates varies from less than 8
petcentage points in Massachusetts to more than 20 percentage points in California. Alabama had a grad-
ual decrease in its initial pass rates in reading, but its cumulative pass rate was steady. Arizona also shows
a widened difference in both subjects as its cumulative pass rates grow faster than its initial pass rates.

» Gaps in initial pass rates between subgroups remain large. Gaps in initial pass rates were evident in
all states between Latino and white students, between African American and white students, and
between low-income students and the general student population. In most cases, these gaps were wider
than 5 percentage points, and in some cases exceeded 30 percentage points.

» In most states, gaps in initial pass rates have narrowed, but at different paces. States that have made
more progress in narrowing gaps in pass rates are not limited to those with relatively large gaps. Rather,
some states with relatively small gaps have made great progress in closing initial pass rate gaps. Other
states have made no progress in closing these gaps, but their pass rate gaps have remained relatively nar-
row since they began withholding diplomas. And some states with relatively large gaps in initial pass
rates showed no improvement in narrowing the gaps. There is no clear-cut pattern or explanation for
these differences.

Profiles with detailed information about exit exams in individual states can be found on CEPs Web site
(www.cep-dc.org). Table 1 summarizes the major characteristics of exit exams in these 26 states. Figure 1 displays
the 24 states that, as of school year 2008-2009, require students to pass exams to receive a high school diploma.
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First Withheld Grade Grade Prior Exit Exam
Current Based on Subjects Level of Test First or Exit Exam
Exam Current Exam  Tested Alignment Administered Being Phased Qut
'Ala‘ﬁéina‘_»‘_'?; Alabama 2001 Reading, Comprehensive, 11" 10" - Alabama High
: "7 HighSchool language, math, ) School Graduation.
:  Graduation science, sodial Exarn (AHSGE} ¢
, Exam (AHSGE) studies ' ' and 2™ Editions * |
A Editinnt =
7 3" Edition B#
Alaska " . Alaska 2004 Reading, Comprehensive  8™-10™ 10” None E
- HighSchool writing, math i
* Graduation .
S Qualifing Exam 3
T (HSGQE
+ Arizona's 2006 Reading, Comprehensive 10" 10" None g
i Instrumentto - writing, math, 5
4 ] 0 Measure science
*; Standards §
4 © (M) i
Tg + Arkansas 2010 English I, End-of-course  Varles Varies None
0 E Comprehensive algebra | ‘;
= © Assessment It
% Program L
z 3
= California 2006 ELA, math Comprehensive ELA " None Ei
2 High School - (through g
5 + Exit Examination 10", math 5
< {CAHSEE) (6"- 7" and H
E}, algabra ) g
S Florida 2003 Reading and Comprehensive 10" 10" High School [‘
E ..., Comprehensive math . - ~ Competency Test r"
= T4 w3 Assessment fHSCT) ;
g T Test (FCAT) : F
5 A 2
" Georgia” I Georgia 1994 ELA, wiiting,  Comprehensive g¢"-11" u® Basic Skills Test ;2
5 2.7 ..7. 2% High School math, science, 4
.E .~ & Graduation social studies i;::
4 W Tests (GHSGT) ' i
=] Lo - 4
ﬁ _IdaH_b o Idaho 2006 . Reading, Comprehensive 10" 10" None “
) . %t Standards o language usage, F
5 ... | Achievement math, and
s o, Test (1SAT) ) science z
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Year Diplomas

First Withheld Grade Grade Prior Exit Exam
Based on Subjects Level of Test First or Exit Exam 3
Current Exam  Tested Alignment  Administered  Being Phased Out
Indiana . Graduation . 2000 ELA, Comprehensive  ¢® induding 10" li.
: : Qualifying Exam mathematics ’ pre-algebra 1
(GQE) ~ and !F
algebra | l,
End-of-Course 2012 Algebral, End-of-course  Varies Varies Graduation Ei
Assessments Algebrall, Qualifying Exam 31
. " (ECAsY Biology|, (GQB) )
: English Il :
Louisiana Graduation Exit 2003 ELA, math, Comprehensive  g®-12% 10" Graduation 8
Examination science, Exit Exam ;‘
{GEB) ' sodial studies I
Maryland: Maryland 2009 English 2, End-of-course 10" Varies Maryland §
“ = HighSchool algebra/data Functional :,
Assessment analysis, Tests .«
(Hs8) biology, )
government o
Massémusetts Massachusefts 2003 ELA, math, Comprehensive  10"/high  10™; None E%
e - Comprehensive science (z010)  plus school science will %
( 7 Assessment end-of-course  standards  wvary P,
. e System (MCAS) exams in “%
o science (2010) %
,Minné‘?sota . Graduation 2010 Reading, Compréehensive High Schoot  Varies Basic Skills Test }i
g " Required writing, math Standards (BST} f‘g
Assessments for £
e Diploma (GRADY Ej
Mississippi”..  Mississippi 2006 English Il End-of-course  Aligned to  Varies Functional Literacy 3;
. Subject Area . {with writing © course Examination (FLE) ié
Testing Program \component), content §‘§
(SATP) algebral, :ﬁ
Biology 1, U.5. f%
history from 1877 i
>4
Nevada High School 2003 Reading, Comprehensive g™12" 107, High School };
: Proficiency writing, math, writing in 12*  Proficiency #
Examination science Examination '3
(HSPE) {earlierversion ~ {}
. basedon1ggg £
curriculum) £
New Jersey’ . HighSchool 2003 Language arts  Comprehensive 11" 1 High School Q
= - Proficency : iteracy, math;  plusone Proficiency Test, j
Assessment end-of-course  end-of-course :
L {HSPA) exam in biology  in biology {2012) 2
o . (2011} g
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(. Year Diplomas

first Withheld Grade Grade Prior Exit Exam
Based on Subjects Level of Test First or Exit Exam :
Current Exam  Tested Alignment Administered Being Phased Out j
rfe»\:‘ﬂﬁ?xico_ " New Mexico 1990 Reading, Minimum g* 10" New Mexico High
© L. HighSchool language arts,  competency School Competency ng
. Competency written . Examination E
-7 . Examination composition, {NMHSCE) 7
(NMHSCEY math, science,
social studies ;v
NewYork- - Regents 2000 ELA, math, ~ End-of-course  g™12* Varies Regents ‘:
R . Examinations science, global . Competency Tests E‘
S ! history and €
m A geagraphy, U.S. ?
o history and 8
) ' government t
North Ca_r_élin'af North Carolina 1981 Reading Comprehensive 8" end-of-  8"; end-of- North Carolina ﬁ
o .1 Competency {(math/reading) comprehension, In 2010, five course course exams  Competency Test ]
e ", TestsandTest 2001 math, computer  end-of-course  exams wilt vary and Tests of lf
j - " of Computer {computerskills) skills; starting ~ exams {course- Computer Skills if
oo 0w Skills! 2010 {end-of-  zo10, end-of- specific) f
8 : - *5 COUrse exams} course exams . B
&= I in algebral, - ¢
g ol English 1, LS. i
Q =] SRS : history, civics 5
" S and economics, :
g | biology %»
& Ghio. " OhioGraduation 2007 Reading, wiiting, Comprehensive 10" 10" 9"-Grade §r
[:2) 3 H . b
g oo e Tests (OGT) math, science, Proficiency Tests ;
= social studies b
<L ) . A
g ;. OklahemaEnd- 2012 Algebra |, End-of-course  High school Varies None
'.;'}, of-Insteuction English II, and standards }1
a ) {EO)) Exams twe of the five A
2 e additional :
£ SR subjects }
g AR {Algebra ll, 3
P R geometry, &
E L English ll, i
é 1 Biology, and ;-,'
| e U.S. history )
] .
g South {_Zért')_!ina'z High School 2006 ELA, math, Comprehensive Through1o™ 10 end-of-  Basic Skills '
% Lo .4, Assessment science (2010)  plus course exam  Assessment Program.
% Program (HSAP} end-of-course will vary {BSAP) 4
= o exams in 3
v RS science {2010) i
. . Iy
T_ennés'ség' ., Gateway 2005 English|, l,and End-of-course 10" Varies Tennessee 1
<., ' Examinations 111, Algebra | Competency Test &
: and l, geometry, ]
( hiology|, §
. : chemistry, US. 2
. history, physics 1;;
(2013) £
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Washington

W

Cuirent
Exam

Texas
Assessment of
Knowledge and
Skills (TAKSY

Standards of
Learning (SOL)

Washington
Assessment of
Student
Learning (WASLY

Year Diplomas
First Withheld

Based on
Current Exam

2005

2004

2008

Subjects
Tested

ELA {reading/
writing}, math,
science,

social studies

English
(reading/
writing),
algebra ),
algebra ll,
geometry,
biology, earth
science,
chemistry, world
history to 1500,
world history
from 1500 to
present, Virginia
and U.S. history,
world geography

Reading, writing,
math (2013},
science (2013)

Comprehensive

End-of-course

Comprehensive
plus
end-of-course
exams

Grade Grade

Level of Test First
Alignment Administered
Alignedte 1*

course

content

Alignedto  Varies

course

content

10" 10"

Prior Exit Exam
or Exit Exam

Being Phased Qut

Texas Assessment
of Academic Skills
(TAAS)

Literacy Passport
Test

None

Table reads: Alabama currently administers the Alabama High School Graduation Exam (AHSGE), 3° Edition, for which consequences began for the class
of 2001, The exam assesses reading, language, math, science, and social studies, and is considered by the state to be a comprehensive, standards-
based exam aligned to 11" grade standards. The current test replaced the Alabama High School Graduation Exam, 1 and 2™ Editions.

* Alabama, Indfana, Minnesota, New Mexica, North Caroling, Texas and Washington will transition to new exams. See state profiles, found in the
accompanying CD or online, for detailed information.

Note: This year's report uses the term “comprehensive” to refer to exit exams aligned to state standards in several subject areas and generally targeted

to the g™ or 10™-grade tevel. Previous CEP reports referred to these as “standards-based” exams.

Note: ELA = English language arts.

Source: Center on Education Policy, exit exam survey of state departments of education, August 2000.
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States with mandatory exit States phasing in exit exams  States with no mandatory Li

exams in 2009: by 2012 but not yet exit exam: 'i
ALAKAZ CA FL GA DN, La,  Withholding diplomas: €0, CT, DE, DG, HI, IL, LA, KS, KY, 4

MA, MD, MN, MS, NV, N, NM, NY, AR (2010}, 0K (2012) ME, MI, MO, MT, NE, NH, NG, OR, ;;;

NC, OH, SC, TN, TX, VA, WA (2 states) PA, RI, SD, UT, VT, WV, WI, WY E'i’

(24 states) (24 states and DC) 'r}

Figure reads: Alabama has a mandatory exit exam and is withhelding diplomas fram students based on exam performance. Arkansas is uz
phasing in a new mandatory exit exam and plans to begin withholding diplomas based en this exam in 2010. Colorado does not have an %
exit exam, nor does it plan to implement one. g*g

Source: Center on Education Policy, exit exam survey of state departments of education, August 2009,

Recommendations

In this report we review the development over eight years of state policies affecting high school exit exams, show-
ing both the commonalities and the differences among the states. We also review state policies setting ou alter-
nate paths to high school diplomas, and analyze the trends in initial 2nd cumulative pass rates for these exams.

From this work, we have arrived at recommendations both to improve the immediate implementation of
state policies in this area and to assist the states in making sounder long-term policies as they seek to ensure
that all students are able to earn a diploma.

Immediate Recommendations

» States should increase funding to ensure that all students are prepared for the exams and are given
assistance in preparing for re-takes of the exams if they do not pass on the first try. In this report
we have noted that several states initially provided remediation funds to assist students taking the exams
after failing them, and that these states have cut back on this funding. If states want students to pass the
exams, they must not only ensure that they are properly prepared for the first try but that they also have
access to additional assistance to prepare for re-taking the exams.

» With alternate pathways, there should be much greater communication to students and their par-
ents about these different ways to secure a diploma. Although these alternates are always meant to
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be for a minority of students, all students should be aware that they can use alternate pathways, espe-
cially if they have already passed another qualifying exam or will have great problems taking a standard-
ized multiple-choice exam.

