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Abstract
Changes in the United States la-
bor market have increased the
importance of possessing a post-
secondary education. However,
students with disabilities often
experience limited access to, and
success within, postsecondary
education programs. Therefore,
understanding the educational
supports and accommodations
needed by students with disabili-
ties to progress and succeed in
postsecondary programs is of
critical importance.  To address
this need, the National Center for
the Study of Postsecondary Edu-
cational Supports (NCSPES) at
the University of Hawaii at
Manoa recently completed a na-
tional survey of educational sup-
port provision in postsecondary
programs, with a focus on two-
year community colleges and vo-
cational-technical programs. Re-
sults were based on responses
provided by disability support
coordinators of 650 two- and
four-year postsecondary institu-
tions. This article will describe
the survey results and implica-
tions for post secondary schools
serving students with disabilities.

Introduction
For individuals with disabilities,
attending an institution of
higher education is no longer a
fantasy. It is a reality occurring
with greater frequency.  Federal
legislation such as the Ameri-
cans with Disabilities Act (ADA)
in 1990 (PL 101-336), along with
the reauthorized Individuals
with Disabilities Education
Amendments of 1997 (PL 105-
17), has increased accessibility
to postsecondary education. As
a result, the number of postsec-
ondary students reporting a dis-
ability has increased dramati-
cally (Digest of Educational Sta-
tistics, 1996). The proportion of
first-time, full-time students
with disabilities attending col-
leges and universities tripled be-
tween 1978 and 1994 from 2.6%
to 9.2% (Henderson, 1999;
Lehmann, Davies, & Laurin,
2000; National Council on Dis-
ability, 2000; Petty & Kolvitz,
1996; Vogel, Leyser, Wyland &
Brulle, 1999). By 1998, the full
range of students with disabili-
ties (i.e., part-time students and
students enrolled in graduate
programs) had risen to 10.5% of
the postsecondary student
population (Gajar, 1998). In a
recently released report, the Na-
tional Council on Disability
(2000) revealed that 17% of all
students attending higher edu-
cation programs in the United
States had a disability.

Clearly there are a number
of postsecondary options from
which students with disabilities
may choose, including two- and
four-year colleges and universi-
ties, technical colleges, trade
schools, and even some voca-
tionally-specific certification
programs (Cocchi, 1997). Of
these options, reports have in-
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dicated that students with dis-
abilities are more likely to attend
two-year and community col-
leges (HEATH, 1993; National
Center for Education Statistics,
2000; National Council on Dis-
ability, 2000). While attending
these programs, they are more
likely than their nondisabled
peers to earn an associate’s de-
gree or certificate; whereas,
their nondisabled peers more
frequently take general educa-
tion courses that can be trans-
ferred to a four-year institution
(National Center for Education
Statistics, 2000).

What is it about two-year
and community colleges that at-
tracts students with disabilities?
Why do so many of these stu-
dents consider these institu-
tions to be their best choice as
they begin the postsecondary
education experience? Cocchi
(1999) cites ten factors that
positively influence the decision

to attend a community college:
(a) location, (b) cost, (c) peer
group, (d) open enrollment, (e)
entrance exams, (f) programs of
study,  (g) class size, (h) course
offerings, (i) length of program,
and (j) support services.  Seven
of these factors — location, cost,
peer group, class size, programs
of study, course offerings, and
length of program — are rel-
evant to anyone (with or with-
out a disability) in the decision-
making process of choosing
postsecondary educational op-
tions. However, the remaining

In a recently released report,
the National Council on Disabil-
ity (2000) revealed that 17% of
all students attending higher
education programs in the
United States had a disability.
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three factors—open enrollment,
entrance exams, and support
services, may be essential to the
decision-making process and
academic well-being of large
numbers of students with dis-
abilities choosing to attend in-
stitutions of higher education.

The admissions policies of
many four-year colleges and
universities often prohibit the
acceptance of any and all per-
sons possessing a “certificate of
completion” (as opposed to a
regular high school diploma) or
a GED (High School Equivalency
Exam). In contrast, “most two
[year] and community colleges
have a true open admission
policy—that is, they strive to ad-
mit all” (HEATH, 1993, p. 2). 
Many two-year and community
colleges have placement tests
designed specifically for their
particular college. Such tests,
when given with accommoda-
tions, may provide a clearer pic-
ture of a student’s skill level
relative to students enrolled at
that college (Cocchi, 1997).

But, by far, it is the types of
disability services and supports
offered by a two-year or commu-
nity college that are critical de-
cision-making factors for a stu-
dent with disabilities(Cocchi,
1999). While several documents
(Cocchi; HEATH Resource Cen-
ter, 1993; National Clearing-
house on Postsecondary Educa-
tion for Individuals with Dis-
abilities, 1999) have suggested
that two-year schools demon-
strate greater institutional com-
mitment to supporting students
with disabilities, there is limited
research verifying that two-year
and community colleges provide
more support for students with
disabilities than four-year col-
leges and universities.

Purpose and Research
Objectives
Therefore, The National Center
for the Study of Postsecondary
Educational Supports (NCSPES)

at the University of Hawaii at
Manoa conducted a national
survey of educational support
provision, across a large range
of two- and four-year postsec-
ondary programs.  The national
survey focused upon the provi-
sion of supports for a targeted
population — students with dis-
abilities. The purpose of this
study, then, was to identify the
types of supports postsecondary
institutions are providing for
students with disabilities.  More
specifically, we investigated:

1. The types of educational sup-
ports and accommodations
provided to students with dis-
abilities in two-year (or less)
postsecondary programs,

2. The extent to which assistive
technology (AT) is available
for students with disabilities
in two-year postsecondary
programs,

3. How two-year postsecondary
programs compare in the pro-
vision of educational sup-
ports with other postsecond-
ary programs, and

4. The extent to which two-year
postsecondary programs con-
nect students with disabilities
to community-based services
and employment situations.

Method
A survey was developed, piloted,
and distributed to a national
sample of more than 1,500 dis-
ability support coordinators in
two- and four-year postsecond-
ary institutions. The survey was
administered in a voluntary
manner and individual re-
sponses were treated with strict
confidentiality. Respondents
were informed that their partici-
pation could have an impact on
future national policy and prac-
tice decisions. Of the 1,500 sur-
veys distributed, 650 (43%) re-
spondents completed and re-
turned the survey.

Survey Content
Content for the survey ques-

tions was generated from a na-
tional working group of re-
searchers who are members of
a consortium of five universities
comprising the National Center
for the Study of Postsecondary
Educational Supports. The work
groups consisted of research
personnel, including persons
with disabilities, persons in re-
habilitation services, postsec-
ondary educational support per-
sonnel, and individuals with ex-
pertise in the development of
national surveys.

The questions generated in
this preliminary step of survey
development were constructed
into a pilot study with a sample
of 20 disability support coordi-
nators at both two- and four-
year institutions of higher edu-
cation in the State of Hawaii.
The pilot study provided feed-
back regarding question content
and wording clarification, as
well as suggestions for item ad-
dition and removal.

Based on the pilot study
feedback, an eight-page survey
was developed that took ap-

proximately forty-five minutes to
complete. Survey content was
structured around clusters of
the following topics, with the
present study reporting results
from the first three topics:

— Institution’s capacity to of-
fer supports or accommoda-
tions
— Number of students who
receive support and disabil-
ity type
— Availability of technologi-
cal assistance
— Outreach programs

The admissions policies of
many four-year colleges and
universities often prohibit the
acceptance of any and all per-
sons possessing a “certificate
of completion” (as opposed to
a regular high school diploma)
or a GED (High School Equiva-
lency Exam).
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— Funding and specialized
staff issues that affect stu-
dents with disabilities
— Written policies
— Information about the re-
spondent

Survey Sample
The survey was distributed na-
tionally via two methods. The
first method involved the partici-
pation of a partnering organiza-
tion, the Association for Higher
Education and Disabilities
(AHEAD). The AHEAD member-
ship list was composed of Dis-
ability Service Coordinators of
both public and private postsec-
ondary institutions, as well as
two- and four-year institutions.
A total of 750 paper copies of
the survey were mailed to ran-
domly selected AHEAD mem-
bers across the nation. To ad-

dress any bias issues surround-
ing AHEAD membership, a sec-
ond institution list of non-
AHEAD participants was gener-
ated from a randomized, region-
ally stratified list of postsecond-
ary institutions selected from
the 1995 Integrated Postsecond-
ary Education Data System
(IPEDS) CD ROM database,
which is maintained by the Na-
tional Center for Educational
Statistics (NCES), U.S. Depart-
ment of Education. The IPEDS
sampling framework included
data on some 3,000 primary
providers (institutions) of post-
secondary education.

Following the first two
rounds of sample selection, a
subsample of minority institu-
tions was added to ensure their
inclusion within the survey
sample (i.e., 15 historically
black institutions and 15 Native
American institutions), for a to-
tal of 780 institutions within the

IPEDS sampling framework. Pa-
per copies of the survey were
mailed to these institutions.

Respondents from the sam-
pling process consisted of 465
AHEAD members and 184 non-
AHEAD members. The respon-
dents within the sample were
further profiled as follows: 422
were from public schools versus
193 from private schools; 246
were from two-year or less than
two-year schools versus 369
from four-year schools. Data re-
ported in this paper will focus
primarily on responses from the
two-year or less than two-year
institutions. Although it is not
an entirely accurate description,
these 246 schools will be re-
ferred to as two-year institutions
(as opposed to two-year or less
institutions) throughout the re-
mainder of the text.

Data Analysis
Results presented in this paper
were calculated using SPSS
Data Analysis System. First,
each survey question was sum-
marized using frequency counts.
Further quantitative analysis
was then conducted to deter-
mine statistical significance be-
tween groups of items. These
analyses were conducted using
Chi-Square and Analysis of
Variance (ANOVA). For example,
the Chi-Square test was per-
formed for questions with cat-
egorical data (Yes/No). An one-
way ANOVA was used for ques-
tions with scale data (i.e. Likert-
type scale ranging from 0-4).

Results
As a preface to the results sec-
tion, it is important that we ac-
knowledge the discovery of one
important, yet unintended, limi-
tation of the present study. In
our survey, respondents were
asked about the capacity of their
institution to offer various sup-
ports or accommodations as
needed by students with dis-
abilities. In retrospect, asking

the capacity of one’s school to
offer various supports, rather
than asking how often supports
and accommodations were pro-
vided, may have introduced a
confounding factor into our re-
sults. It is quite possible that re-
spondents focusing on the
words, capacity of your institu-
tion to offer supports and accom-
modations, may have responded
differently from those who chose
to focus on the actual frequency
with which supports and ac-
commodations were provided.
As a consequence of our choice
of words, we are only able to re-
port the ability or capacity of the
institutions in our sample to of-
fer various supports. We are un-
able to determine the degree to
which supports and accommo-
dations were (or will be) actu-
ally provided.

The extent to which two- and
four-year postsecondary institu-
tions provide various types of
educational supports and ac-
commodations is important in-
formation as increasing num-
bers of youth with disabilities
seek to improve their quality of
life through participation in
postsecondary education/train-
ing. Based upon the literature
reviewed in preparation for this
study (Barnett, 1993; Hen-
derson, 1999; Lewis & Farris,
1999; National Council on Dis-
ability, 2000), it was hypoth-
esized that two-year postsec-
ondary educational institutions
would provide more supportive
environments for students with
disabilities and other special
needs. Findings from the cur-
rent study provide a more in-
depth picture of the types of
educational supports provided
within two-year postsecondary
education programs, as well as
a comparative analysis of differ-
ences in support provision
across two- and four-year post-
secondary institutions.

Data reported in this paper
will focus primarily on re-
sponses from the two-year or
less than two-year institutions.
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Frequency and Types of Edu-
cational Supports in Two-year
Postsecondary Programs
Since empirical evidence is rela-
tively sparse regarding the cur-
rent practice of providing edu-
cational supports and accom-
modations for students with dis-
abilities at the postsecondary
level, our research team sought
to establish a national baseline
of the frequency and types of
supports offered in postsecond-
ary programs, especially in two-
year institutions. Therefore,
while investigating the first re-
search objective, the types of
educational supports and ac-
commodations provided to stu-
dents with disabilities in two-
year (or less) postsecondary pro-
grams, participants were asked
what the capacity of their insti-
tution was to offer the following
supports or accommodations as
needed by students with dis-
abilities. A list of 34 supports/
accommodations were provided
and respondents were asked to
use the following scale to report
how often each support/accom-
modation is offered within their
overall programs of study:

0 = not offered;
1 = offered less than 25% of
time;
2 = offered 25-50% of time;
3 = offered 51-75% of time;
4 = offered more than 75% of
time

The findings listed in Table
1 provide a comprehensive pic-
ture of the various types of edu-
cational supports offered to stu-
dents with disabilities in two-
year postsecondary programs.

Testing accommodations
was the support most frequently
offered to students with disabili-
ties in two-year postsecondary
settings (84% of the respondents
reported that they offered this
service more than 75% of the
time). Disability-specific schol-
arships and supports for study
abroad were the most infre-

quently offered supports with
59% of the schools not offering
disability-specific scholarships,
and 83% not offering supports
for study abroad. Other most
frequently provided supports
included developmental/ reme-
dial instruction, learning center
laboratories, tutors, and study
skills classes with over half to
almost three-fourths of the
schools providing these services
more than 75% of the time. Ca-
reer/vocational and personal
counseling, providing advocacy
services, and providing inter-
preters/transliterators and/or
notetakers/scribes/readers
were also frequently provided
with over two-thirds of the
schools these providing sup-
ports more than 75% of the
time. Interestingly, accessible
transport on campus, disability-
specific and assistive technology
evaluations were infrequently
provided with approximately
one-half to one-third of the
schools not providing these sup-
ports at all.

To better understand the
overall picture of the first re-
search objective — types of edu-
cational supports and accom-
modations provided to students
with disabilities in two-year (or
less) postsecondary program —
supports were grouped by the
categories illustrated in Table 2.

Grouped analysis revealed
that common generic supports
were provided the most fre-
quently, followed by educa-
tional/personal strategies in-
struction. Accommodations un-
der the career assessment/work
experience category were the
next most frequently offered
supports. The most infrequently
offered supports were in the cat-
egories of financial assistance,
physical accessibility, and ad-
ministrative supports. Supports
fitting into the assistive technol-
ogy category were varied and will
be discussed more thoroughly in
the following section, which out-

lines the results of the second
research objective.

Common generic supports
such as testing accommoda-
tions, personal counseling, ad-
vocacy and tutoring services
were the most frequently pro-
vided with 60 to 85% of the re-
sponding two-year institutions
offering these supports more
than 75% of the time. Two-year
institutions also frequently pro-
vided classes and supports in
educational strategies such as
special learning skills, memory
and study skills, and metacog-
nitive skills. Fifty-seven percent
of the institutions responded
that study skills assistance was
offered more than 75% of the
time (approximately one-third
offered memory and communi-
cation skills more than 75% of
the time). However, only one-
fourth of the institutions offered
meta-cognitive strategies more
than 75% of the time. Two-year
schools also provided develop-
mental/remedial instruction,
learning center laboratories,
and classes in organization and
time management, self-advo-
cacy, and communication with
relative frequency. For example,
remedial instruction and learn-
ing center laboratories were of-
fered by 71% and 62% of the
schools more than 75% of the
time. And half (49.6%) of the
respondents reported that orga-
nization and time management
assistance was offered more
than 75% of the time. While ad-
vocacy assistance was offered by
65% of the schools more than
75% of the time (see common ge-
neric supports); only 44% of the
schools reported offering sup-
ports to develop self-advocacy
skills more than 75% of the
time. Along those same lines,
23% of the institutions offered
self-advocacy skills training less
than one-quarter of the time,
whereas only 17% offered advo-
cacy assistance less than one-
quarter of the time.
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Table 1 continued on next page . . .

Table 1
Frequency of provision of educational supports by two-year schools (N=246)

Type of supports
Not
 offered

Offered more
than 75%
of the time

Supports for study abroad

Disability-specific scholarships

Real-time captioning

Facilitate transfer of supports
to the work setting

Accessible transport on campus

Assistive technology evaluations
for students

Meta-cognitive strategies

Summer orientation programs
for students

Disability-specific assessment/
evaluation

Internships/externships

Equipment or software provision
(loan/lease/purchase)

Document conversion

Memory skills

Skills training on equipment/
software

Communication skills

Class relocation

AT supports across campus

Adaptive furniture

Work experience or work-study
opportunities

Special learning strategies

Self-advocacy skills

30.1%

26.8%

28.0%

22.4%

82.9%

58.9%

71.5%

48.4%

65.9%

47.2%

30.1%

57.3%

48.0%

19.1%

20.3%

20.3%

15.4%

16.3%

15.4%

11.8%

15.4%

14.2%

11.8%

13.0%

17.5%

20.7%

15.0%

17.1%

17.1%

3.7%

Offered 51%
to 75% of
the time

2.4%

4.9%

3.3%

4.5%

3.7%

7.7%

11.4%

8.5%

12.2%

14.6%

10.6%

11.0% 32.9%

36.2%

37.4%

39.4%

41.1%

41.1%

42.3%

42.7%

44.3%

5.3%

11.0%

13.0%

14.6%

20.3%

20.7%

24.4%

25.2%

25.2%

29.3%

30.5%

32.9%

17.1%

13.8%

13.0%

13.4%

14.6%

13.8%

8.1%

13.0%

11.0%

12.2%

18.3%

15.4%

Offered 25%
to 50% of
the time

2.0%

6.5%

3.3%

10.2%

5.7%

9.8%

17.5%

2.8%

6.5%

15.9%

16.7%

19.1%

13.0%

11.0%

15.0%

10.2%

7.7%

14.6%

15.0%

15.0%

16.7%

Offered less
than 25%
of the time

7.3%

18.7%

8.9%

22.4%

4.5%

14.6%

16.7%

11.0%

11.8%
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While career/vocational as-
sessment and counseling was
provided at more than two-
thirds of the schools more than
75% of the time; actual work-
study and internships were pro-
vided much less frequently (only
30-42% of the schools offered
these supports 75% or more of
the time). Forty-six percent of-
fered job placement services
more than 75% of the time. And
transferring supports to the
workplace was provided the
least frequently with almost half
of the schools reporting they did
not provide this service at all.

Of all the supports respon-
dents were asked about (34
items), financial supports such
as study abroad and disability-
specific scholarships were the
most infrequently provided. Ad-

ministrative supports were also
provided infrequently with 25%
percent of the schools not offer-
ing priority registration at all,
and 57% not offering summer
orientation programs.