» States need to increase oversight of alternate pathways designed for students with disabilities. In
many states, it is the responsibility of local schools and districts to administer alternate pathways, to
decide qualifications for graduation through the pathways, and to keep records of student performance.
States have little information about how well the state-designed pathways setve their target student pop-
ulation. Consequently, states are not able to easily apply lessons learned from current policy implemen-
tation to inform future decisions.

» States should collect and make public data on cumulative pass rates on these exams. Trend analy-
ses in this report heavily rely on initial pass rates because cumulative pass rates are not easily accessible
in many states. Such information on cumulative pass rates, however, could have been very helpful for
the public to understand the effects of these exams.

Long-term Research Recommendations

In Appendix A we summarize recent studies on the effects of these exams. Research is sparse in this area, as
shown by the relatively few studies we list; and the findings of these studies are contradictory or at best
mixed. Since these exams now affect more than two-thirds of American students, and soon will affect about
three-fourths of students (when all the states have carried out their intended policies), much greater atten-
tion ought ro be paid to understanding the effects of these exams.

Therefore, we recommend that the following questions be addressed comprehensively through research:

¢ Are these exams helping 1o prepare students for further education or employment after completion of high
school? Since the states vary in their exams, are some state exams berter than others in achieving this goal®

* Are students passing these exams in states with these policies better prepared for further education and
employment than are students in states without such exam policies? If there are such effects, are they
due to demographic factors or to the test policies or to some other factors?

¢ What impact are these exams having on curriculum, instruction, and student motivation to learn?

* Are students earning diplomas through alternate pathways less well prepared for further education or
employment than are students passing the regular exams?

* Are policies requiring passage on these exams for receipt of diplomas leading to higher dropout rates
from school?

® How can the rigor of different state exams be examined and publicized to encourage a fuller public
understanding of these policies?

¢ If all or some of the states adopt common academic standards, what is the future for high school exit
exam policies?

Study Methods

CEP used the following methods, explined in more detail in this section, to identify issues and collect
information for this year's study:
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* Conducted a detailed survey of all 26 states with current or planned high school exit exams

» Interviewed officials in Maryland, New Jersey, and Washington State who were familiar with the state
high school exit exams

* Reviewed major research conducted by others on exit exams
o Kept abreast of important events related to exit exams

As in previous years of this study, CEP designed and conducted an annual survey of state department of
education officials in the 26 states with current or planned exit exams. The survey was piloted with
Maryland and was revised further based on comments and suggestions from that state. Respondents were
designated by their states chief state school officer and usually worked in the state assessment department.
CEP staff partally filled in the survey, based on information collected and reported in 2008. In February
2009 we asked these designated officials to verify, update, and add information to survey forms for their
state. All 26 states responded to our survey.

We used the states’ survey responses to develop detailed profiles about exit exams in each of the 26 states,
which the state contacts reviewed for accuracy. We also used the survey responses to tally the state exam fea-
tures, policies, and actions that appear throughout the report. The state profiles are available on CEP’s Web
site at www.cep-dc.org.

Some states did not answer all the survey questions, often because the data were unavailable or their poli-
cies were in flux. (Exam policies are in flux for several reasons, but a main one is that state legislatures are
under continuing and significant political pressure to moderate or ameliorate the effects of these exams.) In
many states, we followed up with e-mails and phone calls to ensure the information in this report was accu-
rate and up-to-date. However, some statistics or policies will undoubtedly have changed soon after publi-
cation because events in this field move quickly.

'To further understand how exit exam policies evolve, we conducted open-ended, semi-structured interviews
with officials in Maryland, New Jetsey; and Washington State. These three states wete chosen because of
their different designs of alternate pathways, the recent public discussions about their exit exams, and the
volatility of high school assessment policies in these states. Interviews were recorded, transcribed, verified
by the interviewees, coded, and analyzed for themes.

.

In addition, we collected state and federal policy documents and reviewed relevant studies that were either
published or publicized during the past year. We tracked media coverage of exit exams and searched stare
and U.S. Department of Education Web sites for exit exam developments and information.

To be included in this study, state exit exams had to meet the following criteria:

1. The state requires students to pass state exit exams to receive a high school diploma, even if the students
have completed the necessary course work with sarisfactory grades.

2. The exit exams are a state mandate rather than a local option——in other words, the state requires stu-
dents in all local school districts to pass exit exams, rather than allowing districts to decide for them-
selves whether to make the exams a condition of graduadion.

We have also included states that are phasing in exit exam policies that meet these criteria, referred to in this
report as “planned” exit exams. By this we mean that the state has a legislative or state board directive to
have a test in place between 2002 and 2012; has already begun developing the tests; and is piloting the tests
with students, although diplomas are not yet being withheld.




Chapter 1:

Evolution of Exit Exam
Policies over the
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S ince 2002, the Center on Education Policy (CEP) has been collecting extensive information about
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Past Eight Years

high school exit exams, including test characteristics, testing policies related o accountability and state
assistance, and student performance on the exams. As the data accumulate, some general trends in exit
exam policies have emerged.

This chapter summarizes exit exam policy changes across states over the past eight years (2001-2008 school
years). It provides a longitudinal perspective on the evolving nature of state testing policy. In the past, CEP's
annual reports focused on the policy changes within a single year. We realize that policy change often
involves several years of effort, and an examination of the development of these changes can be instructive
to future policy decision making. Unlike the “New Developments” chapters in the previous annual reports,
this chapter synthesizes the changes over several years and across states in order to find underlying patterns
of policy development. What actions have states taken to improve exit exam policies as they gain experience
with the tests? Are there any commonalities in their actions?

The purpose of this report is not to identify the optimal design for high school testing policy. State policies
are diverse, and even similar policies may yield divergent outcomes in different contexts. Our goal, therefore,
is to acknowledge the diverse policy options and to discuss how each functions in its particular context.

Changes in Exit Exam Policies

For the past eight years, changes in exit exam policies reflect the states’ struggles to set high standards and
at the same time, make those high standards achievable and fair for schools. Many states have changed their
standards and curricula and the way they use exit exams. When implementing the exit exam policies, states
have been very careful about the way exit exams are introduced or phased in, making adjustments for stu-
dents with special needs. In this chapter, we discuss in detail some common actions states have taken to
develop exit exam policies, starting with updating standards and test purposes, followed by various phase-
in approaches and adjustments for students with special needs. We also look at the role that external and
peer review play in shaping policy.

Changes in Standards and Curricula

Many states have changed their high school standards and curticulum in recent years to either meet federal
requirements or respond to the public push for high school graduates’ readiness for work or postsecondary
education. Exit exams have been developed or revised to reflect new standards and curricula and to push
the local implementation of these changes.
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Changes in standards have inevitably resulted in various changes in exit exams. Alabama, for example,
shifted the testing focus from basic skills to 11*-grade state standards in the late “90s as the state set our to
pursue higher standards. Arizona introduced new test items in 2005 based on the state’s new standards
adopted in 2003 for reading and math and in 2004 for writing, North Carolina voted in 2005 to adopt
new standards by including requirements for passing additional end-of-course (EOC) exams.! Mississippi
revised its Algebra I and English Il exams in 2007-08 to reflect the state’s new curriculum frameworks.
Tennessee also reported changes in its high school curriculum in 2008 and the alignment of EOC exams
with the new curricula. In 2009, New Jersey approved revised core curriculum standards in six content areas
and plans to phase in new graduation requirements to ensure college and work readiness over the next seven
years {New Jersey Department of Education, 2009). Colorado, though not currently requiring exit exams,
is considering revamping high school assessments in 2010 and changing its diplomas to reflect the new high
school standards approved by the state school board and the higher education commission in July 2009
(Brown, 2009). While most changes have been toward increased rigor, some have narrowed the scope of
tests. In 2004, California revised the blueprint for its mathematics test by replacing questions with less fre-
quently encountered data display with more frequently encountered darta display.

Expanded Purposes of Exit Exams

As accountability for student performance has increased over the years, the purposes of exit exams have
expanded to be more relevant to teaching and school monitoring. In 2004, when CEP first began survey-
ing states about the purposes for their exit exams, most states reported that the tests were to assess whether
individual students have achieved competencies to be expected at the high school level. Only one state
(South Carolina) reported that the purpose of exit exams was to “identify areas in which students need addi-
tional support and indicate the academic achievement for schools, districts and the State.” By 2009, all
states except Alaska and Texas reported using part of the exit exams for federal accountability purposes; nine
states use the exams to provide information to guide instruction; eighteen states indicate that they use per-
formance data from high school exit exams to inform policy decisions; and most states reported using exit
exams to evaluate school and district performance, encourage early identification of students needing addi-
tional instructional support, promote service to minority students, and help schools align curricula with
state standards. The expanded use of high school exit exams signifies that exit exams play an increasingly
important role in high school accountability.

By 2009, eleven states? included readiness for work and postsecondary education as a purpose of their exit
exams. {In 2004, only one state, Georgia, indicated that its exit exam was aimed at certifying that students
were prepared to enter the work force or college.) However, few external evaluations examine the relation-
ship berween student performance on exit exams and performance at work or in college. A study by the
Center for Educational Policy Research found that state high school exams wete generally at a level of chal-
lenge that was not sufficient for test scores to be good measures of student readiness for college (Brown &
Conley, 2007). A study by Achieve (2004) also concluded that state exit exams did not adequately measure
the necessary knowledge and skills needed for college and the work place.

Phase-in Approaches

States used various types of phase-in approaches to introduce new exit exam policies. The development of
exit exams is often shaped by reactions received during early years of implementation; therefore, how exit
exams are introduced and phased in sometimes plays an important role in policy formation.

' North Carolina fully transitioned to EOC exams in zoog. Please see the state's profile for detailed informaticn,
* Arkansas, California, Indiana, Marylznd, Minnesata, Nevada, New York, North Carolina, Oktahoma, Texas, and Washington.
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Some states phase in exit exam requirements by allowing time between the year tests are first administered
and the first year high school diplomas are withheld. Arkansas, for instance, began administering its EOC
exams in the 2000-01 school year but will not withhold diplomas until 2010. On average, states start to
withhold diplomas four years after the first administration of a new exit exam.

Other states phase in the exit exam policy by gradually increasing the number of subjects tested. English
and mathematics are usually the first subjects tested. Though NCLB does not require exit exams for high
school graduation, some states, such as Arkansas, Massachusetts, Nevada, and New Jersey, added exit exams
in science in recent years to fulfill NCLB requirements for testing science at the high school level. Alabama
included social studies as a test subject in 2004; Massachusetts voted in 2006 to test social studies as a
required subject in 2012, but the state board voted to waive the requirement in 2009 for the classes of 2012
and 2013 (Valero, 2009).

Idaho exemplifies another phase-in approach that focuses on gradually increasing cut scores and aligning test
content to standards at higher grade levels. It began administering the Idaho Standards Achievement Test
{ISAT) as an exit exam in 2004. Its phase-in approach allowed the class of 2006 to pass the exam at an 8*-
grade proficiency level, the class of 2007 at a 9*-grade level, and the class of 2008 at the full 10*-grade level.

Some states used a phase-in approach to introduce new tests ot to transition from old to new tests. For
example, Minnesota has been making the transition since 2006 from the Basic Skills Tests (BSTs) to the
Graduation Required Assessments for Diploma (GRAD). The GRAD writing test replaced the Basic Skills
written composition test in 2007; the GRAD reading tests replaced the Basic Skills reading test in 2008;
and the GRAD mathematics test replaced the Basic Skills mathematics test in 2009.? Mississippi adopted a
similar approach when replacing its Functional Literacy Exams (FLE} with the Mississippi Subject ‘Area
Testing Program (SATP).

Adjustment for Special Groups

State exit exams are often under attack for the challenges they present to students with special needs. All states
that mandate exit exams have made some modifications to their policy to accommodate students with disabil-
ities. These policy accommodations indude alternative assessments, alternative diplomas or certificates, and
waivers. In this report, we constder all these modifications to be alternate pathways to graduation. We will dis-
cuss the development of alternate pathways in greater detail in Chapter 2.