 Interestingly, physical ac-
commodations such as acces-
sible transport on campus and
class relocation were offered in-
frequently, with 66% of the
schools not offering accessible
transport and 20% of the
schools not offering class relo-
cation. Conversely, only 20% of-
fered accessible transport and
39% offered class relocation
more than 75% of the time.
Adaptive furniture was provided
more frequently with 41% of the
responding institutions offering
it more than 75% of the time and
only 14% not offering adaptive

furniture at all. Another surpris-
ing finding is that assistive tech-
nology and disability-specific
evaluations were infrequently
offered, with almost half (ap-
proximately 48%) of the respon-
dents indicating their schools do
not offer such accommodations.
ASSISTIVE TECHNOLOGY

In answering the second re-
search objective describing the
extent to which assistive tech-
nology (AT) is available for stu-
dents with disabilities in two-
year postsecondary programs,
we found that adaptive furniture
(as mentioned above) and
assistive technology supports
across campus were the most
frequently offered AT supports
and real-time captioning was of-
fered the most infrequently.

Organizational and time
management

Priority registration/course

Study skills

Tutors

Learning center laboratory

Interpretor/transliterator
Advocacy

Notetakers/scribes/readers

Personal counseling

Career/vocational assess-
ment and counseling

Developmental/remedial in-
struction

Testing accommodations

9.3%

24.8%

6.9%

11.0%

11.0%

10.6%

14.6%

4.9%

11.4%

15.4%

6.1%

13.8%

49.6%

53.3%

57.3%

Table 1, cont.
Frequency of probision of educational supports by two-year schools (N=26)

Type of supports
Not
 offered

Offered more
than 75%
of the time

Offered less
than 25%
of the time

Offered 25%
to 50% of
the time

Offered 51%
to 75% of
the time

9.8% 4.5% 11.4% 14.6% 59.8%

16.7% 5.3% 5.7% 10.6% 61.8%

14.2% 10.2% 5.7% 6.1% 63.8%

10.2% 7.3% 6.1% 11.8% 64.6%

11.4% 6.5% 6.9% 9.3% 65.9%

4.9% 5.7% 9.8% 11.8% 67.9%

5.7% 4.9% 8.9% 11.4% 69.1%

5.7% 5.7% 7.7% 10.2% 70.7%

2.4% 4.5% 2.0% 6.9% 84.1%
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Common Generic Supports:

Educational/Personal Strategies
Instruction:

Career Assessment and Work
Experience:

Assistive Technology:
Notetakers/scribes/readers
Interpretor/transliterator
[Adaptive furniture* listed below

as well]
AT supports across campus

Skills training on equipment/
software

11.4%
14.2%

16.3%
15.4%

19.1%

Table 2
Frequency of educational supports by category (N=246)

65.9%
63.8%

41.1%
41.1%

36.2%

9.3%
6.1%

20.7%
17.5%

14.2%

6.9%
5.7%

11.0%
13.0%

14.6%

6.5%
10.2%

11.0%
13.0%

15.9%
Table 2 continued on next page . . .

Transfer of supports to the work
setting 30.1% 24.4%11.4%17.5%16.7%

Internships/externships 30.1% 29.3%12.2%3.8%14.6%

Work experience or work-study
opportunities 15.4% 24.4%15.0%12.2%15.0%

Job placement services 17.1% 45.5%14.2%8.9%14.2%

Career/vocational assessment
and counseling 5.7% 69.1%11.4%8.9%4.9%

Offered more
than 75%
of the timeType of supports

Not
offered

Offered 51%
to 75% of
the time

Offered 25%
to 50% of
the time

Offered less
than 25%
of the time

Testing accommodations 84.1%6.9%2.0%4.5%2.4%

Personal counseling 67.9%11.8%9.8%5.7%4.9%

Tutors 59.8%14.6%11.4%4.5%9.8%

Advocacy 64.6%11.8%6.1%7.3%10.2%

Developmental/remedial
instruction 5.7% 5.7% 7.7% 10.2% 70.7%

Learning center laboratory 16.7% 5.3% 5.7% 10.6% 61.8%

Study skills 6.9% 10.6% 11.4% 13.8% 57.3%

Self-advocacy skills 15.4% 7.7% 15.4% 17.1% 44.3%

Special learning strategies 11.8% 10.2% 18.3% 17.1% 42.7%

Communication skills 20.3% 16.7% 13.8% 11.8% 37.4%
Memory skills 22.4% 16.7% 17.1% 11.0% 32.9%

Meta-cognitive strategies 30.1% 16.7% 17.5% 11.4% 24.4%

Organizational and time
management skills 9.3% 11.0% 14.6% 15.4% 49.6%
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Forty-one percent of the
two-year institutions offered
assistive technology supports
across campus, 36% offered
skills training on equipment/
software, and 33% offered docu-
ment conversion more than 75%
of the time. In examining the
number of schools offering AT
more than half of the time, we
found that 62% offered adaptive
furniture, 59% offered assistive
technology supports across
campus, 50% offered skills
training on equipment/soft-
ware, 45% offered equipment or
software provision, and 44% of-

fered document conversion.
Conversely, 15 - 28% of the two-
year schools did not offer these
AT services at all.

Interpreter/transliterator
services were offered by 64% of
the schools more than 75% of
the time. On the other hand,
real-time captioning was rarely
offered. Seventy-two percent of
the responding two-year pro-
grams indicated that they did
not offer this support; only 13%
offered this support more than
75% of the time.

Approximately half of the re-
spondents (47%) indicated that

assistive technology evaluations
for students with disabilities
were not offered by their insti-
tutions; and 21% of the respon-
dents stated that their institu-
tions offered these evaluations
more than 75% of the time. This
support, like many others, has
a small middle ground. It ap-
pears that in many cases the
schools either offered the sup-
port to a wide range of students
(more than 75% of the time), or
did not offer it at all (See Tables
1 & 2). Interestingly, while the
provision of AT evaluations by
two-year programs was quite

Assistive Technology (con’t):

Document conversion
Equipment or software provision

(loan/lease/purchase)
Assistive technology evaluations

for students

Real-time captioning

Administrative:

Priority registration/course
scheduling

Summer orientation programs
for students with disabilites

Physical Accessiblity:

Adaptive furniture

Class relocation

Accessible transport on campus

Financial Assistance:

Disability-specific scholarships

Supports for study abroad

28.0% 15.0% 13.4% 10.6% 32.9%

Table 2 (con’t.)
Frequency of educational supports by category (N=246)

Type of supports
Not

offered

Offered more
than 75%
of the time

Offered 51%
to 75% of
the time

Offered 25%
to 50% of
the time

Offered less
than 25%
of the time

26.8% 15.0% 13.0% 14.6% 30.5%

47.2% 14.6% 9.8% 7.7% 20.7%

71.5% 8.9% 3.3% 3.3% 13.0%

24.8% 11.0% 4.9% 6.1% 53.3%

57.3% 11.0% 2.8% 3.7% 25.2%

16.3% 11.0% 11.0% 20.7% 41.1%

20.3% 19.1% 8.1% 13.0% 39.4%

65.9% 4.5% 5.7% 3.7% 20.3%

58.9% 18.7% 6.5% 4.9% 11.0%

82.9% 7.3% 2.0% 2.4% 5.3%
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low (47% of the schools did not
offer this service); the number
of two-year schools providing
this service was significantly
higher than four-year schools
(64% of the four-year institu-
tions did not offer AT evalua-
tions; and only 14% offered this
service more than 75% of the
time. (See Table 3 for a compari-
son of two- and four-year insti-
tutions). In general, the two-year
institutions provided signifi-
cantly more AT supports. In fact,
of the 10 supports offered by
two-year institutions more fre-
quently than their four-year
counterparts, five of these in-
volved assistive technology.

Two-year schools offered sig-
nificantly more support in pro-
viding equipment or software,
skills training on equipment/
software, assistive technology
supports across campus, and
adaptive furniture. Only in the
area of document conversion
were there no statistically sig-
nificant differences. In each of
the other AT areas (evaluation,
equipment, training, and sup-
port), two-year institutions of-
fered AT supports at a signifi-
cantly higher level than the four-
year institutions. Conversely, for
each of the above AT supports,
significantly more four-year in-
stitutions did not offer the ser-
vice at all. It appears as though
community colleges and techni-
cal institutions are more com-
mitted to providing AT equip-
ment, training, and support
than the four-year college and
university respondents.

Comparison of Educational
Support Offerings in Two-
year and Four-year Postsec-
ondary Settings
After identifying the types of
educational supports and AT of-
fered to students with disabili-
ties at two-year postsecondary
institutions; our research team
wanted to determine how two-
year postsecondary programs

compare in the provision of edu-
cational supports with other
postsecondary programs. Given
that the overall sample of par-
ticipants consisted of two- and
four-year institutions, it was
possible to compare findings
across the two types of schools.

One-way ANOVA was con-
ducted for each of the 34 sup-
ports to determine whether
there were statistically signifi-
cant differences between two-
and four-year postsecondary
schools. Table 3 displays the 10
supports (out of 34) that were
offered significantly more often
by two-year postsecondary pro-
grams than by four-year pro-
grams. Furthermore, two-year
programs yielded noticeably
higher mean scores for services
offered more than half of the
time (51% of the time or more).

As mentioned previously,
two-year institutions offered sig-
nificantly more support in the
all areas of AT except document
conversion. Another distinctive
difference was in offering sup-
port services to help students
acquire the academic skills nec-
essary to succeed in postsec-
ondary education. Two-year in-
stitutions offered significantly
more support than four-year
institutions in developmental/
remedial instruction activities,
especially in the core academic
areas of math and English; sig-
nificantly more support services
involving learning center or
laboratory facilities, and inter-
preter services, note-taking, and
career and disability-specific
assessment and evaluation.

The two highest F values
(from ANOVA tests) came from
comparisons between two-and
four-year institutions with re-
spect to providing developmen-
tal/remedial instruction and
learning center laboratory ac-
tivities. Of the two-year institu-
tion respondents, 70.7% offered
developmental/remedial in-
struction more than 75% of the

time, and 61.8% offered learn-
ing center laboratory activities
more than 75% of the time.

Interestingly, there were no
statistically significant differ-
ences between two-year and
four-year institutions in the
support areas of tutors, special
learning strategies, study skills,
memory skills, meta-cognitive
skills, organization and time
management, and communica-
tion skills. These appear to be
more generic student services.
In other words, they are used by
all students, not just students
with disabilities.

Two-year postsecondary in-
stitutions did significantly bet-
ter than the four-year institu-
tions when offering disability as-
sessment/evaluation services,
even though only half of the
schools in both groups reported

they actually conducted the as-
sessment/evaluation on-site. In
fact, two-year institutions pro-
vided more assessment/coun-
seling services in general. In
addition to disability-specific
evaluations, they provided more
support in AT evaluations, and
career/vocational assessment
and counseling. In the area of
personal counseling, there were
no significant differences. In
other words, two-year and four-
year institutions provided per-
sonal counseling with approxi-
mately the same frequency.
Overall, two-year institutions
provided more academic and
career-guidance assistance, and
were willing to provide assistive
technology when needed to help
students succeed.

Community Connections
Our final research objective was
to determine the extent to which

In other words, two-year and
four-year institutions pro-
vided personal counseling
with approximately the same
frequency.
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2 yr

4 yr

2 yr

4 yr

2 yr

4 yr

2 yr

4 yr

2 yr

4 yr

2 yr

4 yr

2 yr

4 yr

.000

.000

.000

.000

.000

.0001

.003

13

14
(5.7%)

48
(13.0%)

32
(13.0%)

42
(11.4%)

37
(15.0%)

58
(15.7%)

27
(11.0%)

64
(17.3%)

36
(14.6%)

52
(14.1%)

39
(15.9%)

63
(17.1%)

(5.3%)

18
(4.9%)

174
(70.7%)

118
(32.0%)

152

101
(41.1%)

125
(33.9%)

101
(41.1%)

120
(32.5%)

75
(30.5%)

88
(23.8%)

51
(20.7%)

53
(14.4%)

89
(36.2%)

103
(27.9%)

(61.8%)

168
(45.5%)

148.30

19.935

15.882

13.947

12.569

11.332

8.712

3.35

1.80

2.96

2.34

1.40

0.91

2.33

1.83

2.59

2.13

2.56

2.12

2.07

1.67

43
(17.5%)

50
(13.6%)

36
(14.6%)

44
(11.9%)

51
(20.7%)

47
(12.7%)

19
(7.7%)

12
(3.3%)

35
(14.2%)

32
(8.7%)

26
(10.6%)

35
(9.5%)

25
(10.2%)

29
(7.9%)

32
(13.0%)

55
(14.9%)

32
(13.0%)

38
(10.3%)

27
(11.0%)

41
(11.1%)

24
(9.8%)

17
(4.6%)

36
(14.6%)

53
(14.4%)

41
(5.7%)

34
(9.2%)

19
(7.7%)

28
(7.6%)

14
(5.7%)

146
(39.6%)

40
(16.3%)

92
(24.9%)

38
(15.4%)

102
(27.6%)

66
(26.8%)

141
(38.2%)

41
(16.7%)

114
(30.9%)

116
(47.2%)

235
(63.7%)

47
(19.1%)

118
(32.0%)

AT supports
across cam-
pus

Adaptive
furniture

Skills training on
equipment/
software

Developmen-
tal/remedial
instruction

Learning cen-
ter labora-
tory

Assistive
technology
evaluations
for students

Equipment or
s o f t w a r e
p r o v i s i o n
(loan/lease/
purchase)

Table 3
Comparison of Educational Support Offerings Across Two and Four-year Schools

Mean

Offered
25% to
50%of
the
time
N(%)

Offered
51% to
75% of
the
time
N(%)

Type of
Supports

Not
offered

N (%) P-Level

Offered
less than
25% of
the
time
N (%)

Offered
more
than 75%
of the
 time
N(%)

F
(1,613)

Table 3 continued on next page . . .
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two-year postsecondary pro-
grams connect students with
disabilities to community-based
services and employment situ-
ations. Table 4 provides a de-
scription of the different types
of outreach services provided by
two- and four-year institutions.

Table 4 clearly demonstrates
the statistically significant dif-
ferences between two- and four-
year institutions with respect to
community outreach activities
that benefit students with dis-
abilities. Two-year institutions
offered significantly more out-
reach and linkage supports for
working with high school coun-
selors or transition coordina-
tors, special education teachers,
state vocational rehabilitation
personnel, other rehabilitation
professionals, federal programs,

and business/employers. More-
over, two-year institutions of-
fered more supports (but not
reaching levels of statistical sig-
nificance) when working with
parent/family organizations,
and disability consumer/advo-
cacy groups. Clearly, two-year
institutions are better con-
nected with external programs
and community organizations,
which may in turn provide more
assistance to students in their
academic careers and possibly
a smoother transition into sub-
sequent employment settings.

Discussion
Equal access to, and reasonable
accommodation in the areas of
recruitment and admission,
general student treatment, aca-
demic requirements and in-

struction, and other nonaca-
demic services (e.g., transporta-
tion, counseling, placement ser-
vices) continues to be an ongo-
ing issue for persons with dis-
abilities choosing to go on to
higher education. As noted
throughout this paper, and sup-
ported by other researchers
(Eichhorn, 1997; Gilson, 1996;
Scott, 1996), even though spe-
cial accommodations, services
and/or supports for persons
with disabilities in postsecond-
ary education are mandated
under both Section 504 and the
ADA, neither of these laws, nor
the implementing regulations
that empower them, specify how
or in what forms postsecondary
institutions should provide such
special accommodations, ser-
vices and/or supports. The re-

Table 3 (con’t.)
Comparison of Educational Support Offerings Across Two and Four-year Schools

Note: One-way ANOVA tests were used to determine if statistically significant differences existed between supports offered
 by two- and four-year institutions. The significance level used for each test (34 items) was p > .05. Therefore, it must
 be noted that the probability of a Type I Error is greatly increased.

Offered
25% to
50%of
the
time
N(%)

Offered
51% to
75% of
the
time
N(%)

Type of
Supports

Not
offered

N (%) P-Level

Offered
less than
25% of
the
time
N (%)

Offered
more
than 75%
of the
 time
N(%) Mean

F
(1,613)

3.0239
(10.6%)

214
(58.0%)

53
(14.4%)

4 yr 40
(10.8%)

23
(6.2%)

(5.7%)
3.33 8.276 .00422

(8.9%)
170

(69.1%)
28

(11.4%)
2 yr 14 12

(4.9%)
Career/voca-

tional assess-
ment and
counseling

(14.2%) (10.2%) (5.7%) (6.1%) (63.8%)

(20.6%) (12.2%) (5.7%) (7.0%) (54.5%)

Interpre ter/
transliterator

2 yr

4 yr

35

76

25

45

14

21

15

26

157

201

2.95

2.63

5.907 .015

(56.6%)

(48.0%) (11.8%)

(11.4%)

(6.5%)

(6.5%)

(8.5%)

(6.0%)

(25.2%)

(19.5%)

Disaibility-spe-
cific assess-
ment/evalu-
ation

2 yr

4 yr

118

209

29

42

16

24

21

22

62

72

1.51

1.20

5.186 .023
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sults of our study concur with
Scott’s (1996) earlier findings
that postsecondary institutions
“vary widely according to mis-
sion, faculty, and staff, student
body, course offerings, financial
resources, size, location, and so
forth. Access to these diverse
campuses also varies widely to
meet local needs, purposes, and
priorities” (p. 219).

Testing Accommodations
Our research team sought to
establish a national baseline of
the frequency and types of sup-
ports postsecondary programs
had the capacity to offer stu-
dents with disabilities. Testing
accommodations was the edu-
cational support most fre-
quently offered to students with
disabilities in two-year postsec-
ondary settings. This is not sur-
prising given long-standing at-
tention to this issue in the re-
search and popular press litera-
ture. Testing accommodations,
defined as a change in how tests
are administered or how the
person tested responds (Elliott
et al., 1998), has been a com-
mon and sometimes conten-

tious topic, concerning every-
thing from special education eli-
gibility criteria, ability grouping,
biases in standardized tests,
standardized minimum compe-
tency tests for high school
graduation, and school account-
ability outcome measures (Chiu
& Pearson, 1999; Lombardi &
Burke, 1999; National Associa-
tion of State Directors of Spe-
cial Education, 1999).

Scholarships and Financial
Supports
Disability specific scholarships
and supports for study abroad
were the most infrequently of-
fered supports. While we have
no data to support this claim,
we believe that students with
disabilities are not being dis-
criminated against; but rather,
that these financial supports are
rarely offered to any attendee of
two-year institutions. Most two-
year institutions do not have
generously funded endow-
ments, large numbers of schol-
arship awards, or study abroad
programs. These types of finan-
cial assistance are not typically
associated with two-year insti-

tutions whose aims are to pre-
pare their nontraditional clien-
tele for entering the workforce.
In fact, one of the most salient
selling points of two-year insti-
tutions is lower costs (Cocchi,
1999). Many two-year (or
shorter) programs purposely
strive to keep costs down to re-
duce the need for scholarships
and other financial assistance.