Input from external and peer review provides important information for the changes described above.
‘Though these different types of review serve distinctively different purposes, both have helped many stares
establish and consolidate their high school testing systems. While external reviews examine the quality,
rigor, and alignment of exit exams with state standards, the peer review from the Departrnent of Education
{ED) ensures that exit exams used for NCLB purposes* are in compliance with NCLB requirements.

Seventeen states have their exit exams reviewed by a third party, such as testing companies, evaluation specialists,
or researchers at local universities. Conducted by specialists or test developers, external reviews report student per-
formance and content alignment and vary widely in study scope and approach (CEP 2006); nevertheless, the
review provides empirical evidence for test validity and detailed analysis of student performance. For instance,
Virginia conducted an alignment study in which researchers found that the State Standards of Learning (SOLs)
for the EOC tests in Algebra I and Il and geometry are inconsistent with the cognitive demand of the tests; the
EOC reading test emphasizes some SOLs more than others (Abrams & McMillan, 2007). ED recommended in
2007 that the state develop and implement a plan to address the findings of the report.

% Itis reported in our survey that the state is still administering the BST tests in 200g. The mathematics and reading BSTs are administered as retests
until the class of 2009 has graduated and sufficient notice of retirement of the exam has been given.
* Of the 26 states, only Alaska and Texas do not use thelr exit exams for NCLB purposes.
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States also organize special task forces and ongoing review by technical advisory committees for advice on spe-
cific state concerns. For example, in response to a higher-than-anticipated failure rate on the Graduation
Required Assessments for Diploma (GRAD) in late 2008 and early 2009, Minnesota established a legistative
task force to review the policy implications of the GRAD and its effect on high school graduation. In 2005,
Maryland also established a task force to examine alternative assessment options for special education students
and others unlikely to be able 10 demonstrate their mastery of state standards on the High School Assessments
(HSAs), even with continued intervention. As a resulr, the state approved an alternate pathway to graduation
called the Bridge Plan for Academic Validation in November 2007 and administered modified HSAs in 2008.

As 24 of the 26 states use at least part of the exit exams for NCLB accountability, recommendations from
the U.S. Deparunent of Education also play an important role in shaping state exit exam policies. The pur-
pose of peer review by ED is to see if the state testing systems are in compliance with NCLB. ED has given
full approval to ten® of the 26 states through its peer review process. All ten states except Alaska® include
high school exit exams in the evaluation of state assessment systems.

Another ten states with exit exams earned the status of Full Approval with Recommendations, meaning that
the state standards and assessment system meet all statutory and regulatory requirements, but some ele-
ments of the system could be improved.” Most of the suggestions for improvement concern the use of alter-
native assessments for special education students and English language learners. For instance, in 2006 ED
recommended that Arizona “strengthen its Arizona Instrument to Measure Standards Alternate (AIMS-A},
expand rhe range of accommodations for English language learners and address discrepancies in test partic-
ipation rates.” Another set of recommendations from ED to the states focuses on alignment between tests
and standards. Idaho, for instance, was urged by ED in 2006 to conduct an alignment study of Idaho
Standards Achievement Tests to examine “the level of success of the State’s major revisions and provide a
basis for continued improvement.” A recommendation was also made to Indiana to “increase the rigor and
challenge of the Graduate Qualifying Fxam (GQE) in mathematics at grade 10 in terms of alignment to
grade-level content standards.”

Three states that require exit exams for graduation (Mississippi, Nevada, and New Jersey) have not met the
statutory and regulatory requirements of NCLB; they are currendy designated as Approval Pending.
Specifically pertaining to high school assessment systems, ED recommends that Mississippi and Nevada col-
lect additional evidence for their high school exit exams, since they are used to meet NCLB requirements.
In 2007, ED expressed concerns with the alignment of Nevada’s High School Proficiency Examination
(HSPE) to grade-level content standards. ED also challenged the technical quality of Mississippi’s High
School Alternative Assessment and its alignment with grade-level content standards.

State-mandated exit exams still face many challenges and are prone to revision. Recently, California’s budget
crisis has pressured its budget conference committee in 2009 to propose eliminating high school exit exams as
2 graduation requirement (Mitchell, 2009); the provision was defeated, but California reinstated the exemp-
tion for students with disabilities pending development of some alternative form of assessment for these stu-
dents. Alabama overhauled its graduation exams by replacing its comprehensive high school exit exams with
EOC exams and the ACT®. Many states are still searching for a valid approach to evaluate the learning of spe-
cial education students and English language learners. Last but not least, litde is known about the connection
between passing the high school exit exams and future job and college performance.

* Alabama, Alaska, Georgia, Louisiana, Maryland, Massachusetts, Minnesota, Qhig, Oklahama, and Tennessee.
* Alaska uses the Grade 10 Standards-based Assessment for NCLB purposes instead of the Alaska High School Graduation Qualifying Exam.

’ Decision letters on states’ fina) assessment systems ender NCLB can be found at www.ed.gov/admins/lead/account/nclbfinatassessfindex.html, All
citations in this section are quoted from state letters. All ten states include high school exit exams for peer review, States may use different cut scores
for graduation 2nd NCLB purposes.

! Information retrieved on September 13, 2009, from www.al.com/news/birminghamnews,/metro.ssf7/base/news /12526 56964314590.xm|&coll=2.
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Diversity of Exit Exams

Most of the states in our study were no strangers to state testing before high school assessment was required for
federal accountabitity purposes. Of the 26 states currently or soon to be withholding high school diplomas based
on state exit exams, 18 had developed and started administering state tests at the high school level before the
enactment of NCLB. Some states had mote years of experience in high school testing than others. For exam-
ple, North Carolina, New York, and Florida administered minimum-competency tests in the 1970s or earlier,
while most of the other states started requiring high school testing in the late “90s or right before NCLB.

All 26 states mandated high school exit exams as a way to improve academic rigor and accountability. Since
2002, not only have more states administered high school exit exams, state high school exams have also
become increasingly high-stakes for both students and schools. More states began withholding diplomas from
individual students and using exit exams for both federal and state accountability at the school level. In 2009,
seven states indicated that they use exit exams for both NCLB and additional state accountability purposes.

Exit exams are of three types: 1) minimum-competency tests that measure only a small body of knowledge
and skills as defined by the state standards, 2) comprehensive tests that integrate content knowledge in sev-
eral relevant courses together, or 3) End-of-Course (EOC) tests that gauge student learning at the end of
specific courses. CEP (2008) identified a2 movement toward EOC exams in several states and analyzed the
benefits and challenges of using EQC assessments. According to the report, state officials perceived EOC
exams as more efficient in assessing content mastery, improving school accountability, and increasing align-
ment between standards and curriculum. However, because EQOC exams involve numerous tests, they tend
to present logistical challenges around score reporting and maintenance as well as schedules for tests, reme-
diation, and retests. Figure 2 illustrates state’s use of the three types of exams at different time points.

High school exit exams may be aligned to various grade levels, ranging from 8* to 12* grade. Even if two states
test the same subjects, the tests may differ greatly in content and difficulty. In addition to the different test types,
the test results are often reported using different achievement levels—advanced/proficient/needs improve-
ment/failing, pass with distinction/pass/low pass, or advanced/mastery/basic/approaching basic/unsatisfactory,
to name a few—which reveal varying amounts of information on the level of achievement and the achievement
gaps among students.

Most of the states require students to pass the exams in certain subject areas with specific cut scores, but
some states permit students to graduate without passing every subject. For example, Maryland employs a
compensatory scoring system so students may meet the graduationitesting requirement by meeting a min-
imum score on each test (which is lower than the previously set passing score} and achieving a combined
passing score. Since May 2008, Alabama has adopted the credit-based endorsement system wherein stu-
dents are required to take tests in five subject areas, but only need to pass three (reading, mathematics, and
one other in science, language, ot social studies) to graduate with “diplomas with endorsement.™ Ohio and
Texas also allow students who have passed part of EOC exams to graduate.

The cur scores for passing exit exams are not necessarily the same as the cut scores states use for reporting ade-
quate yearly progress (AYP) under NCLB. As of 2009, of the 24 states that use high school exit exams for NCLB
purposes, 14 use the same cut scores for graduation and NCLB proficiency, and 9 use lower cut scores for grad-
uation than for NCLB proficiency. States also differ in terms of which test administration is used for NCLB.
The majority of the states use student performance on the first administration of the tests for NCLB account-
ability purposes, but states such as Nevada, New York, and Tennessee count students’ retest performance as well.

* A regular diptoma requires passage of ail five tests. Students eaming diplomas with endorsement are counted as graduates for school accountabil-
ity purposes.
" Alaska and Texas do nat use high schaol exit exams to meet NCLB requirements, The cut scores in New Mexico are under consideration.
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Types of Exit Exams States are Usingor PlantoUse- = -. .~

Exit Exam Types

M MCE = minimum competency exam
MW CE = comprehensive exam

L0 EQC = end-of-course exam

in 2002 (out of 18 states) In 2009 (out of 24 states) By 2015 {out of 26 states)
|
MCE: MCE: MCE:
L, MD, MN, MS, NV, NM, OH, NM (1 state) (o state)
SC, TN, VA (10 states)
& N ]
CE: CE: CE:
AL, GA, IN, LA, NJ, NC, TX AL, AK, AZ, CA, FL, GA, 1D, IN, AK, AZ, CA, FL, GA, ID, LA, MA?,
(7 states) LA, MA, MN, NC, NJ, NV, OH, MN, NM, NV, OH, SC, WA
SC, TX, WA (18 states) (14 states)
EOC: EOC: EQC:
NY, TX'(2 states) MD, MS, NY, TN, VA (5 states) AL, AR, IN, MA’, MD, MS, NC,

NJ, NY, OK, SC?, TN, TX, VA, WA?
(15 states)

Figure reads: In 2002, 10 of the 18 states with fully implemented exit exams, inciuding Florida, used minimum-competency exams, while
7 states, including Atabama, used comprehensive exams, and 2 states, including New Yark, used end-of-course exams. By 2015, none of
the 26 states with mandatory exit exams will use minimum-competency exams, 14 will use comprehensive exams, and 15 will use end-of-
course exams. Three states, Massachusetts, South Carolina and Washington will use a combination of comprehensive and end-of-course exams.

" In 2002, Texas gave students the option to pass either a C£ or an EQC exam,

* By 2015, Massachusetts, South Carolina and Washington will require students to pass the comprehensive exams plus end-of-<ourse exams.

Source: Center on Education Policy, exit exam survey of state departments of education, August 2069.
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The range of tested subjects has evolved since 2002 and varies widely across states. Some states, such as
California, test only English Janguage arts and mathematics, while graduation in states such as Tennessee now
depends on tests in as many as ten subjects. Most states have increased the number of tested subjects since 2002.
A major drive of the expansion is NCLB'’s requirement for including science in state assessments by 2007-08.
In 2003, 8 of the 23 states with high school exit exams reported science as a tested subject for high school grad-
uation purposes; in 2005, 16 of 25 states reported that they would use the existing science exit exams or develop
new science exams to meet NCLB's requirement. As of 2009, 22 of the 26 states have tested or plan to test sci-
ence in high school, though some states do not withhold diplomas for not passing the science tests.

As states test more subjects, the cost of state testing has become 2 concern. In 2009, the Massachuserts
Board of Elementary and Secondary Education voted to waive the history and social science requirement
for a Competency Determination (CD) for the classes of 2013 because of budget constraints
(Massachusetts Department of Elementary and Secondary Education, 2009). The tests were scheduled for
full operation in fall 2009, but officials expect “the FY2010 budget item pertaining to assessment to be
lower than the amount in chis year’s budget, which would make the transition of the history tests cost-pro-
hibitive.” Florida has also cur testing budgets in 2009, citing financial pressures (Valero, 2009).

High school exit exams differ across states with regard to how much time a student has to take a test. Of
the 26 states, 13 implemented power tests'! that attach no time constraints at all. In Nevada, though the
tests are timed, students are allowed to use as much time as they need to complete the exam. In other states,
the total testing time ranges from 97 minutes (North Carolina’s math tests'?) to 194 minutes (Indiana’s
English language arts test). Some tests have multiple sessions or allow more time as an accommodation, and
may continue for days.