 While it was not surprising
that disability-specific scholar-
ships and supports for study
abroad were rarely offered, it
was surprising to find that there
were no statistically significant
differences between two- and
four-year institutions in these
areas (research objective 3). It
appears that financial support
was sparse across all types of
educational institutions. There-
fore, while four-year institutions
offer more scholarships in gen-
eral, they do not offer many dis-
ability-specific scholarships. To
increase supports in this area,
public awareness may have to
be raised to promote more gifts
and endowments (similar to
scholarships available to stu-
dents of various ethnic groups)
to increase funds earmarked for
scholarships targeting promis-
ing students with disabilities.

Advocacy Assistance
Findings of the present study
revealed that a majority (65%)
of two-year institutions offered
advocacy assistance more than
75% of the time, but only 44%
of the schools reported offering
supports to develop self-advo-
cacy skills with this same fre-
quency. These results support
findings of a national focus
group project (NCSPES, 2000) in
which students with disabilities
stated that while it is important
for a college to provide advocacy
assistance, the type and timing
of this advocacy assistance was
often problematic. Respondents
in the focus group study re-
quested that more focus be
placed upon the development of

Table 4
Comparison of Outreach Offerings Concerning Stu-
dents with Disabilities Across Two- and Four-year

Postsecondary Institutions

46.66

43.897

39.767

24.844

24.129

3.415

3.378

.379

49.3%

63.1%

50.7%

30.1%

26.0%

43.6%

38.5%

5.7%

76.8%

87.4%

76.0%

50.0%

45.1%

51.2%

45.9%

6.9%

Special education teachers

High school counselors or
transition coordinator

Other rehabilitation professionals

Federal programs

Business/employers

Parent/family organizations

Consumer/advocacy groups

Other

.000

.000

.000

.000

.000

.000

.000

.000

Type of outreach 2 yr 4 yr PX 2
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skills such as study, memory,
communication skills, organiza-
tion and time management
skills were commonly offered by
two-year postsecondary institu-
tions. Students with disabilities
participating in a national focus
group project (NCSPES, 2000)
indicated that organization, time
management skills and the co-
ordination of supports within
and across their personal, edu-
cational, and social lives was a
major concern often not ad-
dressed by postsecondary insti-
tutions or related agencies.
These concerns were often a rea-
son for dropping out of school
or for not progressing at an aca-
demic pace equal to students
without disabilities. Therefore,
our finding that only half of the
two-year institutions provided
consistent and frequent support
(more than 75% of the time) in
teaching generic study, organi-
zational and time management
skills has direct implications for
postsecondary institutions. If a
postsecondary institution or
program seeks to improve re-
cruitment, retention, and ulti-
mately job placement success
for their students, they will pro-
vide classes in basic organiza-
tion and time management,
communication, and study
skills. Of all the supports listed,
providing these classes may be
the most easily implemented;
while at the same time the most
far-reaching. Providing these
classes would benefit students
with and without disabilities, as
well as faculty/ staff.

It appears, then, that both
two-year and four-year institu-
tions provide basic study skills
classes, and providing guidance
in how to study is common.
However, providing remediation
in basic skills may not be seen
as the responsibility of four-year
institutions. Perhaps, teaching
students how to use basic aca-
demic skills is viewed by four-
year institutions as more ac-

self-advocacy skills rather than
employing others to provide ad-
vocacy information for students
with disabilities. Therefore,
while two-year institutions re-
ported that advocacy assistance
was offered, the quality of, and
satisfaction with that assistance
was not assessed. Students may
have very different perceptions
about the advocacy accommo-
dations needed.

Remedial Assistance
The largest difference between
two-year and four-year institu-
tions was in providing develop-
mental/remedial instruction
and learning center laboratory
activities; with over 70% of the
two-year institutions offering

developmental/remedial in-
struction and 62% offering
learning center laboratory ac-
tivities more than 75% of the
time. This supports Cocchi’s
(1999) contention that two-year
schools offer more disability-re-
lated support services than their
four-year counterparts. Clearly,
the missions of two-year and
four-year institutions are differ-
ent. Entrance requirements are
different, the client population
is different, types of programs
and majors, and expected out-
comes for students are different.
Therefore, it would be expected
that the types of supports of-
fered all students, not just those
with disabilities, would also be
different across two- and four-
year institutions. One of those
identified differences is the level
and type of support offered to
students to build and gain aca-
demic skills.

College Adjustment Skills
Generic college-adjustment

Therefore, while two-year in-
stitutions reported that ad-
vocacy assistance was of-
fered, the quality of, and sat-
isfaction with that assistance
was not assessed.

ceptable than helping students
acquire those basic academic
skills. Thus, the expectation is
different. Students entering
four-year institutions are ex-
pected to already possess basic
academic skills and should use
study skills classes, if neces-
sary, to help them better apply
these skills.

Career Related Supports
Career-related supports were
relatively common (it is not
known whether such supports
were provided under the um-
brella of generic student ser-
vices or provided by disability
support staff) in two-year post-
secondary programs. Sixty-nine
percent offered career/voca-
tional assessment and counsel-
ing, 46% offered job placement
services and 42% offered work-
study opportunities more than
75% of the time. However, of
specific concern to students
with disabilities (NCSPES,
2000), is the extent to which
supports provided during their
postsecondary educational
years will transfer to subse-
quent work or employment set-

tings. Few disability support
personnel indicated that their
institution offered such assis-
tance; 48% reported that they
did not offer such support, 22%
offered such support less than
25% of the time, and only 15%
indicated they offered this sup-
port more than 75% of the time.

Community Based Services
Our final research question
asked, To what extent do two-
year postsecondary programs
connect students with disabili-
ties to community-based ser-
vices and employment situa-

Perhaps, teaching students
how to use basic academic
skills is viewed by four-year in-
stitutions as more acceptable
than helping students acquire
those basic academic skills.
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tions? Two-year institutions ap-
pear to be better connected with
their community than four-year
postsecondary programs. Link-
ages with secondary schools,
community business/employ-
ers, federal programs, parent/
family organizations, and dis-
ability advocacy groups appear
to be more numerous and ac-
tive within two-year postsecond-
ary programs when compared
with four-year programs.

Summary and Conclu-
sions
The results of this study show
distinctive differences in both
the level and types of supports
two-year and four-year postsec-
ondary institutions offer to en-
rolling and enrolled students
with disabilities. By grouping
these types and levels of sup-
ports into categories, it is easier
to identify more precisely where
our sample of two-year institu-
tions differed from their four-
year counterparts. Our survey
results indicated that two-year
and community colleges typi-
cally provided greater assistance
to students with disabilities in
the areas of academic accommo-
dations, AT, formative and
summative assessment, and
counseling. These two-year in-
stitutions also provided greater
access and availability to devel-
opmental/remedial instruction,
learning laboratories, and
inpterpreters/transliterators.

 In our survey, both two-
year and four-year institutions
were similar in the levels and
types of assistance they pro-
vided to students with disabili-
ties in the areas of administra-
tive (e.g., priority registration/
course scheduling, class reloca-
tion, and summer orientation
programs), ADA-mandated ac-
commodations (e.g., real-time
captioning and accessible trans-
port on campus), external advo-
cacy, work experience/job

placement opportunities and
the provision of specific incen-
tives such as special scholar-
ships and opportunities to study
abroad. It should be noted that
although the two- and four-year
institutions were similar in their
levels and types of supports pro-
vided students with disabilities
in the areas listed above, this
should not be interpreted to
mean that these levels and types
of support are adequate. Sadly,
two-thirds of the responding in-
stitutions failed to offer acces-
sible transportation on campus,
even though on-campus trans-
portation was identified by a
national focus group of students
with disabilities as a critical area
of need (NCSPES, 2000). It is
possible that postsecondary in-
stitutions view the provision of
accessible transport on campus
as being unimportant or as the
role of some other agency or ser-
vice provider. Given the fact that
there is “no educational entitle-
ment beyond high school”
(Edgar & Siegel, 1995, p. 260),
it seems clear that greater at-
tention needs to be given to self-
advocacy training rather than
providing students with disabili-
ties greater access to external
advocacy services.

In conclusion, while enroll-
ment of students with disabili-
ties in postsecondary education
is increasing, they are still not
competing at the level that they
should. In this article, we iden-
tified the types of supports of-
fered by two-year technical and
community colleges. We also
compared these supports to
those offered by four-year insti-
tutions of higher education.
However, these results are
merely a starting point. Cur-
rently, we can only say what
supports were offered; we can-
not say how many students
were provided with which sup-
port services, or how satisfied
they were with the quality of
those services. We also do not

know how the supports were
offered. Future research will
need to examine these areas to
determine effectiveness of ser-
vices provided.
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Introduction
Research demonstrates clear
economic benefits from continu-
ing education beyond high
school (NCES, 2001). Earning
an associate or particularly a
bachelor’s degree has large eco-
nomic returns (Grubb, 1999). As
one policy organization con-
cisely put it in terms that young
people can understand: “More
ed, more bread” (Kleiman,
2001). And today’s youth do
understand. Thus college aspi-
rations have risen dramatically
in the last two decades (NCES,
2001). This rise in ambitions is
not limited to upper income
families (Schneider & Steven-
son, 1999); a majority of twelfth
graders say that they “definitely”
plan to earn a bachelor’s degree
(NCES, 2001).

However, fewer young
people graduate from postsec-
ondary school than those who
state that they intend to do so.
Almost two-thirds of high school
graduates enter postsecondary
schools immediately after high
school (NCES, 2001). Yet of
those who entered postsecond-
ary education for the first time
in the 1995-1996 school year,
37 percent had left two years
later without having earned a
degree or certificate. In 2000, 66
percent of high school graduates
aged 25 to 29 had completed
some college but only 33 percent
of graduates held a bachelor’s
degree (NCES, 2001).

Thus the transition from
high school to college is an un-
successful one for many. This
slippage results from a variety
of causes. Students may be un-
sure of how to apply for college
or how to pay for it; they could
be academically unprepared for
higher education; or they may

What Role Can Dual Enrollment Programs Play in Easing the
Transition Between High School and Postsecondary Education?
By Thomas R. Bailey, Katherine L. Hughes and Melinda Mechur Karp, Columbia University

face what can be a frustrating
task of balancing school and
work while searching for a
course of study that will place
them in a meaningful career
path. One longitudinal and in-
depth study of American youth
summarizes the problem by
finding that most high school
students now “have high ambi-
tions but no clear life plans for
reaching them” (Schneider &
Stevenson, 1999). This issue
has recently been given new at-
tention by organizations and
groups such as the American
Youth Policy Forum (2000) and
the National Commission on the
High School Senior Year (2001),
both of which issued reports
that call for, among other
things, a rethinking of how stu-
dents move from secondary to
postsecondary education.

What should policymakers’
focus should be in improving
this transition for young Ameri-
cans Research does give some
direction. Through analysis of
the High School & Beyond na-
tional longitudinal data set,
Adelman (1999) found that the
strongest predictor of bachelor’s
degree completion was the in-
tensity and quality of students’
high school curriculum. The ef-
forts of the last few years to-
wards raising academic stan-
dards have included requiring
the completion of more rigorous
coursework for graduation, as
well as defining the levels of aca-
demic content students should
be learning from that course-
work. And there has been
progress. In 1982, only 14 per-
cent of high school students
took the minimum coursework
recommended by the 1983 Na-
tion At Risk report, which is four
years of English and three each

of science, math, and social
studies. In 1994, 51 percent of
students did so (Jennings &
Rentner, 1998). Enrollments in
advanced math, science, and AP
classes are higher than they
were a decade ago (ibid.).

Thus, while there is still a
great deal of progress to be
made, more high school gradu-
ates are better prepared for fur-
ther education than previously.
Many believe that a continua-
tion of the standards movement,
supported by increased teacher
training, will bring about further
improvement (Jennings &
Rentner, 1998). Yet even with an
upgraded high school curricu-
lum, school district require-
ments for graduation still often
fall short of those for college
entry and success (The Educa-
tion Trust, 1999). The National
Commission on the High School
Senior Year (2001) reported that
only ten states have aligned
their high school graduation
and college admissions require-
ments in English, and only two
have done so in math. That re-
port also gives examples of how
high school exit and college en-
trance examinations often use
different formats and emphasize
different content (ibid.).

Some analysts argue that
the open door policy at commu-
nity colleges, and even at many
four-year schools, gives confus-
ing signals to high school stu-
dents. According to Rosenbaum
(1998), students correctly per-
ceive that they can attend col-
lege somewhere, even though
they may not completely under-
stand that they may have to take
remedial courses before they
can actually start college-level
studies. But while a student’s
record in high school does little
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to influence his or her ability to
attend some college, that record
is strongly related to success
once the student is in college.
Thus one problem is that stu-
dents fail to understand what
will be expected of them in post-
secondary education.

What many argue is needed
is much stronger communica-
tion and collaboration between
secondary and postsecondary
systems (Orr, 1998; 1999); com-
munication that will help stu-
dents understand what they
need to know and be able to do
to achieve the ambitions that so
many have. In many cases, this

may motivate students to take
their studies more seriously.
Our education system currently
creates a significant break be-
tween high school and college.
But as some postsecondary edu-
cation becomes increasingly
necessary to gain access to most
reasonably well-paid jobs, this
sharp division is becoming more
problematic. One solution to
this problem involves creating a
so-called K-14 system, that
shifts this divide back two years.
More ambitious proposals call
for a smooth transition all the
way from pre-kindergarten
through college – a “P-16 move-
ment” (Kleiman, 2001).

While interest in links be-
tween high school and a broad
range of colleges has grown in
recent years, efforts are build-
ing on some preexisting relation-
ships. We will briefly review two
of those relationships—the co-
ordination of high school exit

and college entry standards,
and Tech Prep. The bulk of this
paper will then be devoted to a
discussion of one rapidly grow-
ing and promising initiative,
dual enrollment.

Coordinating High
School Exit and College
Entry Standards
As noted above, the high school
standards movement has had
some success in bringing about
a more challenging high school
curriculum and higher-level
graduation requirements. Yet,
as a recent report on the rela-
tionship between high school
graduation and college entrance
asked: “will the students who
meet the state’s new require-
ments for high school gradua-
tion be prepared to enter college
without remediation, should
they choose to do so?” (The Edu-
cation Trust, 1999, p.3).

One state in particular has
moved towards this goal. Over
the past few years, New York
State has made the once-op-
tional Regents examinations
mandatory for a high school di-
ploma. At the same time, the
City University of New York
(CUNY) system was engaged in
a self-evaluation, one result of
which was the ending of
remediation courses at all of its
four-year colleges. According to
an analysis of these events by
Kleiman (2001), the CUNY Vice
Chancellor saw the potential for
coordination between the new
tougher policies of the state and
of CUNY. An outside assessment
of the Regents was conducted
and it was determined that a
score of 75 on either the math
or English exams would exempt
any entering CUNY student
from taking remedial classes. As
Kleiman (2001) states, “New
York City is among the few
places making college readiness
the benchmark for high school
graduation” (p.12). This initia-

tive allows students to actually
take fewer tests, while under-
standing better what is expected
of them for college-level work.

Similar, though not as far-
reaching efforts can be found
elsewhere. Some colleges are
now reporting applicants’ scores
on placement examinations to
their high schools. Orr (1999)
found evidence of this in her
research at four community col-
leges, and notes that the high
school teachers were surprised
to learn how poorly their stu-
dents had performed on the
tests. The National Commission
on the High School Senior Year
(2001) recommends that college
placement examinations be
given to high school students as
early as the 10th grade, to help
students and their parents (and,
we would add, their teachers)
begin to gauge their readiness
for college-level work.

Tech Prep
Tech Prep is frequently men-
tioned as a program that is mak-
ing some progress in formaliz-
ing articulation between sec-
ondary and postsecondary edu-
cation (c.f. Orr, 1998; 1999;
Bailey & Morest, 1998). Origi-
nally conceived in the early
1980s by Dale Parnell (1985)
with the goal of improving the
transition between high schools
and community colleges, Tech
Prep offers students planned
career pathways that link high
school classes to advanced tech-
nical education at the colleges.
These programs usually begin
during the last two years of high
school and continue into the
first two years of college.

Tech Prep began receiving
federal funding in 1990 and has
grown considerably. At the lo-
cal level, Tech Prep is organized
by consortia of businesses and
secondary and postsecondary
educational institutions, and
according to a 1993 survey car-
ried out by Mathematica Policy

What many argue is needed is
much stronger communica-
tion and collaboration be-
tween secondary and postsec-
ondary systems; communica-
tion that will help students
understand what they need to
know and be able to do to
achieve the ambitions that so
many have.
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Research, 69 percent of all
school districts reported mem-
bership in a consortium (Silver-
berg, Hulsey, & Hershey, 1997).
The number of community col-
lege and postsecondary school
consortia members has grown
considerably during the mid-
1990s (ibid.). However, while a
1995 survey found that Tech
Prep is potentially available to
88 percent of secondary school
students, only 8.4 percent
(740,000) were actually partici-
pating in these programs (ibid.).

A longitudinal study of thou-
sands of Tech Prep and non-
Tech Prep participants is under-
way (see Bragg, 2001). Re-
searchers engaged in this study
have identified different models
of Tech Prep and are tracking
the two groups of subjects.
Findings so far are that at least
65 percent of Tech Prep partici-
pants enrolled in some form of
postsecondary education within
one to three years of high school
graduation, a figure comparable
to national data. Findings on
persistence in postsecondary
education are not yet available.

A great deal of attention has
been paid to Tech Prep in the
literature, because of its prom-
ise in strengthening collabora-
tion between secondary and
postsecondary schools. How-
ever, the initiative is hampered
because it is often perceived as
a high school vocational pro-
gram, while the emphasis of sec-
ondary education is increasingly
on academics. Bragg (2001)
found that Tech Prep students
often are not aware that the
courses taken in high school
generate college credit, and

Hershey et al. (1998) found
widespread implementation of a
model that targeted vocational
students and was not recog-

nized by them as a course of
study leading to postsecondary
education. It seems that Tech
Prep’s goal of creating se-
quences of linked high school
and community college course-
work has proven challenging. In
our own research at community
colleges, administrators and fac-
ulty have shown a mixed reac-
tion to Tech-Prep. In the last few
years, dual enrollment, another
program to link high school and
college, has attracted much
more enthusiastic attention.1

Dual Enrollment
Dual enrollment programs, cur-
rently being implemented in
many states and localities, are
another example of a way to link
high school and college. Though
such programs, often called
“concurrent enrollment” or
“dual-credit” programs, have
existed for over thirty years,
their enrollments have in-
creased rapidly recently. They
are often seen as a way to offer
high school students access to
coursework not available at the
high school as well as a means
of exposing them to the aca-
demic demands of college. As
dual enrollment requires formal
linkages between high schools
and colleges, they are also a

mechanism for promoting part-
nerships between the two edu-
cation sectors.

Why Dual Enrollment?
Dual enrollment programs allow
high school students to enroll in
a college course prior to high
school graduation, giving them
first-hand exposure to the re-
quirements of college-level work
while gaining high school and
college credit simultaneously.
Traditionally, these programs
have been reserved for high-
achieving students. Dual enroll-
ment in this sense has been
seen as offering gifted students
an academically challenging al-
ternative to remaining in their
regular, age-graded high school
programs (Rogers and Kimps-
ton, 1992).2  All but the most
advanced students are usually
excluded from this model of dual
enrollment. Proponents of this
view believe that less advanced
students might not be academi-
cally prepared for college-level
work, and that offering “easy”
access to college will reduce
their motivation to achieve at
high levels in high school
(Greenberg, 1988).

Recently, however, some
educators have argued that
middle and even low-achieving
students can benefit from dual
enrollment programs. Policy re-
ports issued by such groups as
the National Commission on the
High School Senior Year (2001)
have emphasized the frequency
with which young people opt out
of challenging coursework in the
final year of high school. They
note that the senior-year high
school curriculum can have

1 In the last five years, Community College Research Center teams have conducted fieldwork at over 30 community colleges
around the country. While we have not yet compiled the data collected that are specific to Tech Prep, our impression is that
Tech Prep is usually a small effort aimed towards vocational students and does not tend to be viewed as a college transition
program for a broad population of students. In contrast, dual enrollment appears to have more widespread support as a
program that is potentially far-reaching.

2 This type of dual enrollment can also occur prior to high school; for example, gifted junior high school students may enroll
in a high school for part of their instruction and the junior high school for the remainder. As such implementations of dual
enrollment do not address the transition from secondary to postsecondary education and are limited to the most advanced
students, they are outside of the scope of this paper.

It seems that Tech Prep’s goal
of creating sequences of
linked high school and com-
munity college course-work
has proven challenging.
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little meaning for students’ post-
high school experience, as stu-
dents have frequently already
completed graduation and col-
lege-entry requirements. Thus,
dual enrollment, with its college-
credit-bearing component, is
seen as a way to encourage stu-
dents who might otherwise
“slack off” to engage in demand-
ing coursework during the final
year of high school.

In addition, some believe
that underachieving students
can actually perform at a much
higher level; these students are
just not motivated to do so be-
cause they are bored in class or
see little relationship between
their achievement in high school
and their future success (Lords,
2000). Offering these students
dual enrollment opportunities—
academically rigorous and en-
gaging courses—might promote
hard work and high achieve-
ment. Thus the presumed chal-
lenge of dual enrollment courses
is viewed as a way to motivate
students to work harder than
they would in a regular high
school class. This is consistent
with the popular view that a
wide range of students respond
well to high expectations.

The relationship found be-
tween a rigorous high school
course-load and success in
postsecondary education (c.f.
Adelman, 1999) serves to en-
courage the spread of dual en-
rollment for middle and low-
achieving high school students.
Dual enrollment is seen as a way
to increase students’ exposure
to high-level, challenging
courses prior to college enroll-
ment. In short, it is a way to in-
crease the intensity and rigor of
the high school curriculum.
And, as it is this intensity that
is most closely connected to stu-
dents’ future success in college,
it is hypothesized that challeng-
ing students through dual en-
rollment programs will lead to
high levels of college success.

In connection with the em-
phasis on increasing the rigor
of the high school curriculum is
a third rationale for opening
dual enrollment programs to a
wider range of students: the
ability to offer students a wider
array of curricular choices. In
the face of budgetary pressures,
high schools must often limit
the courses that they offer; sci-
ence and technical courses,
which require expensive lab
equipment, and upper level
courses, which usually have
small enrollments, are often
eliminated from the high school
curriculum in favor of less ex-
pensive (and less rigorous)
courses (Robertson, Chapman
and Gaskin, 2001). “Extras,”
such as music and drama pro-
grams, are also frequently elimi-
nated. Dual enrollment pro-
grams enable students to take
advantage of such courses at
the college level, exposing them
to the rigors of lab science or
advanced foreign language even
if the high school itself is un-
able to provide such instruction
(Adelman, 1999). Using dual en-
rollment to supplement the high
school curriculum can poten-
tially increase student motiva-
tion (by expanding the selection
of interesting and challenging
courses) and student success in
college (by exposing them to
advanced coursework).

These benefits are particu-
larly important for vocational
students. The increased empha-
sis on academics and standards
has led to a de-emphasis on vo-
cational coursework in the high
school. Such courses, particu-
larly those that are lab-intensive
and in need of regular updat-
ing, such as automotive technol-
ogy, printing, or welding, are
being phased out in many high
schools in favor of academic
coursework (Rafn, 2002). The
presence of well-developed vo-
cational courses and labs at
community and technical col-

leges means that dual enroll-
ment can provide such options
for students who may not have
access to vocational education
in their high school. The com-
munity college’s traditional role
as a provider of technical edu-
cation makes such a partner-
ship with high schools an ideal
endeavor—students are able to
take vocational courses, high
schools can focus on creating
curricula that enable all stu-
dents to meet high academic
standards, and two-year insti-
tutions are able to fill their tech-
nical classes and create a “pipe-
line” of future students.

In addition to facilitating the
academic transition to college,
dual enrollment can help stu-
dents make the psychological
transition. Frequently, students
who do not persist in college cite
nonacademic factors as reasons
for dropping out: they are over-
whelmed by the new institution,
they are unfocused, or they had
unrealistic expectations of the
college experience (Noel, Levitz,
and Saluri, 1985). Because
many (though not all) dual en-
rollment programs include time
on campus and exposure to the
nonacademic side of college, it
can serve as a demystifying ex-
perience for students, allowing

them to acclimate to the college
environment earlier. Many pro-
grams offer high school students
access to on-campus activities
and support centers, allowing
students to learn about these
services before they need them.
Young people can begin to un-
derstand what will be expected
of them as college students, po-
tentially increasing their confi-
dence and helping them to navi-
gate the transition. Giving stu-

In addition to facilitating the
academic transition to col-
lege, dual enrollment can help
students make the psycho-
logical transition.
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dents a realistic expectation of
what college is like enables them
to adjust more easily to full-time
college life upon high school
graduation. Alternatively, ex-
pensive false starts in college
can be avoided, as a dual en-
rollment experience may show
some students that college, at
least at this time, is not for them.

The spread of dual enroll-
ment programs is, to some de-
gree, the result of the rising cost
of college. As many dual enroll-
ment programs are free to par-
ticipating students, they serve
as an inexpensive way for young
people to earn college credit,
thus lowering the long-term cost
of a college degree (Orr, 2002).

The ability of students to accu-
mulate college credit, in some
cases up to almost a full year’s
worth, prior to entering college
allows them to both shorten the
time it takes to earn their de-
gree and save significantly on
the overall cost of their educa-
tion. Some states have sought
to encourage this, partly for fis-
cal reasons. In Utah, 75 percent
of junior and senior year tuition
at state universities is waived for
students who earn an associate
degree, with the help of dual
enrollment, by the summer af-
ter their graduation from high
school. Although this program
is quite new, the large number
of courses offered through the
state’s concurrent enrollment
programs, particularly in Salt
Lake City, give reason to believe
that some proportion of high
school graduates will be able to
take advantage of this option.
Given the potential financial
advantages of such programs,
some advocates for their expan-
sion have argued that limiting
them to only the most academi-

cally able limits access to edu-
cational opportunity and is con-
trary to the mission of public
education (Greenberg, 1988).

Community colleges may
also benefit financially from
dual enrollment programs. In
particular, where dual enroll-
ment courses are taught in the
high school, using high school
teachers (who are certified as
eligible) who are paid at an ad-
junct rate, the costs to the col-
lege are extremely low. If state
policy is to reimburse the col-
leges at a full FTE rate for dual
enrollment students, then col-
leges could generate net rev-
enues from these programs,
even if they forgo tuition. In
cases in which the high school
or the individual students pay
tuition, then the college could
benefit even more. However, it
should be pointed out that in
many states, community college
financing, especially where lo-
cal property taxes are particu-
larly important, is less sensitive
to enrollments; and in these
cases, individual colleges may
have no direct financial incen-
tive to expand dual enrollment.
On the other hand, even when
there is no financial incentive,
college administrators may see
political and recruitment ben-
efits of these types of relation-
ships with high schools and lo-
cal communities (Bailey and
Morest, forthcoming).

What do dual enrollment
programs look like?
The arguments in favor of dual
enrollment have proved compel-
ling. Though no exact count of
such programs or enrolled stu-
dents is available, most evidence
indicates that participation is
growing rapidly. A 2001 report
by the Education Commission of
the States reported all but three
states have some sort of dual en-
rollment program, though the
comprehensiveness and institu-
tional arrangements promoting

the programs vary widely (ECS,
2001). In Virginia, there were
6,700 high school students in
dual enrollment programs in
1997, as compared to only
2,000 in 1991 (Andrews, 2001).
In New York City, where an ef-
fort to increase dual enrollment
is underway, the number of col-
leges offering dual enrollment
grew from 6 to 17 between 2000
and 2001; nearly 12,000 New
York City high school students
enrolled in a credit-bearing col-
lege course during the 2000-
2001 school year (Kleiman,
2001). In our own fieldwork
through the Community College
Research Center, we have seen
a significant increase in the
awareness and enthusiasm
about dual enrollment in the
last two or three years.

The strong growth in dual
enrollment programs masks
variation among state policies
and institutional arrangements.
While, by definition, dual enroll-
ment programs allow high
school students to take college
courses and earn credit at the
high school and college levels
simultaneously, the funding
streams, academic require-
ments or prerequisites, and
structure of the programs range
widely. Funding, in particular,
has been a difficult issue for
states to address, and funding
streams for dual enrollment pro-
grams vary (Orr, 2002; Boswell,
2001). Some states’ legislation
requires the state or local school
district to pay students’ tuition
at the college they are enrolled
in, while others compel students
to pay their own tuition and
fees, and still others allow fund-
ing decisions to be made at the
local level. Likewise, some states
allow both the high school and
the college to count dual enroll-
ment students as part of their
full time equivalent (FTE) when
calculating state financial sup-
port, while others allow colleges
to charge fractional FTEs for

The spread of dual enroll-
ment programs is, to some
degree, the result of the ris-
ing cost of college.
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dual enrollment students. Policy
addressing dual enrollment is so
new that these funding mecha-
nisms are still evolving, and are
thus difficult to categorize.

The determination of which
high school students are eligible
for dual enrollment programs
also varies (Boswell, 2001). As
noted earlier, the trend is to
open access to dual enrollment
to a wide range of students, with
the hope that less-motivated
high school students will ben-
efit from the challenge of a col-
lege course. However, concerns
about quality, rigor, and the
maintenance of college-level
standards within dual enroll-
ment courses have led many
states and educational institu-
tions to require that dual enroll-
ment students meet at least
minimum academic require-
ments. Some are quite rigorous,
requiring high levels of aca-
demic achievement and/or high
scores on standardized tests,
while others stipulate that stu-
dents be able to pass the profi-
ciency tests given to all incom-
ing college freshmen. Some
states and colleges allow local
high schools to determine which
students are qualified for dual
enrollment programs. In gen-
eral, it appears that dual enroll-
ment is still targeted to highly
motivated and academically pro-
ficient students, although par-
ticipation has spread from the
most academically gifted to a
slightly broader population of
students. However, national
data are not available to confirm
this perception.

A wide range of courses is
offered to students through dual
enrollment. Unlike with Tech
Prep, dual enrollment options
may include advanced liberal
arts coursework, though in
some areas the program is used
to provide vocational education.
In Wisconsin, for example, stu-
dents can take any course not
offered at their high school,

while other programs, such as
in Salt Lake City, limit high
school students to courses of-
fered specifically for dual enroll-
ment purposes. Again compared
with Tech Prep, course offerings
are simplified because the pro-
gram does not aim for linked
sequences of courses but just
offers single choices. Estimates

of how many students are en-
rolled in various course types—
advanced math and science, lib-
eral arts, or vocational cour-
ses—are inconclusive.

In addition to financing and
admissions differences, dual
enrollment programs can be dis-
tinguished by a number of
implementation characteristics.
One researcher currently study-
ing dual enrollment in commu-
nity colleges, Margaret Terry Orr
of Teachers College, Columbia
University, has categorized the
differences as occurring along
these features (Orr, 2002):

Course Content: While many
dual enrollment courses use
identical course content as
traditional college courses, of-
ten requiring students to take
the same exams and complete
the same assignments as
their college-aged counter-
parts, some programs use a
modified format, whereby the
course is specially designed
for high school students.

Location: Dual enrollment
courses can be offered on a
college campus or at the high
school of enrolled students.
At the high school, the course
may either be delivered in a
traditional classroom format,
or may be delivered via video
or television. A small but
growing portion of dual en-

rollment courses are also de-
livered via the Internet.

Instructors: Dual enrollment
courses can be taught by
regular college faculty or by
specially certified high school
teachers. When high school
teachers teach the courses, a
lengthy certification process
is often required; the question
of who certifies teachers as
suitable dual enrollment in-
structors is not easily solved,
however, and is a thorny is-
sue for policymakers.

Student Mix: Some dual enroll-
ment programs teach high
school students separately, in
their own classes, while oth-
ers combine high school stu-
dents and college students in
the same course.

Credits Earned: Some dual en-
rollment programs offer stu-
dents their college credit im-
mediately upon completing
the college course. Others of-
fer students “credit in es-
crow,” meaning that they
must enroll in postsecondary
education in order to receive
the credit. An additional is-
sue in this area is the trans-
ferability of dual enrollment
credits; the ability of students
to transfer the credits earned
through dual enrollment to
public and private four-year
institutions is not clear.

Two Models—College
Now in New York City
and Youth Options in
Wisconsin
Though not the first dual enroll-
ment program in the country,
the College Now program, initi-
ated at Kingsborough Commu-
nity College (KCC) in Brooklyn,
New York, is one of the largest.
Started in 1984, the program
allows seniors from select New
York City high schools to take
college-level courses at their
high school (Greenberg, 1988).
The program has expanded rap-

In addition to financing and ad-
missions differences, dual enroll-
ment programs can be distin-
guished by a number of imple-
mentation characteristics.
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idly since its inception. During
the 2000-2001 school year,
nearly 5,000 students enrolled
in credit-bearing courses at
KCC, and the Kingsborough
campus of College Now became
the flagship dual enrollment
campus for the entire City Uni-
versity of New York (CUNY) sys-
tem, spearheading a movement
to expand and institutionalize
dual enrollment programs in
New York City (Kleiman, 2001).

Students who wish to enter
the College Now program must
take a battery of college en-
trance tests during the spring
of their junior year (Kleiman,
2001). Performance on these
tests, which are the same as the
tests used for freshmen enter-
ing the CUNY system, is used
to place high school students in
appropriate college courses.
Those who receive passing
grades on the tests are able to
enter credit-bearing courses of-
fered through the college. Those
who do not pass are directed to
remedial courses, also offered
through the college, enabling
them to complete remediation
prior to entering college. Thus,
the College Now program serves
dual purposes—it gives stu-
dents a realistic sense of their
preparation to do college level
work and offers those who need
it remedial help while simulta-
neously offering academically
prepared students a chance to
earn college credit.

The College Now curriculum
has been modified so the college
faculty design courses specifi-
cally for high school students
(Kleiman, 2001). Courses are
delivered to high school stu-
dents at their school, either be-
fore or after the regular school
day, though a few courses are
offered on weekends (College
Now program materials, 2000;
2002). Coursework primarily
focuses on the humanities,
business, and applied sciences.
Students in specialized high

school programs are also some-
times able to take coursework
in their area of study, such as
hospitality for those students
enrolled in high school acad-
emies of travel and tourism.

High school teachers, who
are considered adjunct mem-
bers of the KCC faculty, teach
the courses. As such, these
teachers undergo evaluation by
college staff prior to teaching
and are monitored by KCC staff
throughout their tenure as an
adjunct professor (Kleiman,
2001). Because the courses are
primarily taught at the high
school, dual enrollment stu-
dents are not integrated with
regular college students for their
courses. However, KCC College
Now students are given college
ID cards upon registering for the
program, which gives them ac-
cess to the school’s campus, fa-
cilities, resources, and events
(Shulman, 2000).

The College Now program is
free to students, and seniors can
take up to six credits per semes-
ter. Thus, at least in theory, aca-
demically prepared high school
seniors can earn 12 credits, or
the equivalent of a college se-
mester, during their senior year
at no charge. Institutional re-
search conducted for KCC found
that graduates of College Now
earn more college credit than
other CUNY freshmen and are
more likely to graduate from
college on time (in Kleiman,
2001). This is encouraging, but
may simply be a reflection of the
types of students who choose to
enter College Now, rather than
any effect of the program itself.

While the College Now pro-
gram tends to focus on aca-
demic subjects and preparing
students for college-level work,
the Youth Options program in
Wisconsin focuses on providing
young people with expanded
curricular choice, particularly in
vocational subjects. Instituted
in 1998 as the result of a state

statute, the Youth Options pro-
gram allows high school juniors
and seniors in Wisconsin to en-
roll in technical colleges and
public and private universities
to take courses that are not
available in their high schools
(Rafn, 2002). One site in par-
ticular, the Youth Options pro-
gram at Northeast Wisconsin
Technical College (NWTC), ad-
dresses the needs of students to
take courses outside the tradi-
tional high school curriculum.

The NWTC Youth Options
program provides college
courses to students in a wide
geographic area, including
many very rural parts of the
state. The college has three cam-
puses and five regional centers;
students can take courses on
one of the campuses or via In-
teraction Television (ITV). A very
small percentage of students
take courses on-line via dis-
tance education programs.
Course options include any-
thing not offered at individual
high schools; the most common
courses taken by Youth Options
students are in the applied so-
cial sciences, such as psychol-
ogy or criminal justice, and vo-
cational courses, such as ma-
chine tooling or agricultural sci-
ence (Rafn, 2002).