One test design feature thar states have in common is the use of multiple-choice test items. All states use
multiple-choice questions in their tests, and some, such as Alabama, Idaho, Maryland, and Tennessee, use
only mulriple choice question items. In addidon to multiple-choice items, 19 states include essay writing
in their writing or English language arts tests, Of the 26 states, 16 use a combination of constructed-
response and multiple-choice questions.

Irem format is an important consideration for testing policy because it determines cost, communication of
test results, teacher training and, most importantly, classroom instruction that prepares students for tests.
As the current economic recession crimps state budgets, some states have pared constructed-response or
extended-response test items. In 2008, Washington State Superintendent Randy Dorn defeated longtime
school chief Terry Bergeson, an ardent supporter of the Washington Assessment of Student Learning
(WASL), with a promise to make high school exams shorter and cheaper with fewer extended-response
questions to shorten the turnaround time on test results. Computerized scoring, often used with multiple-
choice test items, has also been embraced to save time, money, and staffing for the test administration. In
2005, 18 states reported that they relied on testing contractors to score constructed-response questions.

While designing a high-stakes, mandatory test is difficult, artaching consequences to test results is even
more fraught with problems. In 2009, the Minnesota legislature decided to repeal the requirement that stu-
dents must pass the mathematics test to earn a diploma, in fear of a precipitous drop in graduation rates.
The daunting prospect of withholding large numbers of diplomas and the challenge of aligning exams to
school curricula and state standards, along with public opposition to high-stake assessments, have led some
states, such as Alaska, Arizona, California, and Maryland, to postpone the implementation of high school
exit exams. States that have not required exit exams, such as Pennsylvania, have also had heated discussion
about whether to do so. In June 2009, Pennsylvania put off developing state-mandated EOC exams because
consensus could not be reached. The state board of education proposed a revised plan in July and the review
board approved the state exit exams in October (Barnes, 2009; Mauriello, 2009; Hardy, 2009).

*In so-called “power tests,” enough time is given for test takers to answer as many test items as they can.
“2This high school competency test was eliminated in 2o09.

A2110g u0IIRINPS UO 12U




@

]

268

State High School Exit Exams: Trends in Test Programs, Alternate Pathways, and Pass Rates

State Assistance for Local Implementation of Exit Exams

The evolution of state exit exams suggests that, as the state testing systems are institutionalized, exit exams
have become a powerful policy lever to influence teaching and learning in high schools. Since 2002, many
states have reported increased technical support to districts and schools but decreased financial support for
remedial programs.

In 2002, only half of the states required districts to have remediation services, let alone provided support
with these services. When we first explored state assistance in 2003, most states delivered their support o
schools through professional training, with an emphasis on test content, format, and the interpretation of
test results. About one-third of the states (8 out of 25), provided students with study guides to tests, and
fewer states provided teachers with resources for classroom instruction.

As of 2009, state assistance tied to exit exams that goes to teachers, schools, and districts has expanded dra-
matically. Some states have become more actively and directly involved in informing instruction, improv-
ing school leadership, and influencing curriculum. Eighteen states provide professional development for
teachers that goes beyond test preparation, helping teachers become “more proficient in their content areas”
to raise initial pass rates on the exit exams. Nineteen states reported that they provide assistance to schools
in rerms of helping schools identify and target students for assistance and/or implement comprehensive
school reform. At the district level, 15 states reported thar they assist districts in using formative assessment
and/or improving the instructional leadership. Additionally, 14 states provide direct technical assistance for
remediation programs for students who have failed the tests, and 10 states provide funding for remediarion
as well. A recent example is a special summer program sponsored by the Georgia Department of Education
in 2009. The Project Exam Preparation for Science and Social Studies (Project ExPreSS) gives two weeks of
intense instruction to students who narrowly missed passing the science and social studies portions of the
Georgia High School Graduation Tests. Sixty-eight percent of participating students passed the portion they
failed before (Fowler, 2009},

On the other hand, state budget data we collected indicates a significant decline in the amount of state funding
for remediation programs. For example, Louisiana reported $3 million funding for remediation for 2001-02
school year, and this budget had dropped to $2,039,284 in 2008-09. South Carolina reported that its 2008-09
budget for remediation programs was at $62 million, half of the amount schools received in 2004-05. In
Massachusetts, funding for MCAS remediation was cut from $50 million in fiscal year 2003 to $7.65 million
in 2005 and $7.58 million in 2006. CEP’s high school exit exam report in 2006 suggested that remediation
programs can be effective in improving passing rates if provided with adequate funding and efficient manage-
ment. The decreasing state funding may diminish the benefits these programs offer to struggling students.

Conclusions

This chapter highlighted changes in high school exit exam policies in four different aspects: the changing
standards and curriculum the tests are aligned to, the expanded purposes exit exams are designed for, the
different phased-in approaches thar introduce exit exam policy changes, and the test adjustments for stu-
dents with special needs. Feedback on exit exams from external and peer review is an important facror shap-
ing these changes. Despite some common changes in exit exam policies across states, exit exams remain
diverse in terms of test features, such as grade levels tests are aligned to, tested subjects, rest time, test item
format, scoring, and the use of test cutcomes. Lastly, in a number of states, provision of technical assistance
has been increased for local implementation of exit exam policies, but at the same time, in a number of
states financial support for remediation programs has decreased.
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Chapter 2:

Trends in Alternate
Pathways to High
School Graduation

r I “the stakes for high school exit examinations are so high for students and schools that states are often

pushed to employ additional policies to give more flexibility in determining whether students have

met graduation requirements. Many states have responded by providing alternate pathways to grad-
uation that give students options of ways to graduate from high school without passing the state-mandated
exit exams. These pathways, usually for students with special needs or those with records of failing the exit
exams, may give students additional opportunities to demonstrate their levels of knowledge and skills. The
main goal of alternate pathways is to provide appropriate and reasonable options for students without cre-
ating loopholes that water down the value of the high school diploma. Therefore, discussions about alter-
nate pathways in many states have centeted on test equivalence and integrity as understood by the public
to make the exit exam system more resilient.

This chapter provides an overview of the various state policies that offer alternate pathways to graduation.
It also describes the challenges associated with alternate paths: adding flexibility to accountability while
assuring test fairness and maintaining high standards. The term alternate pathways refers ro options for stu-
dents to graduate high school without passing the state-mandated regular exit exams. One design of alter-
nate pathways is the use of alternative rests (or alternative assessments in some states) where regular exic
exams are substituted by other standardized tests with similar or adapted formats and objectives. For
instance, the alternate pathways in Washington State allow students to graduate through alternative assess-
ments, such as SAT and ACT; the state’s alternate pathways also include other options for graduation, such
as portfolio assessment, grade comparison, and scores on Advanced Placement exams.

Multiple forces have shaped the development of alternate pathway policies. First and foremost is the desire
to address the needs of students receiving special educarion services, English fanguage learners, and other
students who do not demonstrate their best performance on standardized tests. Unlike remediation, which
seeks to prepare students to pass the exit exams after failure, alternate paths allow students to demonstrate
their learning using different measures. Ideally, alternate path policies reflect a broader way of thinking
about test validity and fairness to these students that goes beyond standardized tests, though some of them
can be logistically and technically cumbersome.

A second motivation behind alternate parh policy is the need to address concerns about making valid judg-
ments about student learning based on standardized assessments, particularly for students with achievement
around the cut score level. Multiple retake opportunities may ease such concerns, but may not be the most
effective way for students to spend their learning time as they repetitively prepare for the same exams. States
have adopted various approaches, such as alternative or substitute tests, flexible cut scores, and grade com-
parison, as explained later in this chapter, to ensure decisions made based on test results take other factors
into consideration. Some of the alternate pathways, however, make exit exams more norm-referenced than
criteria-referenced tests.
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Alternate pathways are sometimes employed to avoid redundancy of testing. One example is the use of
Advanced Placement (AP) tests as substitutes for exit exams. Maryland waives the exit exams for srudents
who have earned satisfactory scores on corresponding AP exams”. The assumption is that satisfying AP
scores provide evidence for students’ mastery of a subject; therefore, students should not spend time prepar-
ing for the exit exams. Washington State offers a similar AP score option, but it does not relieve students of
taking multiple tests. Students are not exempr from raking the state’s exit exam, the WASL, but if they fail
the WASL, they can still graduate if they have earned satisfactory AP scores. Few students take advantage
of the AP score option because it is rare for students who score well on AP tests to fail the WASL in the firsc
place. As other substitute tests, AP exams are not necessarily designed based on state content standards;
states that adopt this approach need to verify the comparability of AP and exit exams.

Overall, alternate pathways try to address concerns about test validity and fairness, and at the same time to
reach the same or a similar level of rigor as the regular state exit exams. Increasing flexibility without loos-
ening standards is the central goal in designing and implementing alternate pathway policies.

We distinguish alternate pathways for general students from those for students receiving special education
services because policies designed for these two student groups address different sets of concerns about stan-
dardized testing and are usually managed at different institutional levels in the education system. Alternate
pathways for gencral education students can be categorized into four major types of designs: alternative
assessments, portfolio assessments, waivers, and flexible cut scores.

Alternative and Portfolio Assessments for General Education Students

Nineteen' of the 26 states with exit exams offer alternate pathways for general education students to grad-
uate without earning passing scores in all tested subjects. Table 2 summarizes the alternate pathways avail-
able to general education students in each of these nineteen states. Compared to previous years, more states
were able to provide CEP with detailed information about how general education students use different
routes to graduate from high school. For example, some states were able to report the specific number of
students using each of the multiple pathways. This will contrast somewhat with the data availability for stu-
dents with disabilities presented later in the chapter.

All substitute and portfolio assessments reported in Table 2 lead to a regular diploma, which indicates that
they are most likely to be accepted as comparable to the substituted exit exams. However, the limited num-
ber of students who took substitute and portfolio assessments in most states seems to suggest, among other
things, that these tests are not necessarily easier than the regular exit exams.

The most commonly used substitute test is published standardized tests, such as Advanced Placement
exams, the PSAT, the ACT, the SAT, the CPT, and International Baccalaureate exams. States that picked
the same tests may set different cut scores depending on the grade levels in which the replaced state-man-
dated exit exams are given.

Six states" allow general education students to use substitute tests. Virginia and Washington reported less
than 1% of students graduating through this roure, while Florida reported 4.5% (about 7,110 students)
satisfied the graduation test requirement through substitute tests.

New Jersey developed its own alternative assessments, Performance Assessment Tasks (PATS), which consist
of all constructed response questions. As part of the state’s Special Review Assessments (SRAs)', PATs are

“Maryland started withholding diplomas in 2008-0g and was nat able to repart the percentage of students who graduated using AP scores.

“These states are: Arizona, Florida, Geargia, ldaho, Indiana, Maryland, Massachusetts, Mississippi, Nevada, New Jersey, New Mexico, New York, North
Caralina, Ohio, Oklahema, South Carolina, Tennessee, Virginia, and Washington,

*The six states are Florida, Maryland, New York, North Caralina, Virginia, and Washingtan.

*“In 2009 the SRA was renamed the Alternate High School Assessment (AHSA).
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Table reads: Florida allows general education students to take substitute tests as alternate pathways to graduate from high school.

Students graduating through the substitute tests are eligible for a regular diploma. 7,110 students (approximately 4.5% of graduates in

2007-08 school year) satisfied the graduation test requirement through ar alternative assessment (e.g., ACT/SAT). Students may also eam
[,. a Certificate of Completion. As of February 11, 2009, the state awarded 9,299 students with Certificates of Completion in 2007-08.