Like the College Now pro-
gram in New York City, the
Youth Options program is free
to students, with tuition paid by
the local school district. Unlike
the College Now program, de-
termination of which high
school students are eligible is
made by individual high
schools. Also in contrast to Col-
lege Now, students in Youth
Options do not take specially
designed courses. Rather, they
take the same college courses as
other students at NWTC, though
the ITV courses tend to be made
up of only high school students.
Courses offered on campus of-
ten integrate the high school
students with college students.
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College faculty, not high school
instructors, teach all courses.

During the first three years
of the Youth Options program,
enrollment increased substan-
tially. Approximately 150 stu-
dents entered Youth Options
during the 1998-1999 school
year; that figure had doubled by
the 2000-2001 school year, with
slightly over 300 students en-
rolling in the program (Rafn,
2002). The program is new, and
so postsecondary outcomes for
Youth Options students are not
available. Youth Options stu-
dents matriculate at NWTC at
about the same rate as other
high school students in the area;
however, data for Youth Op-
tions’ students overall college
enrollment are unavailable.

One area in which Youth
Options has had a discernible
impact, however, is in providing
a wide array of curricular op-
tions to high school students,
particularly students attending
small, rural high schools. As
noted earlier, the cost of provid-
ing a wide range of courses, par-
ticularly vocational courses,
combined with the states’ focus
on academic standards and
testing, has led many schools,
particularly smaller ones, to
eliminate elective and vocational
coursework (Rafn, 2002). Allow-
ing the technical college to pro-
vide instruction in these areas
has helped to ensure that stu-
dents are able to access such
courses without placing the bur-
den on high schools to provide
expensive lab classes. In fact, a
number of high schools in the
NWTC’s region have deliberately
delayed expanding vocational
course offerings or modifying lab
facilities, with the understand-
ing that these courses are bet-
ter located within the technical
college system. Thus, Youth
Options has served as a cost ef-
fective way to provide vocational
education to high school stu-
dents, while simultaneously

encouraging students to earn
college credit prior to high
school graduation.

A Developing Backlash?
Although community college
and high school faculty and ad-
ministrators are enthusiastic
about dual enrollment, some
state- and district-level officials
and legislators are more skepti-
cal. Much of the concern is fo-
cused around financing. In
states in which both colleges
and high schools receive some
funding based on enrollments,
it appears that the state is pay-
ing twice for the same dual en-
rolled students. Thus, some
state legislators have accused
the programs of “double dip-
ping” into limited financial re-
sources (Orr, 2002). For ex-
ample, the governor of Arizona
proposed cutting the FTE reim-
bursement rate for dual enroll-
ments from 100 percent to 20
percent of the community col-
lege rate. Likewise, the super-
intendent of the Chicago public
schools has proposed capping
the number of students permit-
ted to enroll in the city’s dual
enrollment programs.

As dual enrollment pro-
grams spread, state legislators
will have to clearly address the
question of how to fund them
most equitably. Decisions as to
the most appropriate funding
mechanisms should reflect
states’ goals for the programs
and take into account unin-
tended consequences. For ex-
ample, reducing or eliminating
state payments to the colleges
could lead to the colleges charg-
ing students tuition, which
would eliminate the financial
benefit to families and risk that
lower-income students would be
unable to participate. Reducing
funding to the high schools for
the students attending college
courses could discourage the
high schools from offering the
programs. Continuing to fund

students twice is likely to re-
main a politically and fiscally
unpopular solution. Thus, leg-
islators will have to study the
impact of various funding for-
mulas and adjust their program
administration accordingly.

Critics also worry about the
quality of dual enrollment
courses (Clark, 2001). Some fear
the rigor of the curriculum is
compromised by virtue of the
fact that it is high school stu-
dents who are enrolled in the
course. Others fear some mod-
els of dual enrollment, particu-
larly those models that do not
involve courses on a college
campus, differ little from tradi-
tional high school coursework.
Thus, the Colorado Commission
on Higher Education has en-
forced a regulation according to
which dual enrollment courses
taking place in high schools,
taught by high school teachers,
do not meet the state definition
of a college course. The Commis-

sion has also begun to limit the
number of credits earned by an
individual high school student
for which the college can receive
state reimbursement.

Likewise, the New Century
Scholarship offered in Utah,
which encourages students to
complete their associate degree,
by way of dual enrollment cred-
its, by the fall of the year they
graduate from high school, may
give some cause for concern.
Under this program (which is
quite new and thus has not been
evaluated), eighteen year-olds
who may have spent little or no
time on a college campus are
considered “community college
graduates.” The ramifications of
this acceleration are not clear,
thus such a policy and its im-

As dual enrollment programs
spread, state legislators will
have to clearly address the
question of how to fund them
most equitably.
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pact should be explored in
greater detail.

Outcomes and   Re-
search Findings
The literature regarding the aca-
demic and postsecondary tran-
sition outcomes of participants
in dual enrollment programs is
unfortunately sparse (Orr,
2002). Much of the research
that is available has been con-
ducted by the programs them-
selves, and therefore has a ten-
dency to be “cheerleading,” em-
phasizing positive outcomes
rather than objectively reporting
student impacts. Other research
has focused on student percep-
tions of the program, the ways
in which they use dual enroll-
ment, or credit accumulation
(Orr, 2002). Less research has
been conducted on longer-term
outcomes, such as the time it
takes for participants to earn
their college degree, as com-
pared to other students.

The most serious method-
ological problem involves selec-
tion. Many programs require
students to be academically
successful prior to admission. In
such cases, it is hardly surpris-
ing that dual enrollment stu-
dents enroll in postsecondary
education and have greater suc-
cess there than a more typical
group of students.

There is evidence that stu-
dents enjoy their participation
in dual enrollment programs,
find it useful and motivating,
and are generally satisfied with
their experience (Orr, 2002; see
also Robertson, Chapman and
Gaskin, 2001). For example, one
follow-up study of dual enroll-
ment completers from Salt Lake
Community College (SLCC)
found that the majority of re-
spondents believed that their
participation in dual enrollment
encouraged them to attend col-
lege (Peterson, Anjewierden, and
Corser, 2001). The evidence also
suggests dual enrollment stu-

dents are successful once they
enter postsecondary education.
A study conducted by the Uni-
versity of Washington found stu-
dents enrolled in Washington
state’s dual enrollment pro-
gram, Running Start, performed
comparably in the two-year in-
stitutions to similar other two-
year college students, and those
who transferred to the Univer-
sity of Washington continued
with “solid” academic perfor-
mance (Washington State Board
for Community and Technical
Colleges, 2001). But this study
did not control for students’
preexisting characteristics.

Studies of dual enrollment
students in Arizona also show
positive postsecondary out-
comes for participants, though
again it is not clear that the re-
search controlled for students’
likely outcomes without the
dual enrollment experience.
Still, over 90 percent of dual
enrollment students who re-
ceived their college instruction
on a college campus graduated
from high school, as compared
to the average of 49 percent for
the seven high schools from the
Maricopa Community College
District (Finch, 1997, in Puyear,
Thor, and Mills, 2001). A sur-
vey of dual enrollment students
from another Arizona program
found that students’ first semes-
ter grades were higher than
those of a typical community
college transfer student (Finch,
1997, in Puyear, Thor, and
Mills, 2001). A third study, con-
ducted by the University of Ari-
zona (in Puyear, Thor, and Mills,
2001), found dual enrollment
participants had lower drops in
GPA upon entering the univer-
sity than other students, even
when prior academic achieve-
ment was accounted for. Varia-
tion in unmeasured character-
istics may also account for dif-
ferent outcomes, nevertheless,
this study does suggest dual en-
rollment may indeed ease stu-

dents’ transition to postsecond-
ary education; students’ ability
to maintain their grades during
the first year of college may be
a result of better academic or
emotional preparedness, due to
their participation in dual en-
rollment courses.

As noted earlier, studies of
Kingsborough Community
College’s College Now program
have indicated high levels of
success for program partici-
pants. Though students earning
college credit through College
Now must be academically pro-
ficient, students with low levels
of academic achievement can
participate by taking remedial
coursework offered through the
college. As a group, College Now
participants have a high level of
postsecondary success (Klei-
man, 2001). When compared to
CUNY freshmen who did not
participate, College Now stu-
dents who enrolled in the CUNY
system were twice as likely to
graduate from college on time
and less likely to need remedial
coursework (Kleiman, 2001).

We are only beginning to get
a sense of the impact of dual
enrollment programs on stu-
dents. The minimal research
available certainly indicates that
participants and educators,
both in high schools and com-
munity colleges, are enthusias-
tic about the strategy. Students
do proceed on to college and
have more success there than
the typical high school student,
although this may reflect the
characteristics of the dual en-
rollment students rather than
the effects of the program. The
very small number of studies
that control for high school
grades at least begin to take ac-
count of selection effects, and
such studies still show positive
effects. In any case, what we
know so far is positive enough
to warrant further experimenta-
tion and assessment.
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Conclusion and Federal
Policy Role
Although dual enrollment is not
a new strategy, it has grown rap-
idly in the last five years. It
therefore has the potential to
shift from a program focused on
a relatively small number of
higher achieving students to a
much larger strategy with the
potential to facilitate the high-
school-to-college transition for a
broad range of students. The
enthusiasm of the participants
and some preliminary evidence
suggest that the strategy has
great potential. Nevertheless,
any positive conclusions can
only be considered tentative and
many of the policymakers and
legislators responsible for fund-
ing both high school and com-
munity college enrollments have
questioned whether these ex-
penditures are really the most
effective use of their dollars.

Analysis so far has sug-
gested that dual enrollment may
have the potential to improve
preparation for college: it may
motivate students to take a
more rigorous high school cur-
riculum; it shifts the focus of oc-
cupational education to post-
secondary institutions, while
keeping such coursework avail-
able for high school students; it
can provide an early warning
mechanism to signal whether
students are prepared for col-
lege; and it can acclimate stu-
dents to a college environment
while they are still in high
school. If dual enrollment does
have these effects, then it is
likely that it can increase col-
lege enrollment rates, but per-
haps more important, improve
the success of students once
they enter college. Conversely it
may help some students decide
earlier that college, at least at
this point, is not for them, and
that they might spend their time
more productively working or
enrolling in more focused occu-

pational education such as ap-
prenticeships or training for in-
dustry based certifications.
Dual enrollment can also fit with
other federal goals, such as im-
proved career guidance in high
school and the more effective as-
sessments sought by the No
Child Left Behind strategy.

Given all of this potential,
should the federal government,
through the legislative and
funding tools that it has avail-
able, encourage and promote
the spread of the dual enroll-
ment strategy? In our judgment,
it is too early to answer this
question definitively. We have
emphasized throughout this re-
port, though, that early evidence
does indicate potential; there-
fore this is one case in which the
federal government can play a
crucial role in promoting and
coordinating experimentation
and assessment.

Despite the growing enthu-
siasm and popularity of the
strategy, a surprising number of
straightforward descriptive
questions remain unanswered.
Exactly how many students are
participating and how many
courses do they take? What is
the mix between courses taken
in high schools, on college cam-
puses, or through some form of
distance education media?
Similarly, how much of this pro-
gram involves mixing high
school and college students? It
is also important to know
whether high-school-based dual
enrollment courses are taught
at a college level, or whether the
content of community college
courses with large high school
enrollments is downgraded.

It is particularly important
to understand the extent to
which the program is confined
primarily to more advanced and
academically successful stu-
dents and whether more typical
high school students can per-
form adequately in college
courses that are in fact taught

at the college level. The federal
government may have an inter-
est in promoting a program fo-
cused on the top students, per-
haps in order to strengthen the
education of advanced scientific
personnel. But dual enrollment
would be much more relevant to
the Perkins Act and to the Of-
fice of Vocational and Adult
Education if it serves a broad
range of students.

Ultimately, educators and
policymakers need to know
whether well-designed dual en-
rollment programs fullfil their
potential. Do students attend
college at higher rates, do they
have stronger college records,
and are they able to make plans
and decisions more effectively?
Is dual enrollment more effec-
tive for particular types of stu-
dents? Vocationally oriented
students may benefit from en-
rollment in higher-level occupa-
tional courses. It is possible that
students from the middle of the
achievement distribution have a
great deal to gain from dual en-
rollment, while it could be coun-
terproductive for students with
more serious problems.

Dual enrollment has the po-
tential to alter the relationship
between high school and college.
At one extreme, it could funda-
mentally change the content of
the high school junior and se-
nior years and at the same time
promote a more focused and
perhaps coherent role for post-
secondary institutions, particu-
larly community colleges. At the
other extreme, it could reduce
the amount of effective educa-
tion received by students if they
emerge from high school having
learned exactly the same things
that they would have in a regu-
lar high school program, but
now having accumulated some
college credit for that high
school education.

At this time, the federal gov-
ernment, through a coherent
and well-designed program of
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innovation and assessment, has
an unusual opportunity to
shape and guide a movement
that is growing rapidly yet so far
lacks a solid basis on which
educators and legislators can
make decisions about design,
size, and targeting. Given the
enthusiasm for the program and
its apparent potential, a federal
focus on this strategy seems well
worth the effort.
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Abstract
Youth with learning disabilities
and behavioral disorders face
significant barriers to academic
and vocational success and are
at risk for poor school perfor-
mance, high unemployment
rates, and poor socioeconomic
status. This paper describes the
development and results of the
first year of a model program in-
tended to promote science, engi-
neering, and technology careers
and address academic and vo-
cational needs of low-income
youth with disabilities. The
program’s first year results pro-
vide preliminary evidence for its
effectiveness and demonstrate
the need for future rigorous study
in this area. Implications for vo-
cational programs are discussed.

High School/High Tech: Promoting Career Exploration in
Technology for Youth with Learning Disabilities and
Behavioral Disorders
By Gail Schoen Lemaire, Ph.D., Kalisankar Mallik, M.S., D. in Engr., and Bryan G. Stoll, M.S.

High School/High Tech:
Promoting Career Explo-
ration in Technology for
Youth with Learning
Disabilities and Behav-
ioral Disorders
Learning disabilities (LDs) are
common among school age chil-
dren and youth. LDs comprise
the largest category of disabili-
ties within the public school sys-
tem, accounting for 46% of the
approximately 6 million stu-
dents identified as having a dis-
ability and 5.9% of the total
school enrollment (US Depart-
ment of Education, 2000). Youth
with LD are at increased risk for
psychiatric disorders, perfor-
mance anxiety, family disrup-
tion, poor peer relations, (Ameri-
can Academy of Child and Ado-
lescent Psychiatry, 1998) social
skills deficits, and decreased
self-esteem (Kaufman, 1997;
Kavale & Forness, 1995). Epide-
miologic and clinical studies
have shown that LDs often co-
occur with psychiatric and emo-
tional and behavioral disorders
(Cantwell & Baker, 1991; Forness,
Kavale, & Lopez, 1993; Rock &
Fessler, 1997). Youth with LDs
also tend to drop out of school
at a higher than average rate (US
Dept of Education, 1995), and
are at risk for later workplace
difficulty (Roffman, Herzog, &
Wershba-Gershon, 1994). Find-
ings from the National Longitu-
dinal Transition Study (NLTS),
(SRI International, 1997) showed
that absenteeism, poor grades,
and course failure were prob-
lems for students with disabili-
ties and strong predictors of
school drop out. Data collected
by telephone interview about

955 youth with LD from 300 US
school districts, showed that
only 68% of such youth gradu-
ated from high school. Among
524 students with emotional or
behavioral disorders, less than
one-half (48.4%) graduated (SRI
International, 1997). National
statistics from the US Depart-
ment of Education reveal more
discouraging findings. In 1998,
among students with LDs in the
US and outlying areas, 33.1%
and 4.5% graduated with a di-
ploma or a certificate (GED) re-
spectively (US Department of
Education, 2000).

Employment in adulthood is
a significant outcome and an
important indicator of success
(Bullis & Cheney, 1999). Youth
with LDs and/or behavioral dis-
orders (LD/BD) face barriers to
finding and maintaining em-
ployment and fare worse in their
rate of competitive employment
than youth in the general popu-
lation. According to data from
the National Longitudinal Tran-
sition Study, only 52.9% of
youth with LD and 40.7% of
youth with serious emotional
disturbance were employed two
years after secondary school
(SRI International, 1997). Many
work settings require post sec-
ondary education for entry into
the workplace, a goal often dif-
ficult to obtain for youth with LD
who may lack effective commu-
nication skills and the ability to
chose and maintain a career
(Clausen, 1997) or adjust to the
work environment (Mpofu &
Watson, 1999).

Overall, studies have sug-
gested that without interven-
tion, youth with LD/BD face
many barriers to success due to
their greater risk for negative
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emotional, educational, and vo-
cational outcomes. Adolescence
is an important time for deci-
sion-making in regard to work
and employment (Erikson,
1980; McPhail, 1993). For ado-
lescents with LDs and/or behav-
ioral disorders, this develop-
mental task may be especially
difficult. Work is a major and
highly valued life role and for
most, initiation into work begins
in adolescence either through
summer jobs or part-time em-
ployment during the school year
(Hardesty & Hirsch, 1992).

Youth with LD/BD have
‘multi-system’ needs requiring
interagency collaboration and
services (Rosenblatt & Rosenblatt,
1999). The 1992 Amendments
to the Individuals with Disabili-
ties Education Act (IDEA: P.L.
101-476) mandate transition
services that provide coordi-
nated outcome-focused inter-
ventions to facilitate movement
from school to post-secondary
education, vocational training,
integrated employment, adult
services, independent living, or
community participation (US
Department of Education,
2000). Community collaboration
and interagency partnerships
and cooperation are important
in assuring successful transi-
tions for youth with disabilities
(Lemaire, Mallik, & Stoll, 2002).

To help meet the academic
and vocational transition needs
of in-school youth with disabili-
ties, Alliance, Inc. established
the High School/High Tech Pro-
gram within its Youth Services
Division. The High School/High
Tech Program assists the school
with providing the post-second-
ary connections that they are
required to coordinate. The Pro-
gram offers most of the required
transition services required un-
der IDEA, both during the se-
nior year and following gradua-
tion, when the school system
ends their service obligations.

The purpose of this paper is
to describe the High School High

Tech Program components and
operations, its development
within the community, the first
group of participants, and their
immediate academic and voca-
tional outcomes. Implications
for programs providing aca-
demic and vocational training
services are discussed.

Method
Program Description
Alliance, Inc. is a private, not-
for-profit, community-based re-
habilitation service agency, ac-
credited by the Commission on
Accreditation of Rehabilitation
Facilities (CARF), licensed by the
Maryland Department of Health
and Mental Hygiene, the Mary-
land Department of Alcohol and
Drug Abuse, and the Develop-
mental Disability Administra-
tion. Alliance offers rehabilita-
tion services to youth and adults
with disabilities throughout the
state of Maryland. Youth ser-
vices include the Expanding
Horizons Program for out-of-
school youth with disabilities
(Lemaire, Mallik, & Stoll, 2002)
and the High School/High Tech
Program. The latter was estab-
lished in 1999, and is a coop-
erative effort between Alliance,
Inc., the public school system,
students, parents, post-second-
ary educational facilities, federal
agencies, private employers,
county agencies, and economic
and technology development
groups. The Program is funded
in part through the Workforce
Investment Act (WIA), Title I-B.
The grant, administered by the
Baltimore County Office of Em-
ployment and Training (OET),
was initially funded from July
2000 through June 2001 for
$118,000 and, based on initial
success of the program, received
a second round of funding from
July 2001 through June 2002.

Alliance’s High School/High
Tech Program is part of a na-
tional program, currently of-
fered in 21 states and the Dis-

trict of Columbia. High School/
High Tech promotes science, en-
gineering, and technology ca-
reers for students, ages 16 to 19
who have disabilities and an in-
terest in and the capacity to
pursue careers in technology.
Enrollment in High School/High
Tech is voluntary. The Pro-
gram’s primary objective is to
assist students with disabilities
to become independent and pro-
ductive members of the technol-
ogy-related work force.

The High School/High Tech
Program focuses on computer
and biotechnology because
these areas comprise the bulk
of the technology labor market
in the greater Baltimore area.
The Program’s curriculum en-
courages students to examine
their interests and potential for
careers in the sciences and tech-
nology and to prepare for and
pursue post-secondary training
and or employment in the high
technology area. During the
school year, students partici-
pate in a variety of academic and
vocational seminars, attend pre-
sentations, and visit potential
employers. In the first year, stu-
dents had opportunities to visit
sites such as the Federal Bu-
reau of Investigation, the Uni-
versity of Maryland Center for
Marine Biotechnology, the U.S.
Army Corps of Engineers and
academic and health care set-
tings. During the summer, stu-
dents participated in a 6-week
work experience in settings pro-
viding an opportunity to work
with technology.

The program consists of two
phases. Phase I provides ser-
vices for one year from referral
to academic engagement and/
or vocational retention. Phase II
provides follow-along services
for an additional year that in-
clude monitoring, supporting,
and/or referring participants to
appropriate agencies as needed.
Figure 1 shows the Program’s
service flow.
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Target Population
High School High Tech is a WIA
funded program. Therefore,
youth must meet one or more
of the following criteria for be-
ing “economically disadvan-
taged” as well as specific crite-
ria related to academic, family,
social, legal, and disability sta-
tus. Criteria for being economi-
cally disadvantaged requires
that the participant be: a mem-
ber of a family whose income
meets the Maryland poverty
guidelines or whose family re-
ceives cash welfare payments or
food stamps; a homeless or fos-
ter child; a youth with a verified
physical or mental disability (in-
cluding LD/BD) that presents a
substantial barrier to employ-
ment and whose own income
meets the poverty guidelines,
even if the family income ex-
ceeds the guidelines. Since the
target population is students
with disabilities, family income
is not a factor in the Program’s
selection process. Since stu-
dents typically are unemployed
while in high school, WIA in-
come requirements have not re-
sulted in a candidate’s rejection
from the Program. WIA program
participants must also meet one
or more of the following addi-
tional criteria: they must be de-
ficient in basic literacy skills
(reading or math skills below 9th

grade level), have dropped out
of school, be homeless, a run-
away or foster child, be pregnant
or parenting, be an offender, or
be an individual (including a
youth with a disability) who re-
quires additional assistance to
complete an educational pro-
gram or to secure and hold em-
ployment. The High School/
High Tech target population in-
cludes high school 11th and 12th

grade students, ages 16 through
19 who meet these criteria. In
addition, the Program targets
adolescents, primarily those
with learning disabilities, who
have an interest in and the ca-

pacity to pursue a technical or
scientific career. While students
with disabilities other than
those that are learning-related
may qualify for the Program,
these students are not often in
special education programs and
are therefore less likely to be
identified as potential Program
candidates by special education
school liaisons.

The Referral Process
The High School/High Tech Pro-
gram works closely with the
public school system’s Office of
Special Education and Career
Transition. The Office identified
target schools whose students
could benefit most from the
Program’s services. Each school
provided the Program coordina-
tor an opportunity to speak to
their administrative and special
education teams and to identify
a school liaison as a specific
point of contact. The liaison,
usually a special education
teacher or county transition fa-
cilitator, identified potential
candidates for enrollment in the
Program. Each school, rather
than Alliance, Inc., is respon-
sible for identifying potential
participants and determining
their own academic eligibility
criteria, i.e. attendance, passing
the Maryland functional exami-
nations, and grade point aver-
age. If the school determines
that a student is eligible, and
meets other eligibility criteria
including disability, interest,
and capacity to pursue a tech-
nical career, and if the family
elects to participate and space
permits, the student will be en-
rolled in the Program.

The Intake Process
The High School/High Tech Pro-
gram began intake of students
on November 1, 1999. Potential
candidates and their families
received information about Pro-
gram services and an invitation
to attend the Program orienta-
tion. This orientation assists

parent(s) or guardian(s) and po-
tential candidates to determine
if the Program meets their
needs. The school liaisons ar-
ranged a meeting at the school
either during the school day or
in the evening, depending on
parent’s availability. Following
the orientation, interested can-
didates registered and com-
pleted an initial intake process.
At this meeting, the applicants
and/or the parents or guardians
completed intake forms and
signed necessary information
releases. During the registra-
tion, students completed an in-
terest survey and a self-esteem
assessment, and parents com-
pleted a ‘strength and needs’ as-
sessment. Verification of disabil-
ity was obtained from the
schools prior to enrollment in
the Program.

Referral to the Division of
Rehabilitative Services
Each student in the program is
referred to the Division of Reha-
bilitative Services (DORS) to de-
termine eligibility for services.
The school system’s transition
facilitators gather and submit
the assessment and referral in-
formation, and Program staff
members facilitate the meeting
between the families and the
DORS counselors. DORS funding
for eligible students can be used
to support career assessments,
vocational training, job coaching,
and/or job development, place-
ment, and retention services.

Goal Setting
After determining diagnostic
status, educational level, psy-
chosocial and environmental
factors, and job seeking/keep-
ing skills, the Program arranged
an individual meeting with each
participant to discuss academic
and vocational interests and to
assess individual strengths,
needs, and preferences. Data
from these assessments was
used to develop goals and ob-
jectives for the participant’s In-
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Figure 1
High School/High Tech service flow diagram.
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dividual Service Plan (ISP). WIA
mandated goals included basic
literacy skills, vocational readi-
ness skills, and/or occupational
skills. Each student was re-
quired to work on a minimum
of one of these goals during the
academic year. Students per-
forming below 9th grade level in
reading and/or math were re-
quired to have as a goal, the ac-
quisition or improvement of ba-
sic literacy skills.

Academic Services
High School/High Tech works
closely with the public schools,
to assess the academic skill level
of each participant. The Pro-
gram then assists participants
to improve their skills by pro-
viding remedial math and read-
ing, along with study skills
training workshops. Program
staff monitor the academic
progress of participants through
review of quarterly report cards
and regular teacher feedback.
Students who have difficulty
maintaining satisfactory aca-
demic progress are either as-
sisted by Program staff or re-
ferred to school or community-
based tutoring services.

Career Exploration and
Planning
The High School/High Tech Pro-
gram provides participants with
a career assessment that in-
cludes a battery of surveys and
tests, involving both paper-and-
pencil and manipulation assess-
ments. The paper and pencil
measures assist staff to help
participants identify their career
interests and aptitude by as-
sessing academic skills, intelli-
gence quotient, reasoning abil-
ity, and task and job prefer-
ences. Manipulation tests are
used to assess dexterity, eye-
hand coordination, and spatial
acuity, abilities applicable to
technology-related positions.
Throughout the academic year,
participants are provided oppor-
tunities to explore career op-

tions by visiting technology-re-
lated job sites, participating in
job shadowing, and attending
presentations that provide expo-
sure to a wide range of techni-
cal careers. These activities al-
low students to investigate po-
tential career fields as well as
obtain in-depth information
about careers in which they may
already have an interest. In ad-
dition, participants have the op-
portunity to visit local colleges,
universities, and technical train-
ing schools. During these visits,
students meet with admissions
representatives and receive in-
formation about financial assis-
tance programs and support
services on each campus.

Vocational Training Services
Alliance, Inc. offers two voca-
tional training classes for High
School/High Tech participants.
The Youth Services “Job Search
System,” focuses on ‘job seek-
ing’ skills and the “Job Reten-
tion System,” provides training
for ‘job keeping’ skills. The Job
Search System’s curriculum,
provided in five, 90-minute ses-
sions, focuses on skills needed
to obtain employment such as
locating job openings, writing
resumes, interviewing, and
completing job applications.
The Job Retention curriculum
is also taught in five, 90-
minute modules, and provides
students with the skills needed
to become successful in today’s
workplace. Participants receive
content designed to foster the
valuing of employment and
maintaining a positive attitude.
The importance of punctuality
is emphasized and students re-
ceive content on communica-
tion and interpersonal rela-
tionships as well as the impor-
tance of following employer
policies and procedures.

Pre-and post-testing is con-
ducted for the Job Search and
Job Retention Systems to mea-
sure the participant’s baseline
skill and skill achievement level,

and to provide the instructor
with an enhanced understand-
ing of the student’s needs.
Training classes are conducted
within the schools or in commu-
nity settings to enhance partici-
pants’ knowledge and comfort in
accessing community-based re-
sources, with the expectation
that the participants will con-
tinue to use these resources af-
ter completing the Program.

Occupational Skills Training
High School/High Tech provides
computer-training workshops to
assist participants to develop
employment skills. Computer
training includes introductory
and intermediate classes in the
Windows Operating System, us-
ing the Internet, e-mail, word
processing, spreadsheets, and
web page design and develop-
ment. During the summer be-
tween the 11th and 12th grade
year, students participate in a
six-week paid internship at a
technology-based company or in
a position in which they use
technology. The internships are
developed based on the
participant’s specific career in-
terests, providing an opportu-
nity to acquire occupationally
specific skills. Mentorship is an
important aspect of the summer
internship. Work supervisors
mentor Program participants,
providing on-site job training
with the anticipated goal of
maintaining an ongoing rela-
tionship with the student follow-
ing the internship. In addition,
public school teachers were
hired to provide job coaching for
participants with a one-to-six
teacher student ratio. As job
coaches, teachers assisted both
students and work supervisors.
Students with difficulties in the
work place received support and
help with skills building. Job
coaches and work supervisors
collaborated closely to assist
students to function at their
highest level in the work setting.
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First Year Results
Student Demographics
In fall 1999, 22 high school elev-
enth graders were recom-
mended by special education
school liaisons and accepted
into the Program from nine high
schools in eastern Baltimore
County. All students were en-
rolled in special education pro-
grams and had completed their
junior year. Nearly three-quar-
ters (71%) of the students en-
rolled in the program were male
and 62.5% were white. Nineteen
students (83.4%) had been di-
agnosed with LD and two (8.3%)
had attention deficit or attention
deficit hyperactivity disorder.
One student had bipolar disor-
der and one had been diagnosed
with borderline personality dis-
order. One student was unable
to participate in the internship
due to a family crisis, but par-
ticipated in other activities
throughout the year. The iden-
tification of a LD, defined by the
federal government in Public
Law 94-142, and as amended by
the Individuals with Disabilities
Education Act-IDEA, Public
Law, 101-76, was obtained from
the public school system for
each participant.

Academic and Vocational
Progress and Career
Exploration
Fifteen participants tested below
9th grade level in reading (Mdn =
5.70, M = 5.56, SD = 2.24) and/
or math (Mdn = 7.1, M = 6.57,
SD = 2.87) at the start of the
Program. Fourteen of these stu-
dents improved their basic lit-
eracy proficiency by a minimum
of one grade level. All 22 par-
ticipating students (100%) gradu-
ated on time with a High School
Diploma, three enrolled in fall
classes at a community college
or university, and two students
planned to apply for college ad-
mission the following semester.
Twenty-one students estab-
lished and met their goals for
occupational skills development
and 5 set and met their goals
for vocational readiness skills
development. Upon graduation,
11 of the 22 students were em-
ployed with an average salary of
$6.50 per hour. One student
enlisted in military service and
one enrolled in a psychological
rehabilitation program to fur-
ther develop her independent
living skills. Data is unavailable
on three students who relo-
cated. During the academic
year, students had the oppor-
tunity to participate in a num-
ber of site visits related to their

identified career interests. (See
Table 1) The number of sites
continues to grow as program
staff develops additional oppor-
tunities based on student’s as-
sessed needs and preferences.

Summer Internship, Self-
Esteem, and Occupational
Skill Development
During the summer of 2000,
students participated in the
paid six-week internship expe-
rience consistent with their
identified career interests. Stu-
dents were placed with high
technology companies or in po-
sitions in which they used vari-
ous types of technologies as
shown in Table 2. Depending on
their internship placement, stu-
dents gained a variety of tech-
nology-based skills such as web
page design, television broad-
casting, computer graphics and
computer aided engineering de-
sign, data entry, publication,
database management, manu-
facturing, high output printing
and duplicating, and hospital
laboratory analysis. With the ex-
ception of one student, all par-
ticipants remained in their origi-
nal position for the duration of
the internship. This student lost
her first position after the sec-
ond week due in part to diffi-
culty following directions. Fol-
lowing termination, the student
was immediately placed in a
similar position within walking
distance of her home and was
able to successfully complete
the remainder of the internship.

The Rosenberg Self-Esteem
Scale (RSE) (Rosenberg, 1965)
was used to assess student’s self
esteem before and after the in-
ternship. The 10-item scale is a
frequently used, student scored,
4-point rating scale with total
scores ranging from 10 to 40,
with higher scores indicating
greater self-esteem. Reported
coefficient alpha reliability
scores have been high, ranging
from .76 to .88 for early adoles-

Table 1
Examples of Sites Visited for Career Exploration in First

Year

U.S. Army Corps of Engineers
Social Security Administration Broadcast

Television Facilities and Graphical Design Department
General Motors Production Plant
University of Maryland Biotechnology Institute
Federal Bureau of Investigation
National Institute on Aging
Johns Hopkins Bayview Clinical Laboratories
Alliance’s Micrographics Facility
Lincoln Technical Institute
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Table 2
Participant’s Disabilities, Self-Esteem Scores, Type of Internship, and Overall Work Ratings
ID Primary Disability Self-Esteem a Type of Internship Overall Work Ratings b

Time I  Time II Time I Time II

1 Learning disability 27 31 Computer hardware Very good Very good

2 Learning disability 35 35 Web site design Excellent Excellent

3 Learning disability 28 31 Data entry; hair Very Good Very Good
product safety

4 Learning disability 30 36 Hospital transport Very good Needs
 Improvement

5 Learning disability 35 39 Public relations Excellent Excellent

6 Learning disability 30 34 Upholstery design Very good Excellent

7 Learning disability 40 30 Hospital Excellent Excellent

8 Learning disability 39 39 Web site design Excellent Excellent

9 Learning disability 29 31 Marine biology lab Not available Not available

10 Borderline personality 24 27 Office & purchasing Good Very good

11 Learning disability 36 38 Manufacturing design Good Excellent

12 Learning disability 39 40 Law enforcement Excellent Excellent

13 Learning disability 33 30 Computer hardware Very good Very good

14 Attention deficit 31 32 Medical records Not available Not available
disorder

15 Learning disability 28 28 Hospital facilities Good Good

16 Learning disability 37 35 Hospital radiology Good Good

17 Learning disability 34 38 Graphic arts Excellent Excellent

18 Learning disability 30 35 Manufacturing design Very good Very good

19 Learning disability 32 31 Graphic design Very good Excellent

20 Attention defict 28 28 Hospital facilities Needs Not available
disorder   Improvement

21 Learning disability 39 40 Broadcasting Excellent Excellent

a The Rosenberg Self-Esteem Scale was used to measure self-esteem before and after the internship. Scores can range
from10 to 40.

b Supervisors assigned work ratings at three weeks into the internship and at the end of the internship.
Note: Overall work ratings were not available for all participants.
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cence and .86 to .88 for late ado-
lescence (Mahon & Yarcheski,
1992; Yarcheski & Mahon,
2000; Yarcheski, Mahon &
Yarcheski, 1997). The reliabil-
ity of the RSE was assessed and
found to be high for this sample,
.85 and .89 for the pre and post
internship respectively. Face
validity (Rosenberg, 1965) and
construct validity (Carmines &
Zeller, 1979) have been reported
for use of the scale with adoles-
cents. RSE scores ranged from 24
to 40 (M = 32.6, SD = 4.62) be-
fore and 27 to 40 (M = 33.7, SD =
4.20) after the internship, dem-
onstrating a slight, but insignifi-
cant increase (t = 1.51, df = 20, p
= .147) among participants.

At three weeks into the in-
ternship (midpoint) and at the
end of the internship, work su-
pervisors evaluated student’s
occupational skill development
including their job readiness
and skill competency. Job readi-
ness evaluation was conducted
in seven areas including atten-
dance, responsibility, participa-
tion, behavior, cooperation, pro-
jecting a positive self-image, and
demonstrating respect. Most
students (91%) who were evalu-
ated at both the midpoint and
end of the internship received
evaluations of good, very good,
or excellent in all categories (see
Table 2). Skill competency at-
tainment, a measure of job per-
formance, was assessed in eight
different areas including basic
skills, thinking skills, personal
qualities, using resources, inter-
personal skills, information
skills, system knowledge, and
technical skills. Ninety-eight
percent of students completed
the experience with ratings of
good or better in their attain-
ment and use of these skills.

Follow-up Services
Following completion of Phase
I, Alliance continues monthly
contact with all participants,
educational programs, employ-
ers, and families for a minimum

of one year as required by the
WIA. During this one-year fol-
low-along period (Phase II), Pro-
gram staff monitor participants
and provide support and/or re-
ferral services on an as-needed
basis to promote continued suc-
cess and independence. Follow-
up is planned to evaluate aca-
demic and vocational outcomes
as well as participant percep-
tions of their functional abilities,
employment, and satisfaction
with the Program.

Discussion
Summary
All students in the Program re-
mained in their original position
for the duration of the intern-
ship with the exception of the
one student who lost her first
position after the second week
due to difficulty following direc-
tions. A number of other factors
may have contributed to this
student’s loss of initial employ-
ment. First, the student’s place-
ment in a geographic location
distant from her home resulted
in transportation difficulties.
Second, cultural factors may
have been a barrier to effective
communication in the first em-
ployment setting.