Source: CEP High School Exit Exam Survey, 2002-2009, Center on Education Policy, State Department websites, email and phone inquriries with
state department staff,
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developed by the state and administered by the schools to students who repeatedly fail exit exams, even after
additional instruction. Though the state assigns common cut scores, scoring rubrics, and guidelines, dis-
trict-appointed SRA panels conduct the actual review and scoring. A greater-than-expected number of stu-
dents have graduated through the SRAs process in the past few years, which raised state concern abour the
rigor of local policy implementation”. To curb increasing reliance on SRAs in the future, effective in 2009-
10 the state will allow no more than 10% of students in a district to use this alternate pathway to graduate
unless the district submits a plan that will increase the number of graduates using the HSPA. Though a
much higher percentage than in most other states, the 10% threshold is considered fairly conservative, since
the state SRA rate is about 11.5%. Over a hundred schools met this 10% threshold in 2008,

General education students in seven states® also have the option to graduate through portfolio assessments,
where students demonstrate mastery through a collection of work. The portfolio assessment in Maryland,
called the Bridge Plan for Academic Validation, assigns project modules to students who repeatedly fail the
High School Assessments (HSAs). These modules are designed to address areas where students have not fully
demonstrated mastery in their HSA performance. The Collection of Evidence option in Washington State
allows students who have failed the WASL in math, reading, or writing to show their skills tested on the
WASL through a compilation of classroom work samples. These subject-specific work samples are developed
under a teacher’s supervision and must follow state guidelines for collection. Massachusetts allows students
to request a portfolio assessment if they do not belong to a school cohort (6 students or more) that has taken
the same sequence of courses. The portfolio includes work collected during one or more years in a subject
area. The state specifies minimum components for English language arts, mathematics, and science and tech-
nology/engineering. In 2009, the Oklahoma State Board of Education also approved a policy that allows high
school freshmen to demonstrate mastery through an end-of-course project. In all four states, the state depart-
ments of education determine if the evidence provided in the portfolio qualifies a student o graduate.
Starting in the 2010-11 school year, students in New Mexico will also be able to demonstrate competency
through portfolio indicators in subjects they failed to pass on the exit exams.

Waivers and Flexible Cut Scores Used By General Education Students

A more controversial set of alternate pathways excuses students from certain exit exams or allows them to
graduate with lower cut scores. Georgia, Indiana, New Mexico, and Ohio offer waivers where students may
graduate without passing exit exams if they meet all the other graduation requirements. For the waiver
option, the eligibility critetia become particularly important to maintain the rigor of the state testing sys-
tem, so states often attach specific conditions for using the waiver. In Ohio, for instance, diplomas are given
to waived students only when they pass four of the five exit exams and the score on the fifth exam is no
more than 10 scale-score points below the cut scores. In 2008, only 379 students (0.3%) in Ohio and 83
students in Georgia earned diplomas using the waiver.

Other states take a similar approach to flexible cut scores. The Georgia Board of Education, for instance,
offers a variance process that enables students who failed to pass all exit exams to earn a diploma only if they
obtained a scale score that falls within one standard error of measurement of the passing score. Students in
New York may also appeal for permission to graduate with a local Regents Diploma if their test scores are
within three points of the cut scores.

In contrast to substitute and portfolio assessments, waiver and flexible cut score policies often do not lead
students to regular diplomas. In Georgia and New Mexico, for example, students who graduate using
waivers earn certificates of completion or attendance rather than regular diplomas, which indicate that stu-
dents met lower than standard high school criteria. Whether or not an alternate pathway results in regular
diplomas is an imporeant consideration in designing alternare pathway policies. It influences not only the

#Far more information, tefer to www.njpsa.org/documents/NJDOE_SRA_Paper.doc
#Marytand, Massachusetts, Mississippi, Nevada, New Mexico, Oklahoma, and Washington
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calculation of graduation rates thar are tracked under state accountability systems, but more importantly a
student’s opportunity to pursue postsecondary education and a future career.

Of the nineteen states with alternate pathways to general education students, eight offer alternarive diplomas
for general education students who cannot pass all the exit exams or fully meet the state standards. Florida,
Maryland, Nevada, New Mexico, North Carolina, and Virginia offer both alternative diplomas and alternate
pathways that lead to a regular diploma; South Carolina and Tennessee provide no alternate pathways to a
regular high school diploma but grant certificates of attendance to students who fail the exit exams.

Alernate pathways in some states are designed to tie the exit exams more closely to class performance. In
Idaho, for example, seniors who are enrolled in the fall semester and have not passed the exit exams may grad-
uate by completing additonal courses. The state reviews the course plans to make sure they are aligned to
the 10*-grade standards. Arizona’s augmentation policy allows students to add to their exit exam scores with
points derived from course grades. Washington State uses a “grade comparison” option, where students who
failed the exit exams can earn diplomas if they have a grade-point average equivalent to that of students at
the same school who took the same course in mathematics or English and pass the exit exams. This option,
however, is limited to students who have a 3.2 cumulative grade point average or higher across all courses.

Alternate pathways impact general education students to varying degrees across states. Some alternate pathways,
such as the option to substitute Advance Placetnent scores in Washington State, are barely used, while other
pathways, such as the special review process in New Jersey, are used quite widely. Most states reported that a rel-
atively small proportion of students graduated through alternate pathways, but the actual number of students
can be quite significant. In Florida, for example, over 7,000 students graduated through an alternative assess-
ment in the 2007-08 school year, although this number represents less than 5% of the overall graduates.

Alternate Pathways for Students with Disabilities

To meet NCLB requirements, students with disabilities must be included in state assessments, and for most
of the 26 states mandating exit exams, the state assessments in high schools are exit exams. The alternate path-
ways, therefore, are mostly applied for affer students with disabilities fail the exit exams. The remedial, instead
of preventative, nature of alternate pathways also applies to general education students, but it tends to impacr
a higher percentage of students with disabilities because of the low pass rates with this student subgroup.

Compared to general education students, it is harder to collect information on students with disabilities
using alternate pathways to graduation because decisions on students’ qualifications for waiver or the
designs of alternative assessment are often made at the local level, and states do not usually collect this infor-
mation®, For example, the eligibility for waivers is usually determined by individualized education program
(IEP) teams, and many states do not collect data on the number or the percentage of students with disabil-
ities graduating with waivers.

Most states provide particular alternate pathways to students with disabilities in addition to the ones avail-
able for general education students. States have different policy designs to address the needs of students with
disabilities. In tables 3 and 4 we highlight some of the specific alternate pathways. These pathways include
variations of three policy designs, alternative assessments, portfolio assessments and waivers.

Fourteen states offer alternative or portfolio assessment options {table 3). The alternative assessments in
most states are tests with modified questions or aligned ro modified standards. Some states, such as Alaska,
Maryland, Oklahoma and Washington, make both forms available. Compared to waivers, more states atlow
students with disabilities to graduate with regular diplomas after passing alternative or portfolio assessments.

-

" For example, Arizona, Minnesata, New Mexico, and Narth Carclina,
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Table reads: Mississippi altows students with disabilities to take an aiternative assessment to graduate from high school. Students with
disabilites pursuing a regular diploma may participate in the High Stakes Alternative Assessment after their initial participation in subject
area testing. Students graduating threugh the alternative assessment are eligible for a regular diploma. In 2008, less than 1 percent of
students with disabilities submitted a substitute evaluation.

Source: CEP Righ School Exit Exam Survey, 2002-200¢, Center on Education Policy, State Department websites, email and phone inquiries with
state department staff.

Officials in Washington State revealed in an interview with CEP that portfolio assessments can be costly.
The classtoom-based evidence option in Washington State, for instance, costs about $600 per collection of
student work, while the cost of a standardized WASL exam is abour $22 per student.

‘Twelve of the 26 states have waiver options for students with disabilities so they do not need to earn passing
scores on the state exit exams to graduate (table 4). As with waivers for general students, some states are very
specific about the graduation status that different waiver programs may lead to. Alabama, for instance, has
two waivers for students with disabilities that lead to different graduation status. The state waives the require-
ments for passing exit exams, which results in an occupational diploma upon graduation. The state also
allows the local school system to waive one subject area for students with disabilities; with passing scores in

. the other four areas, students are still able to earn a regular diploma.
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Number and Percentage of

Table 4 contlnued' [
Students with Disabilities

CEP Diploma Graduated Through Waiver
Classification State Survey Response Eligibitity in 2008

OH- Exembt form

passing
SC.. Students w1t‘|; or wnhout disablhnes who State certificate  NA- - - non ‘.-‘L
o '-__'comptete allgcourse credlt refuirements but, P - I

il

:do no pass the xn exammatlon are;ellglble

modified
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e standard diploma

special diploma

Table reads: Students with disabilities in Alabama may graduate from high school with occupational diplomas without passing the Alabama
High School Graduation Exams (AHSGE). In 2008, 929 students with disabilities (34.9% of all graduating student with disabilities}
graduated with occupational diptomas. Students with disabilities in Alabama may be exempt from participating in one of the five subiects
to graduate from high schoo! with regular diplomas,

*Note: Beginning in the 2009-10 school year, students with disabilities will be exempt from meeting the CAHSEE requirement as &
graduation reguirement. More information ¢an be found at www.cde.ca.govfta/tg/hs/cahseeABxg.asp. For more detailed information on
requirements for the local waiver request please contact the California department of educaticn.

Sowrce: CEP High School Exit Exam Survey, 2002-2009, Center on Education Paf;’cy. State Department websites, email and phone inguiries with
state department staff.

In addition to alternative and portfolio assessments and waivers, some states use lower cut scores for stu-
dents with disabilities, as in the case of New Mexico’s Career Readiness Path, Minnesota’s flexible pass scores
decided by IEP teams, and Washington's WASL-Basic. Others use modified school curricula, such as North
Carolina’s Occupational Course of Study program that focuses on post-school employment and independ-
ent living. These policy approaches do nort hold students with disabilities to the same state standards that
are applied to general students, and they lead to a graduation status that may not be comparable to that
received by general students who have passed all exit exams.
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Comparing tables 3 and 4, we notice some differences between the option of alternative or portfolio assess-
ments and waivets for students with disabilities. As shown in Table 3, three of the four states that reported
percentage data, Mississippi, New Jersey, and Washington State, had less than 2.5% of scudents with disabil-
ities who attempted or graduated through alternative assessment in 2008. In contrast, the three states that
reported the percentage data in Table 4 show a much larger student population using waivers to graduate.

Alternate Pathways for English Language Learners

Few states with exit exams offer alternate pathways specifically for ELLs, though many of them allow specific

testing accommodations for these students. While most of the states offer ELLs the same alternate par.hways
offered to general education students, Idaho and Minnesota have policies for students with limited experi-
ence in the U.S. education system. ELLs in Idaho may appeal for an alternate measure if they have been in
the program for three years ot less; if they successfully meet the requirements for this alternate pathway, they
will be able to graduate with regular high school diplomas*. Minnesota allows districts to exempt ELLs from
passing exit exams if they have been in the country for less than four years before graduation.

The Process of Shaping Alternate Path Policy in Three States

To understand the design and implementation of alternate pathways, we interviewed officials working with
state high school assessment policies in Maryland, New Jersey, and Washington State. Appendix B explains
the rationale for selecting these three states and describes policy background for each state.

The alternate pathway policies in these three states are shaped by recommendations from state advisory
committees. The commitrees in these three states are composed of a broad selection of stakeholders, includ-
ing representatives from higher education, state and counry offices, the business community, advocacy
groups, schools, and local education agencies. These committees are involved in the details of designing,
implementing, revising, and evaluating the state testing programs. Washington, for example, has multiple
advisory committees, and each committee focuses on a particular graduation option in the state testing sys-
tem. One state official explains the role of advisory committees in Washington as follows:

[The commistee members] determine if things are running; they will determine the procedural guide-
lines and recommend to the legislature if things need to be modified. They are our technical advisors in
the area... Though the legisiature determines whether students are qualified for diplomas, the CAA
Option Advisory Committee would determine what strategies we need o take to prove equivalency [of
different alternate pavhways]. They would recommend to us what procedures are needed and what
analyses would be needed 10 prove [the equivalency].

Since 2005, Maryland has relied on a special task force to examine alternative options for assessing special
student subgroups, such as students with disabilities and English language learners. Since the establishment
of its Bridge Plan program, the state’s test design group has also worked with teachers to design project mod-
ules to ensure the equivalency of its alternate pathways to the regular state exit exams. The advisory com-
mittees in New Jersey have been guiding the development of the Special Review Assessment since the
1990s. They help the state education department collect information from the field about the best way 1o
serve students and give advice on policy changes. Recently, the committee has been helping the state
respond to criticism of SRA.