All students who completed
the program graduated on time
from high school and at 1-
month post-graduation follow-
up, thirteen students (59.1 %)
were either employed, enrolled
in post-secondary education or
both. Of these, seven (53.8%)
were employed in technology-
related positions. While re-
search has suggested that stu-
dents with LD/BD are at risk for
low self-esteem, this group of
self-selected participants in the
Program appeared to have rela-
tively high self-esteem.

Conclusions and Rec-
ommendations
Preliminary results of the High
School/High Tech Program’s

first year illustrate the impor-
tance of the contribution of com-
munity partnerships and inter-
agency collaboration in estab-
lishing an academic and voca-
tional training program to assist
youth with multiple and com-
plex needs to transition from
school to work and post second-
ary education. By providing aca-
demic and vocational training to
youth with disabilities, the Pro-
gram helped participants meet
their academic and vocational
goals, both of which will assist
these students to become con-
tributing members of society.

The lack of supervisor evalu-
ations for four students demon-
strates the difficulty of collect-
ing data for program evaluation
in real world settings. Nonethe-
less, results from the Program’s
first year of operation suggest
that despite potential barriers to
academic and vocational suc-
cess, self-selected youth with
disabilities with an interest in
technology and science could be
successfully engaged in services
to improve their academic and
vocational outcomes. Program
participants lacking basic lit-
eracy skills improved their pro-
ficiency and all students gradu-
ated on time with a high school
diploma. These are important
outcomes for students with dis-
abilities, many of whom experi-
ence school drop out and diffi-
culties in the work setting.

Evidence suggests that em-
ployment success among adults
with learning disabilities is as-
sociated with a choice of career
in harmony with their capabili-
ties (Hutchinson, 1995). Identi-
fication of career ambitions
should occur during adoles-
cence. Kortering and Braziel
(2000) emphasized the impor-
tance of choice, parental in-
volvement and exposing youths
to various aspects of the world
of work. Alliance’s High School/
High Tech Program goals and
methods are consistent with
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this approach and a needed
shift of focus from academic
remediation for students with
disabilities to an emphasis on
post-school employment
(Hutchinson, 1995). The High
School/High Tech program pro-
vides mentorship and structure
as well as an opportunity for
students to both experience the
world of technology first hand
and participate in activities that
capitalize on their interests and
strengths and de-emphasize ar-
eas of weakness. This exposure
to potential careers and actual
experience in positions using
technology assists students to-
ward career development and
enables them to determine
whether technology-related em-
ployment is consistent with
their career ambitions and their
capabilities.

Results of this model project
have implications for vocational
rehabilitation counselors,
teachers, parents, and others
involved in education and voca-
tional services for adolescents
with disabilities. Rigorous re-
search in the form of evaluation
of student outcomes over time
in response to specific interven-
tions is needed to better under-
stand the effects of the Program.
However, a number of factors
may have contributed to the
success of students participat-
ing in the Program’s first year
including (a) self-selection of a
particularly capable group of
students with disabilities, (b)
provision of prevocational train-
ing and preparation prior to in-
ternship placement, (c) enabling
students to have an active role
in determining their placement
and type of work they would like
to perform, and (d) providing
sufficient support to both the
student and the supervisor dur-
ing the first few weeks of place-
ment.

While difficult to quantify,
Program philosophy may have
influenced the success of par-

ticipants. High School/High
Tech Program services are based
on the belief that employment
and job placement for persons
with disabilities can and should
move from traditional jobs, i.e.,
custodial or food service, to
more challenging and rewarding
opportunities such as those pro-
vided by technology-based po-
sitions.
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A Review of Alice Weiss
Doyel’s No More Job
Interviews: Self-Employ-
ment Strategies for
People with Disabilities
Alice Weiss Doyel’s No More Job
Interviews is a comprehensive
discussion of self-employment
for people with disabilities and
the role human services organi-
zations can play in promoting
this phenomenon. Employing
detailed case studies of her own
and other successful busi-
nesses, Doyel demolishes a host
of myths and misconceptions
about self-employment for
people with disabilities. Then
she sets about replacing them
with useful strategies for devel-
oping the needed natural sup-
ports. Further, each of the
book’s four case studies are sup-
ported by three subsequent
chapters that focus on myths,
realities, and strategies for over-
coming the challenges faced by

entrepreneurs with disabilities.
By chapter nine Doyel is sup-
plying a model showing human
services and government agen-
cies how to become rich re-
sources and how to expand
upon current opportunities for
people with disabilities.

Alone in the annals of books
on business development for
people with disabilities, No More
Job Interviews tackles the com-
plex issues that disabled entre-
preneurs face. It is important to
note, however, that Doyel’s
stated intentions and her result-
ing conclusions do not paint a
bleak picture. Rather, this book
is a colorful and insightful read
which positions arguments
squarely under the umbrella of
the marketplace, circa 2000. In
fact, reading much like a
speech, No More Job Interviews
provides useful data as well as
subtle and sophisticated argu-
ments for implementing change.

For example, with over 20
million people in home-based

businesses in the United States,
and over 40% of all new jobs
depending on enterprises em-
ploying between one and five
people, Doyel’s argument for
increasing supports for people
with disabilities who want to be
self-employed is not an inferen-
tial leap. This argument is
standing on the firm ground of
recent employment statistics.
Combining information from the
1990 census, which showed

people with disabilities as hav-
ing higher rates of self-employ-
ment than people without dis-
abilities (12.2% vs 7.8%), with
historical data indicating that
entrepreneurs with disabilities
have always played a substan-

Book Review
Colleen Foley, Guest Reviewer

Employing detailed case stud-
ies of her own and other suc-
cessful businesses, Doyel de-
molishes a host of myths and
misconceptions about self-
employment for people with
disabilities.
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tial role in economic develop-
ment, Doyel’s book gives orga-
nizations like the Division of
Vocational Rehabilitation a ra-
tionale for changing their ap-
proach to employment options
for the disabled.

So how does Doyel propose
that human service providers

better facilitate their disabled
clients’ desires to be self-em-
ployed? First, organizations can
stop looking at self-employment
as a last option for people with
disabilities. Once this percep-
tion is changed, human service
organizations will be better able
to provide full-service self-em-
ployment programs. This may
entail a change in the training
of human services personnel
and, once a full-service program
is established, it would include
a wider range of training oppor-
tunities for staff and clients.

The kinds of training Doyel
suggests would include: busi-
ness training, business plan
development, specific skills
training and education, assis-
tance in obtaining financial re-
sources, direct financial assis-
tance, and professional busi-
ness coaching and mentorship
programs. Moreover, she argues
entrepreneurial training pro-
grams need to be offered in ad-
dition to current services and
that they ought be offered in a
step-by-step fashion.

Second, she advocates for a
replacing traditional predictive
vocational evaluations with
methods that allow people who
are interested in self-employ-
ment to determine on their own
if they can create a feasible busi-
ness concept and business plan.
Then providers can offer help in

assessing the necessary accom-
modations and support systems
to overcome the limitations
caused by the disability.

Third, providers can help
their clients in seeking out other
entrepreneurs. Making connec-
tions and finding mentors from
the business community is of-
ten a first step in learning as
well as garnering support for
business start-up activities.
Doyel emphasizes the impor-
tance of teaching the things that
spell success for all entrepre-
neurs. A workable training plan
is physically and cognitively ac-
cessible for persons with dis-
abilities and must be directed
toward understanding what the
business community requires of
an entrepreneur.

Fourth, agencies and clients
need to be proactive but nobody
needs to do it alone. If collabo-
ration is crucially important to
the individual, it is equally im-
portant to the human services
agency. A single human services
agency may not be able to pro-
vide all the needed components

but an agency can collaborate
with other agencies to direct cli-
ents to a wider range of supports
and services. Doyel points to ex-
amples of collaborative efforts
that do work when human ser-
vice agencies seek partners with
wide ranging and diverse mis-
sions. While it may prove fruit-
ful to partner with organizations
that include people with dis-
abilities in their mission, it may
be equally important to partner
with organizations that are more
concerned with free-market en-
terprise than with whether or
not the business owner can see,

hear, walk, drive a car, or type
50 words a minute.

No More Job Interviews is an
ideal text for anyone interested
in self-employment for disabled
people. It is aimed at people with
disabilities but is equally use-
ful for the reader who is a
teacher, a trainer, a provider of
employment services or a hu-
man services program manager.
Doyel attempted to expand our
definitions of self-employment
but in writing this book she has
expanded the definitions of sup-
ported employment, natural
business supports, and self-de-
termination. It is a must-read
for people with disabilities and
anyone who supports to them.

Available from Training Resource
Network, Inc., PO Box 439, St. Au-
gustine, FL 32085-0439; Toll Free:
(866) 823-9800; Fax: (904) 823-3554;
website: www.trninc.com;e-mail:
customerservice@trninc.com.

Ordering Infomration:
ISBN 1-883302-36-6
Paperback, 183 pages, $29.95
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. . .She argues entrepreneur-
ial training programs need to
be offered in addition to cur-
rent services and that they
ought be offered in a step-by-
step fashion.

Fourth, agencies and clients
need to be proactive but no-
body needs to do it alone. If
collaboration is crucially im-
portant to the individual, it is
equally important to the hu-
man services agency.
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Introduction
The 1983 report A Nation at
Risk sparked reform efforts in
education nearly two decades
ago. However, many concerns
still remain about the aca-
demic performance of students
in the United States and the
impact of that performance on
their preparation for and per-
sistence in colleges and univer-
sities. The goals set have been
ambitious, and expectations
for immediate results have ne-
glected to recognize the com-
plexities of both the educa-
tional structure and the teach-
ing/learning dynamic. There
has been some progress, and
recent polls indicate the pub-
lic at large now feels more posi-
tive about the performance of
our schools, with some 72% of
respondents believing that re-
forming the existing system is
the best way to improve
schools (Gallup & Rose, 2002).

At the same time, policy-
makers are frustrated by what
they see as a lack of progress.
Educators at all levels have
their own frustrations, feeling
that they lack the resources
and support needed to provide
learning opportunities stu-
dents need and deserve. The
business community has re-
sponded by engaging in active
discussion around educational
issues and through active part-
nerships at local, state, and na-
tional levels. The business
community has also directly
joined the effort to define and
deliver better educational op-
portunities by becoming a ma-
jor provider of educational op-
portunities, primarily post-
high school, in an effort to pro-
vide workers with the skills and

knowledge they see lacking in too
many employees. The 2001
American Society for Training
and Development (ASTD) State of
the Industry Report found em-
ployers spent an average of $677
per person in 1999 on employer-
provided training expenses. In a
2002 study, ASTD reported total
training expenditures had in-
creased by 37% between the
years 2000 and 2001 (Erskine &
VanBuren, 2002).

Even though these and other
major differences exist in the per-
ceptions of key constituencies
regarding the reasons for a lack
of desired progress and, there-
fore, in their ideas about how to
solve the problems facing the
American educational system,
there is a growing consensus that
one key point of focus needs to
be the last two years of high
school. It is clear that too many
students, especially in commu-
nities of color, are dropping out
before graduation. Too many stu-
dents are floating through high
school, bypassing courses with
the rigor and content needed to
prepare them for success in an
increasingly complex and techno-
logical workplace and for college
and university work.

Too many students find,
upon enrolling in a college or
university, that they lack essen-
tial skills and knowledge and, as
a result, have to spend time and
money taking developmental
courses that offer instruction
they could have gotten in high
school or that provides a level of
preparation appropriate to, but
sadly not offered in, their school.
And too often, there is a serious
lack of communication between
the education system, preschool
through grade 12 (P-12) that pro-

duces those students and the
postsecondary system that en-
rolls them following graduation,
contributing to the lack of ap-
propriate preparation for colle-
giate success.

Several recent reports, espe-
cially the National Commission
on the High School Senior Year’s
Raising Our Sights: No High
School Senior Left Behind, have
identified strategies to refocus
and improve the learning oppor-
tunities of students nearing the
end of their high school careers.
In many states, high school stu-
dents have new opportunities to
access high-quality, rigorous
academic programs and to move
from P-12 into postsecondary
systems. These efforts to en-
hance student learning and to
eliminate many of the “discon-
nects” in the separate systems
have the potential to improve
student learning, transitions,
and rates of degree completion.

This paper, after further de-
scribing the current context, will
offer ideas for potential federal
policy and programmatic efforts
that might be undertaken to
improve the performance of our
high school students based in
part on efforts currently under-
way in Minnesota. As is always
the case in the educational
arena, federal actions alone can-
not generate the kinds of im-
provement in student learning
that we all desire. However, ef-
forts could lend both direction
and support to local, state, and
regional programs designed to
connect student learning across
the educational spectrum and,
as a result, enhance student
transitions from high school to
postsecondary learning and/or
career opportunities.

Improving the Performance of High School Students: Focusing
on Connections and Transitions Taking Place in Minnesota
By Cynthia Crist, Mary Jacquart, Ph.D., and David A. Shupe, Ph.D., Minnesota State
Colleges and Universities
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The Context for Change
An array of national reports
makes clear the widespread
concern that even as the high
school graduation rate and the
percentage of the population
pursuing at least some postsec-
ondary education remain rela-
tively high, theses rates may not
be keeping pace with other na-
tions. Despite projected higher
education enrollment growth of
24% over the next decade and
the fact that some 70% of U.S.
high school graduates enroll in
postsecondary institutions, we
have lost the significant edge we
used to hold internationally in
the percentage of our population
holding a postsecondary degree.

While differing definitions
and measures make compari-
sons difficult, OECD recently re-
ported that Great Britain, Fin-
land, the Netherlands, and New
Zealand have surpassed our
college graduation rate. The
24.8% of Americans earning an
undergraduate degree in the
most recent year reported
(1997-98) is roughly equal to the
25% of young people in 30 other
nations, including Japan, South
Korea, Australia, New Zealand,
and most European and North
American nations, now complet-
ing a postsecondary degree
(Organisation for Economic Co-
operation and Development,
1997; Chronicle of Higher Edu-
cation, 2001). Closer to home,
we need to identify and address
the reasons why, although the
overall percentage of those 17
and older who are employed and
had participated in postsecond-
ary education has increased
since 1995, there has been a
decline among those with an-
nual family incomes at or below
$10,000 (Ruppert, 2002). This
seems to indicate a widening
participation gap on the basis
of family income.

Concern is also great about
the fact that too many of those
choosing to pursue a postsec-

ondary education are arriving at
colleges and universities unpre-
pared to successfully complete
collegiate courses. Several re-
ports note that, despite the goals
set in the 1980s and 1990s to
improve student preparation,
less than half of high school stu-
dents are completing academi-
cally rigorous high school pro-
grams (National Commission on
the High School Senior Year,
2001, October; Geddes et al.,
1997). Demand for developmen-
tal/remedial courses remains
high, and far too many students
leave colleges and universities
without having completed a de-
gree. Similarly, employers report
too many recent high school
graduates lack the skills, knowl-
edge, and habits critical to their
effectiveness in a complex work-
place that demands technologi-
cal skills, a recognition of the
need for lifelong learning, and
the ability to work in teams and
communicate effectively with
diverse persons.

Of particular concern is the
“lost opportunity” of the senior
year of high school, when too
many students and their par-
ents view this potentially pivotal
year as a “rest stop between the
demands of elementary and sec-
ondary education and whatever
follows [rather than] as a con-
summation of what already has
been accomplished and a
launching pad for what lies
ahead” (National Commission
on the High School Senior Year,
2001, October, p. 11).

What evidence do we have
that the current system is not
adequately preparing students
for their futures after high
school? Frankly, there is quite
a bit. Data on graduation rates,
current high school course-tak-
ing patterns and practices, and
remedial course-taking help tell
the story, as does an environ-
ment in which too many educa-
tional programs, practices, and
policies develop and operate in

isolation from each other. The
following paragraphs provide a
snapshot of some of those data.

Graduation Rates.
Before we can address concerns
about the body of knowledge
and the array of skills that stu-
dents bring to the workplace
and/or a college or university,
we must address the rates at
which they graduate from high
school. If education beyond a
high school diploma is increas-
ingly critical to an individual’s
future potential for employment
and economic advancement,
then clearly we must ensure
that higher rates of students
graduate from high school.

There are many sources of
data demonstrating that earn-
ing potential increases with ad-
vanced education. For example,
in Building a Highway to Higher
Education, the Center for an Ur-
ban Future in New York re-
ported the range of average ex-
pected incomes from only
$12,500 per year for a female
high school dropout at the low
end to $72,000 per year for a
male with a graduate degree at
the upper end. More generally,
it has been estimated that over
the last 20 years, the real earn-
ings of those with a high school
diploma have dropped while col-
lege-educated workers have en-
joyed steady or growing wages
(Ruppert, 2002).

Given these figures, it is es-
pecially disturbing to know that
in 1998, the national high
school graduation rate was only
74% overall and an appalling
56% and 54% for African-Ameri-
cans and Latinos, respectively
(Greene, 2001). In many cases,
the figures are even worse when
disaggregated at a state level by
race and ethnicity. For example,
Wisconsin, which has the sec-
ond highest overall graduation
rate at 87%, has the lowest
graduation rate nationally for
African-American students at
only 40%. Although one might



The Journal for Vocational Special Needs Education 43

be tempted to chalk up that low
percentage to relatively small
numbers of students of color in
this upper Midwestern state, the
data show that much of the
problem lies in Milwaukee, a
metropolitan area with a rela-
tively high number of students
of color. Clearly, we are failing
too many of our students, de-
priving them of a critical creden-
tial needed to contribute to so-
ciety as adults and to benefit
from much of what our nation
has to offer.

Floating through High School
Despite widespread efforts to set
higher and clearer standards for
students in all grades, there are
still far too many students
graduating from high school
who have not taken advantage
of the courses that will give them
the critical skills and knowledge
needed for success following
graduation. There is clear and
compelling evidence that what
students take in high school has
a tremendous impact on their
subsequent academic success.
For example, a U.S. Department
of Education study completed in
1999 concluded that the odds
of a student completing a bac-
calaureate degree doubled when
he or she finished a challenging
math course like trigonometry
in high school. For African-
American and Latino students,
it found that coursework of
“high academic intensity” was
the single greatest pre-college
predictor of college completion.

Data from Educational Test-
ing Service (ETS) and The Col-
lege Board consistently show a
high correlation between scores
earned on the American College
Test (ACT) and Scholastic As-
sessment Test (SAT) and the
body of coursework completed
in high school. For example, a
recent report by ETS showed
that students who took the core
classes recommended by the
ACT Assessment (including
three years each of math and

science and four years of En-
glish) scored an average of 22
in English, 22.8 in math, and
23.1 in reading on their test
compared with scores of 19.4,
19.8, and 20.6, respectively, for
students who didn’t complete a
core curriculum. Similarly, stu-
dents in the graduating class of
1994 who were in the “general”
track scored 24 points lower on
the reading portion of that as-
sessment than those in the “col-
lege prep” track (National Com-
mission on the High School Se-
nior Year, 2001, January).