Criticisms of alternate pathways policies in these three states have focused on the potential threats alternate
pathways pose to the rigor of student testing systems. New Jersey’s state department of education issued a
report in 2008 that revealed its concern regarding the unexpectedly high number of students using the

*For more detailed Information see adm.idaho.govfadminrules/rulesfidapao8/cza3.pdf, p.11.
“The report can be found at www.njpsa.org/documents/N]DOE_SRA_Paper.doc.
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Special Review Assessment to graduate. This concern has precipitated a series of policy adjustments since
the 2008 report. As the SRA heavily relies on districts for appropriate implementation, the state faces the
challenge of making sure thac the districts take the SRA materials seriously and treat them in a secure and
confidential manner. One state official described the state’s reliance on local implementation in this way:

SRA is locally administered and scored: there is much more latitude and trust invested with local districts. And
we try to communicate the validity of diplomas resulting from thas path, the validity of results is vied to the
credibility of that process. We need them to make sure they take it seriously so that the results can be credible.

For states such as New Jersey, the monitoting strategy is critical because the implementation of alternate path-
ways is executed by districts and schools. Maryland has reported some promising monitoring strategjes to over-
see its Bridge Plan, which is also administered and scored art students’ schools. In Maryland, a panel of graders
makes recommendations to the local superintendent about students” qualifications for passing, and the state
spot-reviews this local decision-making process to ensure that student projects demonstrate sufficient qualifi-
cations. The state not only gives specific rubrics for grading but also uses a review system to make sure student
projects are graded appropriately and that the objectives of the project module are met as expected.

Maryland and New Jersey also reported providing professional training to strengthen local implementation
of alternate pathways. Maryland organizes intensive training and publishes guides to explain the use of
rubrics, shows samples of student projects, and specifies goals that need to be met under cerrain timelines.
Similar training was also reported by New Jersey. As New Jersey transitions from comprehensive standard-
ized tests to end-of-course exams, training for SRA will change accordingly. The state is planning to bring
teachers together to score anonymous student work in future training sessions. In this way, teachers will be
able to see student work in other schools, which may help even out differences in grading.

These strategies, however, do not fully address the challenges posed by locally implemented alternate path-
ways. All three states experience some degree of technical challenge in designing and developing alternate
pathways. In Maryland, the amount of content-specific work involved in developing project modules has
created tremendous pressure for state staff:

.. dts a marter of staze belt tightening and this is a whole new set of enormous tasks. .. of training and devel-
oping maserials [and] the scoring rubrics. [The projects] require [students] to set up experiments or do sig-
nificant research; they turn in pretty substantial sets of work ... Its a ton of work to make [projects] fresh
and different each rime, 1o alio make sure that they're rigorous and in-depth enough to be meaningfil,

Washington expressed similar technical challenges when it comes to specifying and communicating learn-
ing objectives for math. It has tried to solve the problem by posting sample problems on the state Web site;
however, new concerns have ensued regarding the uniqueness of student work:

We have a number of high schools in the state where all the submissions from students are essentially the
same, and av this point in time we don’t necessarily think that that is teachers deliberately trying to cheat,
but we think its teachers, in a misguided sense of what the target is, thinking that, “So here are some
math problems. If I can demonstrate that all the kids can do these math problems, then they will have
met the criteria, and so, kids, let me teach you how to do these problems.”

Despite the tremendous amount of work and technical challenges, none of the 26 states assigned more than
four full-time equivalent staff members to develop, facilitate, and oversee alternate pathways. In some states,
alternate pathways are considered local decisions, and no state staff is involved at all. Staffing needs may
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vary due to the diverse policies that require different lengths of time for reviewing evidence collected
through alternate pathways. The time to review and make a decision on one student document ranges from
an hour to a couple of weeks; the appeal process and communication of the results can further increase the
work load and lengthen the time needed for implementing alternate pathways. Some states, such as New
Jersey, rely on local staff, particularly when alternate pathways are administered by local schools and dis-
tricts, but it can be difficult sometimes to recruit teachers to score student work.

Conclusions

Ahternate pathways to graduation can serve as a way to address limitations of standardized assessments and
to balance the state accountability system with a certain amount of flexibility. We see both strengths and
weaknesses in the approaches states have taken with their alternate pathway policies. Portfolio assessments,
for example, allow students to demonstrate their learning in a sometimes less stressful environment and
pushes them to learn what they may not have mastered, but it is hard to gauge how comparable the port-
folios are with the exit exams. The same dilemma exists for substitute tests. It is cheaper and more conven-
ient for states to use the ACT or SAT than to develop state alternative assessments from scratch; however,
these tests are not designed to reflect state curricula and standards; therefore, we must be cautious about
comparing student performance on substitute tests with exit exams.

Other alternate pathway policies, such as flexible cut scores and waiver programs, may be more straightfor-
ward to implement with detailed descriptions of state rules and direct state oversight; unfortunately, they
face some criticism that they lower graduation standards and reinforce or widen existing achievement gaps.
In light of the important roles advisory committees play, officials in New Jersey recommended that states
proactively connect with and consult relevant stakeholders in the early stage of developing alternate path-
ways to graduation so their approach can be scrutinized through multiple perspectives, preventing unnec-
essary complications for implementation.

As supplemental policies to add flexibility to state-mandated assessment, alternate pathways may prevent
high school exit exams from denying many struggling high school students a bright future. We count en
the future development of state data systems to learn more about how alternate pathways serve students
with disabilities. We also hope to see more empirical evidence on how the provision of alternate pathways
impacts student learning in high school, and how various graduation statuses through alternate pathways
influence student development after high school.
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B Chapter 3:
e Trends and Gaps in
S Cxit Exam Pass Rates

n this chapter we twrn to the question of how student performance on exit exams has changed since the

exams became mandatory for graduation. We are particularly interested in the degree to which the stu-

dent pass rate on exit exams has increased and the extent to which the pass rate gap between different
subgroups of students has changed. We use the initial pass rates—the percentage of students passing on
their first attempt—as a proxy for student performance on the exit exams.

A21)0d UONRINPT U0 13JUI)

Given the variety of tested subjects and numerous policy changes in the 26 states studied, we focus on the
initial pass rates in 16 states because they have reported their test results in our surveys for at least three con-
secutive years. We chose to focus on reading® and mathematics because both subjects are required for fed-
eral accountability purposes.” We also limit the data to years in which current exit exams were used to
withhold diplomas.® Table 1 at the beginning of this report shows the years when the states began with-

. holding diplomas based on their exams.

[

As discussed in Chapter 1, exit exams across states differ greatly in content, question format, and test diffi-
culty levels. Such diversity makes initial pass rates in various states not directly comparable to one another.
For instance, difficult test content and low student performance can both contribute to relatively low ini-
tial pass rates, but give completely different implications about the state’s exit exams. Therefore, we can only
compare a state with itself to see if it makes progress from year to year, and we can only do year to year com-
patisons in states where the exit exam remains unchanged for the years studied. We calculated the average
annual growth by dividing the sum of annual changes in the initial pass rates by the number of years for
which we had comparable data.* States are categorized by their amount of average annual growth.

Following the longitudinal trend analysis, we examine the average annual change in the initial pass rate gaps
between various subgroups of students. Initial pass rates of African American and Latino students are compared
to those of white students, and students eligible for free or reduced-price lunch are compared to all students. Initial
pass rates of subgroups of students are limited to years when current exit exams were used to withhold diplomas.
The average annual change in initial pass rate gaps reveals the pace at which such gaps narrowed on the state’s exit
exams. The faster the pace, the greater changes between subgroups in gaps and the narrower the state’s gaps.

In comparing average growth or ‘change in pass rates, we need to be cautious about drawing appropriate
conclusions. A higher growth in initial pass rate may indicate a state’s progress in student performance over
time, but we cannot simply infer that student performance in the state’s exit exams is better than that in
other states with lower growth rates. We cannot conclude thart students perform better in states with a high
average annual change in gaps, because exit exams vary across states.

*Alaska and Texas use high school tests different from exit exams for NCLB,

. #Reading is called English language arts (ELA) in some states.

*for more detailed infarmation on the year diptomas were first withheld based on current exit exams, refer to table 1, pp. 5-5.
*Years of data vary across states because states first withheld diplomas based on cument exit exarms beginning in different years.
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Initial pass rate is not a flawless measure of student performance. Some states, such as Alabama, allow stu-
dents to take exit exams before they reach the grade level in which the exams are supposed to be first admin-
istered. As a result, the initial rates may include srudents who have taken tests before reaching the tested
grades. Most states do not hold schools accountable for the initial pass rate; therefore, students may not
demonstrate their best effort to pass on their first try, which is a limitation of using initial pass rates as a
means to measure the outcome of testing policy.

Last but not least, some states show more or less improvement in initial pass rates or gap closing because of
a dramatic change (increase or decrease) occurring in one year. Considering that many states started imple-
menting current exit exams only a few years ago, such abrupt and unsustained changes may skew our con-
clusions about some states’ passage rates over time.

On the disk accompanying the printed version of this report and posted on the CEP Web site {(www.cep-dc.org)
are supplemental figures and tables that provide more detailed state by state information on initial and cumu-
lative pass rates as well as information on the gap in pass rates between different subgroups of students.

Longitudinal Trends in Initial and Cumulative Pass Rates

The 16 states” included in the analysis show a wide range of change in initial pass rates over varied periods
of time.” Some, such as the initial reading pass rate in Florida and Georgia, barely changed, while some,
such as the initial math pass rate in Alaska and Nevada, fluctuate more than 10%. Such fluctuation can be
either an increase or a decrease in pass rate.

We then took a closer look at the changes in initial pass rates in each subject area. Eleven of the 16 states
showed an average annual growth in the proportion of students passing the test in reading and 13 states
showed average annual growth in math. For initial pass rates in reading, Alaska and Nevada had an average
annual increase of more than 3 percentage points in initial pass rates (Table 5). Six states showed average
annual gains ranging from 1 to 3 percentage points, while inicial pass rates in five stares changed slightly
over the years studied. The initial pass rates in Alabama, California, and New Mexico showed an average
annual decrease of more than I percentage point.

In math, Louisiana, Nevada, and Tennessee had average annual increases in initial pass rates of more than 3
percentage points. Nine states showed average annual increases from 1 to 3 percentage points in initial pass
rates. Initial pass rates in math decreased in California and slighdly decreased in Indiana and New Mexico.

In five states, we also compared the initial and cumulative pass rates on exit exams. (Cumulative pass rates
include the percentage of students who passed exit exams by the end of grade 12.) The analysis is limited
to five states, due to not enough years of comparable test data or missing dara in the other states. Fifieen
states provided cumulative pass rate data for 2008, but many of them did not report data for 2006 and/or
2007. Some states report cumulative pass rates by subjects and subgroups; some report only certain sub-
jects; some estimate ranges. Alabama, Arizona, California, Massachusetts, and Texas are included in the
cumulative pass rate analysis since they provided both initial and cumulative pass rates from 2006 to 2008
in a consistent form and had relatively few changes in their exit exams and relevant policies.

In reading, cumulative pass rates in Alabama, California, Massachusetts and Texas reached around 95% for
the three years we studied. The difference between the initial and cumulative pass rate, however, varied by

7Alabama, Alaska, Arizona, California, Florida, Gerogia, Indlana, Louisana, Massachusetts, Nevada, New Jersey, New Mexico, South Carolina,
Tennessee, Texas, Virginia.

*States began withholding diplomas based on student performance on their current exit exams in different years. Table 1 provides the beginning years
we ysed for czlculating annual average changes.
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Reading

e N IR ST T R .

FL, NJ, TN i GA: e T iy S R e
States with average annual decrease in initial pass rate ;
AL, CA, GA, IN, NM CCATINNML S T e R A
Table reads: Initial reading pass rates in Alaska and Nevada increased by an average of more than three percentage points annually. it
Initial math pass rates in Alaska, Massachusetts, South Carolina, Texas, and Virginia increased by an average of more than two but less }j
than three percentage points annuatly. é
Source: CEP High School Exit Exam Survey, 2002-2009, Center on Education Policy. %j

state. For example, the difference in Californid’s initial pass rate compared to its camulative pass rate was
about 20 percentage points while the difference in Massachusetts was 2bout 5 percentage points. From
2006 to 2008, the difference between the initial and cumulative pass rates in reading remained at 5 0 6
percentage points in Texas, narrowed from 3 to 1 percentage point in Massachusetts, and widened in
Alabama, Arizona and California. Arizona, for example, increased its cumulative pass rate by 8 percentage
points, from 80% in 2006 to 88% in 2008, while its initial pass rates increased by 2 percentage points, from
71% 1o 73%.

In mathematics, the cumulative pass rates in Alabama, California and Massachusetts were also about 95%
from 2006 to 2008. The average difference between the initial and cumulative pass rates in Massachusetts
was greater in mathematics than in reading—about 10 percentage points in math compared to about 5 per-
centage points in reading. The difference between California’s initial and cumulative pass rates in mathe-
matics was about the same as the difference in reading, about twenty percentage points. Cumulative pass
rates were consistently lower in math than in reading in Arizona and Texas. From 2006 to 2008, the differ-
ence between the initial and cumulative pass rates in mathematics was kept at 10 percentage points in
Alabama, narrowed from 8 to 6 percentage points in Massachusetts, and widened in Arizona, California
and Texas. For example, both initial and cumulative pass rates increased from 2006 to 2008 in Texas, but
the growth in the initial pass rate over the three years was less than the growth in the cumulative pass rates
over the same time period. As a result, the difference between initial and cumulative pass rate in Texas
widened from 7 percentage points in 2006, t0 a dlﬂ"erence of 9 percentage points in 2007, to an 11 per-
centage point gap in 2008.

Detailed tables and figures with information on each of the five states’ initial and cumulative pass rates on
reading and mathematics exit exams can be found on the disk accompanying this report and on the CEP
Web site at www.cep-dc.org,
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There are many possible reasons for the differences berween initial and cumulative pass rates. For example,
if the cumulative pass rate reflects 2 high proportion of students passing the exam, it may indicate that reme-
diation programs are successful and that greater proportions of students are succeeding on subsequent re-
takes of the test. It could also mean that some students took the exam before they had completed the
appropriate courses that would help prepare them for the test. It may also indicate that students who failed
to pass the test the first time they took it are increasingly reliant on pursuing additional preparation to help
them past the test. Fifteen states® indicated in our survey that they currently use the initial pass rate to deter-
mine adequate yearly progress (AYP) under NCLB. The initial pass rate weighs more for school accounta-
bility than for students who simply care if eventually they graduate. The deviation of school accountability
from student accountability may have contributed to students’ reliance on remediation and retake oppor-
tunities, which in turn increase the cost of exit exams, and schools’ reluctance o communicate with stu-
dents about state policies regarding alternate pathways (CED, 2009).

The big difference between initial and cumulative pass rates in some states reveals that, of the high school
graduates who pass the state exit exams, quite a few rely on additional help beyond teaching in everyday
classes. A growing number of states have taken action in recent years by increasing assistance to the improve-
ment of instruction and school leadership, as reported in Chapter 1. However, the persistence of big differ-
ences in pass rates in some states highlights the importance of identifying struggling students carly and
providing them with assistance before they fail the tests. .

Gaps in Initiat Pass Rates

The gap analysis® focuses on three student subgroups: African American and Latino students as well as stu-
dents eligible for free or reduced-price lunch. At varying rates, most states have narrowed the gaps; how-
ever, initial pass rate gaps remain large for these subgroups.

Gaps Between African American and White Students

In 2008, African-American students in all of the 15 states® analyzed have a lower initial pass rate than their
white peers by 5 to 36 percentage points in reading and by 7 to 40 percentage points in mathemarics across
states. Looking across the 15 states, the gap in initial pass rates has narrowed annually by an average of 1.1
percentage points in reading and 1.7 percentage points in mathemarics.

Table 6 shows that South Carolina, Louisiana, and Nevada narrowed the initial pass rate gaps in reading
by an average of more than 3 percentage points every year. Gaps in seven states changed less than 1 per-
centage point. Annual changes in initial pass rate gaps have fluctuated in Alabama, Indiana, and Florida,
but the average changes across years show widened gaps between African American and white students.

For mathematics, gaps in nine states narrowed by more than one percentage point pet year. In three of the
nine states, Louisiana, Massachusetts, and Tennessee, the gaps have closed by an average of more than three
percentage points per year. Initial pass rate gaps between African American and white students in six other
states have stalled for the past few years, four (Alabama, Georgia, Indiana and New Jersey) with average
annual gap narrowed by less than 1 percentage point, and two (California and Nevada) with slightly
widened gaps. Annual gap changes have fluctuated in Nevada since 2004.

=Alabama, Arizona, California, Florida, Georgia, !daho, Indiana, Louisiana, Massachusetts, Mississippi, New Jersey, Ohio, Qklahoma, Tennessee,
Washington. www.eed.state.ak.us tlsfassessment/participation_guidelines/ParticipationGuidelinesSeptzoey.pdf

*Only initial pass rates are used to calculate gaps.

*This gap analysis is based on data drawn from 15 of the 16 states. New Mexico is not included in this analysis due to missing data for African American
students in reading and math.
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Reading

AL, FL, IN

Table reads: Louisiana, Nevada and South Carolina narrowed the initial reading pass rate gaps between African Ametican and white
students by an average of more than three percentage points annually. Lovisiana, Massachusetts, and Tennessee narrowed the initial
math pass rate gaps between African American and white students hy an average of more than three percentage points annually.

e

Source: CEP High School Exit Exam Survey, 2002-2009, Center on Education Policy.

Gaps Between Latino and White Students

In 2008, the inidal pass rate gaps between Latno students and their white peers ranged from 6 to 27 percent-
age points in reading and from 5 to 28 percentage points in mathematics. Across the 15 states”, the gap has nar-
rowed at an average annual rate of 1.5 percentage points in reading and 1.4 percentage points in mathematics.

Table 7 shows the pace at which the initial pass rate gaps in reading have narrowed in the 15 states. The
initial pass rate gap between Latino students and their white peers in South Carolina has narrowed at an
average annual rate of 6.7 percentage points since the state began withholding diplomas based on its High
School Assessment Program (HSAP) in 2006. Initial pass rate gaps in Massachusetts and Nevada have also
narrowed by more than an average of 2 percentage points every year. Both Massachusetts and Nevada have
used their current exit exams to withhold diptomas since 2003. Indiana had a slightly widened initial pass
rate gap in reading between Latino and white students due to their fluctuating annual gap changes.

For most of the 15 states, the average annual progress toward closing the Latino-white initial pass rate gap
is greater in mathematics than reading, Gaps between Latino and white students in twelve states narrowed
by more than 1 percentage point per year in mathematics, Massachusetts is closing its gap at an average of
3.2 percentage points per year. Three states showed less than a 1 percentage point change in closing the ini-
tial pass rate gap.

#This gap analysis is based on data drawn from 15 of the 16 states. New Mexico is not included in this analysis due to missing data for Latino students
in reading and math.
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JELEF AN Initial Pass Rate Gaps Betweeri Latino and White Students in Reading and Math

Reading

AZ, GA, TX, VA (AL AK, AZCFL NN, SCTNZ VA . T
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States with less than 1 percentage point of average annual gain in narrowing the achievement gap

AL, CA, FL, 1A, NJ, TN SCA N RA DD ETL e
R [ R N VU . TR T T -
States with less than 1 percentage point of average annual loss in narrowing the achievement gap
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Table reads: Alaska, Massachusetts, Nevada and South Carclina narrowed the initial reading pass rate gaps between Latino and white ?"
students by an average of more than two percentage points annually. Georgia, Massachusetts and Texas narrowed the initial math pass ¥
rate gaps beiween Latina and white students by an average of more than two percentage points annually. ti
]
Source: CEP High School Exit Exam Survey, 2002-2009, Center on Education Policy. )

Gaps Between Students Eligible for Free and Reduced-price Lunch (FRL) and
All Students®

In 2008, the average annual gap in initial pass rate between FRL and all students ranged from 4 to 18 pet-
centage points in reading and from 5 to 18 percentage points in mathematics. Across the 16 states, the gap
narrowed by an average of about 1 percentage point per year in both reading and mathematics. Alaska had
an average rate of 4 percentage points in closing the gap in reading per year (Table 8). Half of the states
have made little progress in closing the gap between FRL students and all students in reading. The gap in
Alabama widened between 2003 and 2004 and remained steady since 2006. In mathematics, two states
closed the gap by more than 2 percentage points, and all 16 stares made some progress.

Conclusions

States have made progress in improving the overall initial pass rate and closing initial pass rate gaps between
student subgroups, but that progress has varied across states and subject matter. Eight states increased their
average annual initial pass rates for all students in mathematics by more than 2 percentage points compared
to three states in reading. Five states showed a decrease in their initial pass rates in reading.

The gaps in initial pass rates betweeri different subgroups of students are narrowing, however, remain daunt-
ing in both subjects. The average annual change in initial pass rate gaps is a measure that helps illustrate how
well states have addressed achievement gaps in high-stakes exit exams. Initial pass rate gaps in most states nar-
rowed, but at different rates. A few recent studies (See Appendix A} provide empirical evidence about the
negative effects thar exit exams have had on minority and disadvantaged students. It has become a key con-

]

»We compare this subgroup to all students because many states do not report initial pass rates of students who are nat eligible for free and reduced-
price lunch,
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Reading
States with more than 2 percentage points of average annual gain in narrowing the achievement gap

AK, MA, NV, NJ, VA

A, GA, LA

States with less than 1 percentage point of average annual gain in narrowing the achievement gap :j
1,
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CA, FL, IN, NM, SC, TN, TX AL, AZ, ‘CA FL JN,, NV ‘NM;- VA . i

. [ v, l' *
Caulat s et M.«._'.. R A
%

AL

kY
i

i
34

Table reads: Alaska, Massachusetts, Nevada, New Jersey, and Virginia narrowed the initial reading pass rate gaps between FRL and all
students by an average of more than two percentage points annually. Georgia and New Jersey narrowed the initial math pass rate gaps
between FRL and all students by an average of more than two percentage points annually.

T L T Y

Source: CEP High Schoel Exit Exam Survey, 2002-2009, Center on Education Policy.,

sideration in the design of effective exit exam policy to mitigate the negative effects of high-stakes assessment
on these students.

It would be fallacious to compare the pass rates directly and conclude that exit exams in a state are better
simply because it has higher pass rates. Some states, such as Nevada and Arizona, have relatively low initial
pass rates bur faster average annual growth than some others.

Initial pass rate trends within each state reflect both progress and persistent gaps that need to be addressed
more effectively in the future. If the ultimace goal of exit exam policies is to promote achievement of alf stu-
dents, states with initial pass rates that have not improved over time may need to reconsider their exit exam
policies, particularly when there is a considerable proportion of students who are failing to pass and who
are relying on remediation and re-take opportunities to pass the exams.
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Appendix A: Studies of High School Exit Exams in 2009

A few recent studies have looked at the effects of exit exams on high school graduation and dropout rates
(Martorell, 2005; Jacob, 2001; Warren & Edwards, 2005; Ou, 2009). For example, Jacob and Dee’s 2009
analysis of the 2000 census data shows that exit exams have a small but statistically significant impact on
high school completion; their analysis of Common Core of Data shows that Minnesota’s Basic Skills Tests
(BST) improved student performance in 9% through 11% grade but increased the dropout rate of 12* graders
who, in most cases, have failed the exam repeatedly. Reardon and colleagues (2009) compared district data
on student achievement and graduation rates before and after the implementation of the California High
School Exit Exam (CAHSEE). They found that the CAHSEE decreases the probability of graduation by
15% for 10* graders in the bottom quartile of achievement. The negative impact is larger on the gradua-
tion rate of minority low-achieving students, English language learners, and students eligible for free or
reduced-price lunch. We summarize a few recent studies as additional resources for readers.

Warren and colleagues (2008) examined the effect of high school exit exams on labor force status or earn-
ings. They found that the rate of postsecondary schooling was not significantly higher in states that required
exit exams than in those that did not. Neither was there a significant difference in employment status and
wage between high school graduates in states mandating exit exams and those in states that did not. The
authors use data from the 1980-2000 U.S. census and the 1984-2002 outgoing rotation groups of the cur-
rent population survey.

Ou (2009) analyzed data from the New Jersey High School Proficiency Assessment (HSPA) exam to look
at the impact of the state’s exit exams on student dropout rates. He found that students who barely fail the
exam are mote likely to drop out than students who barely pass it, indicating that passage or failure on the
exam may sway students with comparable achievement levels toward or away from staying in school. The
effect is more pronounced for racial minorities and economically disadvantaged students.

Jacob and Dee (2009) examined the impact of exit exams through analysis of two data sets. Using the 2000
Census Public Use Microdata Sample (2000 PUMS), they found that the presence of exit exams reduced the
probability of completing high school among white male students and black students. Their analysis of
Common Core of Data (CCD) showed that Minnesota's exit exams reduced the dropout rate in grade 10 and
11 but increased the rate in grade 12, particularly in districts with higher proportions of minority students.

Reardon and colleagues (2009) compared ELA test scores, persistence through 11* and 12* grade, and grad-
uation rates of students who were not subject to exit exams with those of students who were in four large
California districts (subject to the CAHSEE). They found that exit exams had modest negative effects or
no effects at all on student persistence and achievement, but significant negative effects on graduation rates,
particularly for minority students whose scores were in the botrom quartile.
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Appendix B: Methods of Study

Multiple sources provide information on the 26 states’ exit exams, including CEP’s high school exit exam
survey in 2009, CEP’s annual and special reports on high school exit exams in the past seven years, policy
documents from state deparements of education, and reports from the U.S. Department of Education.

State profiles in CEP’s 2002 report provide baseline informartion, and policy changes since then have been
tabulated by state and year. The 2009 survey was administered from February 2009 to June of 2009 to state
officials in the 26 states that mandate high school exit exams. The survey collected information on the fea-
tures of high school exit exams and alternate pathways policies. All 26 states responded to the survey.

Based on data collected in these profiles, we group policy changes into five areas for analysis: historical pol-
icy background, test characteristics, student options, state support, and accountability. Themes of policy
changes are identified through inductive coding, where we summarize changes across states and years in
each of the five areas and then link these changes to see if common policy trends can be identified. We ver-
ify background and update policy status in our survey with designated state contacts, and follow news on
high school exit exams—i.e. for this report generally from October 1, 2008 tw July 15, 2009.

Selection of Interview States

In addition to the state surveys, CEP staff interviewed state officials in Maryland, New Jersey, and
Washington State to examine in greater detail the design and implementation of alternate pathway policy
in these states.* These three states were selected based on their designs of alternate pathways to graduation,
the recent public debate about their high school assessment policy, and the volaility of state policy pertain-
ing to high school exit exams.

Maryland

Beginning in 2009, Maryland requires all students to meet designated cutoff points on state High School
Assessments (HSA) to graduate. To earn a high school diploma, students must pass all four grade-level tests
in government, biology, English, and Algebra [ and earn a2 combined score of 1602. In the meantime, the
state deparument of education designed and offered an alternate pathway to graduation called the Bridge
Plan to Academic Validation.

The Design of Alternate Pathways

The Bridge Plan is an alternative program through which students can earn their diploma if they failed one
or more of the HSAs needed to graduate. The program was piloted in summer 2008 and requires students
to complete one or more project modules in failed content areas. Students qualify for the Bridge Plan if they:

1. Have passed the HSA related course

2. Have taken the specific HSA or mod-HSA test twice without passing or earning a combined HSA score
of 1602

3. Are firmly on the path to completing all other local and state graduation requirements (including atten-
dance), and

4. Have participated in approved assistance

“See Appendix C far interview protocols.
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After the local school system determines that a student will complete a project, a designated school staff
member meets with the student and parent/guardian to design an Academic Validation Project Package.
The number of projects required varies from one to seven and is determined based upon the size of the gap
between a student’s HSA score and the cur score needed to attain proficiency. All projects are linked to the
Core Learning Goals and are supposed to be comparable to the HSA. Upon completion, a review panel
established by the local school system reviews the project and provides recommendations to the local super-
intendent, who conducts a final review for approval or refusal of the student’s work. If a student’s package
is refused, written feedback is provided to the student so revised work can be resubmitted at a later date.

Students with disabilities may meet graduation requitements by taking the Modified HSAs (Mod-HSAs),
alternative assessments based on the same course content as HSA. They are also eligible to participate in the
Bridge Plan, should they fail to meet the standards set for the Mod-HSA.

In December 2008, the Maryland State Board of Education set forth a limited waiver process for seniors
who failed to meet the state’s new graduation requirements. The waiver is designed for students “who were
prevented from fulfilling the HSA requirement because of school system decistons regarding class schedul-
ing, course sequencing, testing, process of interventions, or some other special circumstances.”

The school principal may recommend the waiver or the family may request it. Local school systems’ super-
intendents have the authority to either grant or deny the waiver, and the denials may be appealed to the
state superintendent.

Maryland refers to a “Parallel Path,” meaning that a student may be pursuing more than one pathway at
any given time. For example, he or she may be attempting to pass the HSA exam (or Mod-HSA) and com-
pleting a Bridge Plan at the same time.

Recent Public Debate

Maryland is the most recent state to impose exit exams as graduation requirements; most of the debate has
centered on whether or not there should be such a requirement. Many critics of the exam allege that having
2 high school exit exam encourages dropouts, a phenomenon that is ultimately detrimental to all involved.

The Bridge Plan is offered to reduce the possibility of misjudgment based solely on HSA requirements. The
critics of the plan reflect public concerns over holding all students to the same standards; other critics voiced
concern that the requirements of the Bridge Plan seemed unclear.

The Volatility of Policy

Maryland started administering HSAs in 2001. Many parents and students were not convinced that
Maryland would enforce the HSA graduation requirement, As the school year progressed and people began
to realize that the state was not going to back off the policy, they became concerned. In October 2008, the
Maryland Board of Education reviewed the policy to require HSA for graduation and upheld its decision.

At the start of the 2008-09 school year, 50% of students with disabilities and 15% of English language
learners had passed all four sections of the HSA exam. At the end of May 2009, fewer than 1,500 seniors
had not met the HSA requirement.
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New Jersey’s High School Proficiency Assessment (HSPA) is 2 comprehensive standards-based test in language
arts, mathematics, and science. The class of 2003 was the first required to pass the HSPA to eam a diploma.
In 2009, the board of education voted to phase out the HSPA over time in favor of end-of-course assessments.

The Design of Alternate Pathways

Before Maryland passed the Bridge Plan in the 2008 legislature, New Jersey was the only state that allowed
an alternate pathway to be administered and scored at the local level. SRA consists of two components,
remedial course work and performance assessment tasks (PATs). Currently, teachers score these tests and dis-
tricts audit the scoring. The test is untimed and is composed of open-ended questions (tasks), I students
fail one task, they are given a chance to review and attempt another question. The SRA will be replaced
with the Alternate High School Assessment.

Based on their individualized education program, some students with disabilities are exempr from pass-
ing—but not from taking—the HSPA. Students designated with “IEP-exempt from passing” will not be
affected by their scores for graduation purposes.

Recent Public Debate

In 2007, 14.7% of graduates obrained a diploma through the SRA path. In some districts, more than three-
quarters of students took advantage of SRA. The scoring at the local level caused some concern because
there was lictle or no standardization of scoring and it could be highly subjective. The SRA was branded by
critics as a loophole to graduation and as a false inflator of the state’s high graduation rates. Businesses and
higher education groups argued that SRA had devalued the high school diploma as an indicator of readi-
ness for employment or college.

In 2008, the state department of education started requiring that districts in which 10% or more of the
graduates need the SRA 10 attain their diploma submit a report analyzing their SRA student population
and describing their plans to reduce their dependence on the SRA. A contracted vendor will distribute per-
formance tasks directly to high schools and organize the process of scoring. These changes will become
effective in 2009-10.

The Volatility of Policy

In order to address the massive criticisms of SRA, the board of education voted in 2006 to completely abol-
ish the alternate pathway. In 2009, the board renamed the alternate pathway the Alternative High School
Assessment (available in the 2009-10 school year), and amended the assessment in several ways. The tim-
ing of the test administration was shortened from over several months to only a few weeks. Also, districts
in which 10% or more of high school students are using an alternate assessment to fulfill graduation
requirements will be required to submit a plan that will increase the number of students using the HSPA
to demonstrate academic achievement, Since New Jersey will be moving toward an end-of-course assess-
ment program, this will also change the alternate pathway that is available to students. The state has yet o
release details about this new plan.
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The Washington Assessment of Student Learning (WASL) was first administered in 2003 and diplomas
were first withheld in 2008. Students need to pass reading and writing tests and take the mathematics exam
to meet graduation requirements. '

The Design of Alternate Pathways

By 2008, the state legislature had approved four alternate methods to graduate from high school with a
diploma noted as a Certificate of Academic Achievement (CAA):

L. Collection of Evidence: Assembling a collection of classroom-based evidence that includes specified
work samples demonstrating that they meet grade-level academic standards;

2. WASL/Grades Comparison: Comparing a student’s grades in certain classes with the grades of other
students who took the same classes and met the standard (available only for 12%-grade students);

3. College admission tests: Meeting a specific cut score on SAT or ACT tests; or
4. Advanced Placement (AP): Scoring a 3 or higher on select AP exams.
For students with disabilities, the state developed several alternate options for graduation:

1. WASL-Basic: Students take the high school WASL (with or without accommeodations) and IEP reams
adjust passing critetia to Level 2 (basic proficiency);

2. Washington Alternate Assessment System (WAAS) portfolio: Students unable to take paper-and-
pencil tests show their skills and knowledge through a collection of their work;

3. Developmentally Appropriate WASL (DAW): Students in grades 11 and 12 only take the WASL
{with or without accommodations) at the grade level that best matches their abilities.

4. Locally Determined Assessments: 12 grade students who need modified achievement standards can
pursue this option,

Recent Public Debate

The WASL has been a high-priority item after the election of a new state superintendent, Randy Dorn. The
superintendent announced in January 2009 that WASL would be replaced in the spring of 2010 with tests
that are shorter, have more rapidly reported scores, and contain data that will be more useful to teachers
and partents. Little has been said abour the future of the state’s alternate pathway policy.

The Volatility of Policy

The previous superintendent of education, Terry Bergeson, implemented the WASL after much public
debate. Bergeson’s support of the WASL was the key issue in the 2008 election. The WASL went through
many transformations and revisions before it arrived in its final state.

In 2009, Dorn began plans to change the WASL. Within a month of taking office he held a press confer-
ence to announce the changes discussed above. The superintendent has proposed several changes to the state
assessment system. In spring 2010, the WASL may be replaced with the High School Proficiency Exams
(HISPE). These new computerized exams may become mandatory in 2011. In addition to the sweeping
changes that Dorn proposed, he also requested that the math and science graduation requirements for 2013
be removed until adequate standards and assessments are designed.
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Appendix C: Interview Protocols

Alternate Paths

1.

What is your role with the state department of education? {Previous positions, how long at the state
department of education, etc.)

. Please tell me briefly about the history of the state’s alternate paths to graduation. How were alternate

paths created? For example, through committees, seeking advice from other states, etc.

What is the rationale/premise for the design of these alternate paths? For example, to serve a target pop-
utation (general students, students with disabilities, ELLs, etc.), to collect information to accommaodate
exit exam results, etc.

Wha strategies has the state adopted to ensure the proper use of these alternate paths? (Equivalence to
regular exit exams, implementation oversight, technical training, and consideration of special student
groups, etc.)

. What are somne of the challenges the state faces in implementing alternate pachs? What has worked well,

and what could be improved? In other words, what are the lessons/policy changes that other states could
benefit from knowing? What do you think the state should be doing differently?

Impact of Policy Change

1.

2.

What are the rationales for policy changes in the past?

How have these changes impacted:
¢ Organizational structure
¢ Parmerships

¢ Capacity {staff, finance, technical support)
What are some of the challenges the state is facing to implement exit exams?

Does the new graduation rate formula have any impact on high school exit exam policy? For example,
dara collection and reporting, etc. What changes does the state have to make to use the new graduation
formula?

How do you envision the future development of exit exams in your state?
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