Student course-taking pat-
terns often demonstrate stu-
dents do not know about, un-
derstand, are ignoring, or are
not being encouraged and sup-
ported to act appropriately on
this information. According to a
recent Minnesota report, for ex-
ample, about 70% of high school
graduates have completed the
core academic courses recom-
mended for college, even though
some 80% pursue a postsecond-
ary education. Furthermore, all
four-year institutions in the
state have defined preparation
requirements comprising such
a core set of courses (Davison,
2002). The problem is even
worse for students of color. Ac-
cording to a recent NCES report,
African-Americans are less
likely than either white or Asian
students to take rigorous high
school courses (8% compared to
20 and 31%, respectively) and
also more often bypass higher
level courses, completing
courses no higher than the core
curriculum (42% compared to 29
and 27%, respectively.)

Filling in Academic Gaps
Although the current high rates
of enrollment in developmental
or remedial courses have
changed little over the past sev-
eral decades, those who have
sought to improve student
preparation have been disap-
pointed in the lack of progress.
Even after separating out from

the data those students who ap-
propriately need to brush up
their academic skills (primarily
adult students who have been
out of high school for enough
years to have forgotten, for ex-
ample, much of the algebra and
geometry they learned in high
school), significant numbers of
recent high school graduates are
placing into reading, writing,
mathematics, and/or study
skills courses offering instruc-
tion at a high school level. The
costs to both students and in-
stitutions are considerable, with
students paying for credits that
don’t count toward degree
completion and that duplicate
what they could have learned at
no cost in high school and in-
stitutions needing to devote staff
time and other academic re-
sources to instruction below the
collegiate level.

The data paint a picture of
lost opportunities across the
country. Nationally, it has been
reported that all community col-
leges, 80% of public universi-
ties, and 60% of private univer-
sities offer remedial instruction.
The percentage of students in
those institutions requiring
remediation range from 13% at
private four-year institutions to
41% of students enrolled at
public two-year institutions.

State-by-state data mirror
these national figures. In Min-
nesota, for example, all public
colleges and universities offer
remedial instruction in math-
ematics, while most two-year in-
stitutions and at least one-
fourth of public four-year insti-
tutions offer remedial courses in
reading and writing. Approxi-
mately 34% of students in pub-
lic universities in Minnesota
were enrolled in at least one re-
medial course in the most recent
year reported and 46% of stu-
dents in public two-year colleges
were enrolled in one or more re-
medial courses. Since not all
students who demonstrate on
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placement tests that they need
developmental work ever enroll
in such courses, there are likely
even more students needing to
build academic skills considered
to be precollegiate in nature.

It is important to consider
likely future trends in this area,
yet impossible to predict the ex-
tent to which the need for de-
velopmental education will in-
crease or decrease in the years
ahead. On the one hand, despite
two decades of attention to this
issue, there has been little
change in the extent of develop-
mental enrollment. In addition,
much of the enrollment growth
in higher education in recent
years has come from popula-
tions historically underrepre-
sented in and under prepared
for postsecondary study.

On the other hand, it is an-
ticipated that widespread efforts
to better define appropriate high
school preparation and to tie
that to graduation standards,
new forms of assessment, and
college/university admission re-
quirements will improve student
preparation for college and
therefore decrease the need for
developmental instruction. As
growing numbers of students
graduate under higher and more
clearly defined standards, en-
rollment figures and test results
will demonstrate whether or not
P-12 reform efforts have been
successful. Finally, policy deci-
sions in some states and high-
er education systems to move
most or all remedial coursework
to two-year institutions may
change not only the locus of ac-
tivity but also student behav-
iors. It is too soon to know what
impact these shifting institu-
tional priorities will have on the
extent and nature of develop-
mental education.

Working in Isolation
It is an unfortunate reality that
our educational system has long
operated largely in isolated

pieces. Elementary schools pro-
vide the basis for all subsequent
learning, yet seldom connect in
meaningful ways to the junior
and senior high schools to which
their students progress. Sec-
ondary schools play a critical
role in preparing students for
the world of work and for post-
secondary education, yet too
seldom have secondary and
postsecondary educators part-
nered to ensure that students
in high schools understand and
develop the skills and knowl-
edge needed for success in those
“next steps” in their lives. Col-
leges and universities have of-
ten spent more time complain-
ing about the lack of prepara-
tion students bring to their in-
stitutions than talking with stu-
dents, parents, and P-12 edu-
cators about what those stu-
dents need to succeed.

Increasingly, policymakers
are frustrated by this lack of
meaningful and sustained con-
nections and have called for the
development of a “seamless sys-
tem” that helps students of all
ages move from one stage in
their education to the next. They
point to high levels of remed-
iation, for example, as evidence
of a costly “disconnect” between
P-12 and higher education. Said
one state education committee
chair, “You can’t expect one area
to improve without talking
about bringing the two together
– and that’s K-16.” (Ruppert,
2002, p. 22).

Growing numbers of educa-
tors at all levels are also frus-
trated by the lack of meaning-
ful interaction across the edu-
cation continuum, recognizing
the ways in which they could
better serve their students if
they weren’t so isolated from
their peers at other institutions
and levels. As the awareness of
the importance of partnerships
spanning the full educational
spectrum has grown, so have
the number of formal and infor-

mal partnerships, some at local
levels between two or more in-
stitutions, others at a regional,
state, and/or multistate level.

One critical area of focus
within the partnership context
is initial and ongoing develop-
ment of teachers with the skills,
knowledge, and dispositions
necessary to successfully reach
and teach children of all ages,
talents, interests, and back-
grounds. The challenges of
today’s teaching force are signifi-
cant,  from rapidly changing and
highly mobile student popula-
tions to increasing demands for
improved student performance,
and from a work environment
notable for its lack of resources
and time for professional devel-
opment to increasingly uncom-
petitive salaries coupled with
greater accountability.

Policy-makers worry about
how schools can recruit and re-
tain sufficiently well-prepared
teachers; administrators
struggle to find individuals with
even minimal qualifications to
fill needed teaching slots; teach-
ers fret over how to be suffi-
ciently well prepared to offer
students a growing array of
mandated learning opportuni-
ties; business and community
leaders demand greater prepa-
ration in the disciplines while
questioning the value of teacher
preparation in pedagogy; and
Colleges of Education grapple with
their own, higher national stan-
dards and the expectations of
state and federal policymakers for
greater accountability.

Lack of Information on Indi-
vidual Student Achievement
Secondary and postsecondary
institutions share a negative
feature: the inability as organi-
zations to know what their in-
dividual students know and can
do. Unless high schools draw
upon periodic outside testing,
typically they record and can
communicate only which cour-
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ses a student took and how they
did according to a grade as-
signed by the teacher. Any sense
of specific areas in which a stu-
dent may have a special ability
is lost in the single measure of
a grade point average. At the
postsecondary level, the situa-
tion is perhaps worse; the docu-
mentation is similar (courses/
credits/grades), but the expec-
tation of individuation is higher.
It should be possible for colleges
and universities to know and
communicate to others the in-
dividual strengths of each stu-
dent completing a degree, but
they usually lack this capacity.

This problem of the absence
of knowledge about student
achievement is not limited to the
time of degree completion. The
question that is applicable
across the course of a student’s
secondary and postsecondary
studies is, “How well prepared
is this student for the next
learning opportunity?” The in-
ability to answer this question
creates problems. Small transi-
tions – whether courses in a se-
quence or prerequisite courses
– and large ones – whether high
school to college, college trans-
fer, or readiness for work from
either high school or college –
become problematic because of
this lack of information. When
the problem becomes political,
it is usually resolved by a dec-
laration, with the force of policy
or law, that the completion of a
certain set of courses, by defi-
nition, constitutes preparedness
for the next stage of education.
Faculty knows well, however,
that in any specific individual
situation this may or may not
be the case.

There are several underlying
issues. One is that our institu-
tions, both secondary and post-
secondary, are forced to make a
large inference – an educational
syllogism, if you will. If a course
is intended to develop a certain
knowledge or skill, and if a stu-

dent passes that course, it is
inferred that he or she now has
that knowledge or skill.

A second issue is that the
only measure we have of how
well a student has done in a
course – the course grade – is
nearly always an averaging of
achievement evaluations. A
course has several instances of
student accomplishment, and
actual variation in student
achievement – for instance, one
student doing task one better
than task two and another stu-
dent doing task two better than
task one – can be lost when both
students receive an identical
(because averaged) course grade.

A third issue is the need for
close attentiveness when at-
tending to student achievement.
As adults looking back on their
lives, we know that our present
distinctive individual strengths
were apparent, but only barely
so, when we were students. It is
valuable for both the student
and the institution to notice the
beginnings of individual
strengths among students, but
this requires careful attention
and careful documentation, and
these do not exist.

A fourth issue is that orga-
nizations cannot expect to be
“seamless” in their inter-organi-
zational transitions, if they are
not already “seamless” inside
these organizations. If we can
find a way by which students
can smoothly cross small, inter-
nal transitions, then the large
transitions become much
easier. Transfer between two or-
ganizations that notice and
trace the personal, professional,
and intellectual development of
students could be easily done by
a comparison of actual and ex-
pected learning outcomes.

This lack of organizational
knowledge about individual stu-
dent preparedness has always
been there. The reason that it is
now an issue is that employers
have raised the bar. They are

looking not for generic gradu-
ates, but for individuals with a
specific set of capabilities. Em-
ployers know that each person
varies considerably from others,
and they spend considerable
time and money trying to find
the right match between person
and assigned work. Secondary
and postsecondary institutions
have never been able to make
these distinctions. The gap be-
tween what employers prefer
(and what students and their
families would prefer if only they
knew they could ask for it) and
what secondary and postsec-
ondary institutions can provide
continues to widen.

The Response
Like other states, Minnesota has
focused considerable time, en-
ergy, and resources in recent
years on understanding and re-
sponding to these and other
challenges facing the state’s stu-
dents, educators, and institu-
tions. With leadership alter-
nately coming from the Gover-
nor and his cabinet; from legis-
lators and their staffs; from edu-
cation agencies, institutions,
and systems; and from teacher
and other professional educa-
tion organizations, a variety of
innovative and successful ef-
forts have been put in place to
improve student preparation for
the careers and educational pro-
grams they choose to pursue
after high school and to support
and enhance transitions from
one level or program to another.
Although many such innova-
tions could be described here,
this paper will focus on several
of those designed specifically to
enhance transitions from high
school to college and/or the
world of work. As such, they do
not reflect the full range of ap-
proaches that the state and its
educational enterprise have
taken to enhance and improve
learning opportunities but
rather reflect a key subset de-
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signed to help students move
more seamlessly and success-
fully from one stage of learning
to another.

MnSCU Work Plan Goals
and Staffing
Prior to his arrival in Minnesota
in July 2001, James McCor-
mick, Chancellor of the Minne-
sota State Colleges and Univer-
sities (MnSCU), the largest pub-
lic postsecondary system in the
state, conducted a “fast track”
planning and listening process
that yielded a work plan during
the first month of his tenure in
the system. Included in this
ambitious plan are several goals
targeted to improving transi-
tions into and among the 34 col-
leges and universities compris-
ing the MnSCU system. Of most
immediacy for the purposes of
this paper is the goal focused on
building P-16.

A cross-functional team of
system administrators has been
assigned to realize this critical
goal and its many components,
tracking progress towards a
seamless P-16 system and
building and sustaining the re-
lationships critical to such a
system. The team has defined its
overall goals in the following
terms, taken directly from docu-
ments developed to operation-
alize the work plan:

In order to fulfill its mission,
MnSCU must work closely with
the P-12 system that serves our
students before they arrive on
our campuses. This requires
regular contact between the
Chancellor and key P-12 lead-
ers (e.g., the Commissioner of
the Minnesota Department of
Children, Families & Learning
[MDCFL] and heads of P-12 or-
ganizations), collaborative work
between his staff and the staff
of MDCFL and education orga-
nizations to address key policy
and program issues, and col-
laborations between and among
MnSCU institutions and P-12

schools/districts. Intended re-
sults include:

1. Greater ease of movement by
students throughout the edu-
cational continuum;

2. Improved educational out-
comes (e.g., less need for de-
velopmental education; better
articulation of graduation
standards and college/uni-
versity admissions require-
ments; and clearer communi-
cation with students, their
parents, and P-12 schools
about college/university ex-
pectations); and

3. The recruitment, preparation,
induction, and development
of a sufficient supply of quali-
fied teachers and administra-
tors for classrooms.

Many of the initiatives de-
scribed below are included in
the unit’s work plan, with spe-
cific projects targeted to achiev-
ing the three broad sets of re-
sults listed above currently un-
derway and progress being re-
ported quarterly. A critical ele-
ment of all of this work is close
internal collaboration and exter-
nal collaboration, not only in
implementing solutions to re-
spond to existing and emerging
problems but also in defining
future needs. As new issues and
ideas arise, they are evaluated
for their “fit” within the work
plan goals before any decisions
are made to pursue them.

In addition to ongoing efforts
to realize the specific partner-
ships goal, the Academic Re-
sources team is connecting with
work being done on other
MnSCU work plan goals that
may impact student transitions
and success and assisting with
the preparation of quarterly re-
ports to the board. Connections
with key state agencies, the
Governor’s Office, educational
organizations, Colleges of Edu-
cation within the state univer-
sities, the MDCFL, and the Uni-

versity of Minnesota are being
strengthened. In addition, the
team is reaching out to national
organizations focused on the
creation of seamless systems of
education and on improving
educational outcomes. Building
on an existing foundation of spe-
cific partnerships and programs
created over the past 15-20
years, the work plan goals are
providing new focus, energy,
and commitment to collabora-
tive planning and implementa-
tion of programs designed to
enhance student preparation for
and transitions into posthigh
school activities.

Tech Prep and School to
Work
Minnesota has a strong, coor-
dinated system designed to meet
the needs of students with
skills, talents, and interests in
pursuing a variety of technical
education and career options.
This system has built partner-
ships between nearly every
MnSCU institution and neigh-
boring school districts, some
defined clearly within the pa-
rameters of the Tech Prep and
School to Work programs and
others more generally falling
within this area. Seamless tran-
sition from high school and bet-
ter preparation for college and/
or the workplace has been the
dual goals of Tech Prep in Min-
nesota. For example, strong col-
laboration by the largest subur-
ban school district of Anoka
with Anoka-Hennepin Technical
College and the area business
community has resulted in the
Secondary Tech-nical Education
Program (STEPS) where high
school students satisfy require-
ments for a high school diploma
and earn up to 36 credits toward
a postsecondary diploma, de-
gree, or certificate in design and
manufacturing, health, or infor-
mation technology career fields.
Each student develops a stu-
dent-managed portfolio and



The Journal for Vocational Special Needs Education 47

works with a student support
team to facilitate the transition
from high school to college to
employment. This accelerated
program is located on the tech-
nical college campus. The Min-
nesota legislature invested
$12.7 million for the college to
make facility repairs and im-
provements to accommodate
this exemplary program.

Another example of a largely
successful transition effort is
the Automotive Technology Pro-
gram established through the
Automotive Youth Education
System (AYES), a national pro-
gram with over 240 participat-
ing high schools supported by
more than 2,400 dealers, estab-
lished to encourage and support
automotive service careers. Fo-
cusing on the last two years of
high school, high school juniors
are invited to take part in AYES.
In addition to taking the re-
quired academic courses toward
their high school degrees, these
students take challenging class-
room/laboratory courses in ba-
sic automotive technology or
collision repair and refinish.
Upon high school graduation
and AYES certification, partici-
pating students prepare to be-
gin full-time entry-level employ-
ment or to advance their tech-
nical education (AYES, Inc.).

In Minnesota, partnerships
for continued education are not
only established within our two-
year automotive programs, but
also extend to four-year univer-
sity opportunities at Minnesota
State University, Mankato, and
Minnesota State University
Moorhead. This nationally cer-
tified program is helping sec-
ondary and postsecondary lev-
els re-structure the curriculum
to meet national industry stan-
dards, providing industry sup-
port for high school programs,
helping faculty and two-year
programs secure ASE certifica-
tion, and facilitating the trans-
fer of credits from high school

to postsecondary programs. The
AYES model is being applied to
secondary and postsecondary tran-
sitions in the program areas of
graphic arts and manufacturing.

Post-Secondary Enrollment
Options and Other “College
Credit” Opportunities
Minnesota’s Post-Secondary En-
rollment Options (PSEO) program
was established in 1985 as a
means to “promote rigorous
educational pursuits and pro-
vide a wider variety of options
for students.” This program al-
lows high school juniors and
seniors to receive high school
credit for college or university
courses completed and subse-
quently apply for postsecondary
credit upon entering college. The
program offers courses in two
ways: on a college or university
campus, with the high school
student travelling to the campus
to take courses alongside “regu-
lar” college students; and
through concurrent enrollment
programs that allow students
to stay in their high schools
while pursuing college-level
course-work.

Although any postsecondary
institution may participate in
this program, most opportuni-
ties for PSEO or concurrent en-
rollment are offered by public
colleges and universities. MnSCU
institutions are the dominant
provider of college credits to
Minnesota juniors and seniors,
awarding 62% of the total col-
lege credits earned by high
school students in 1999-2000
(Asmussen, 2001). There is no
cost to the student and her/his
parents to participate in the pro-
gram, since state dollars follow
students to the college or uni-
versity offering the PSEO
courses, but the state makes a
considerable investment on be-
half of these students. In fiscal
year 2000, the State of Minne-
sota and local school districts
spent nearly $27 million dollars

for high school students to earn
college credits. During the
2000-2001 school year, the to-
tal number of juniors and se-
niors participating in PSEO was
16,927 (Minnesota Higher Edu-
cation Services Office, 12 Feb-
ruary, 2002).

Student and parent satisfac-
tion with PSEO courses has
grown steadily over the years, as
has support by postsecondary
faculty, staff, and administra-
tors. However, P-12 educators
remain divided over this pro-
gram, worrying about the aca-
demic costs of the programs for
high schools and those students
who do not utilize the PSEO pro-
gram and about the social and
sometimes academic costs to
students who leave high schools
to pursue collegiate learning
opportunities.

It has perhaps been in re-
sponse to these concerns that
some districts have sought to
expand the number of enriched
learning opportunities offered
on-site in order to retain the
“best and brightest” students on
high school campuses without
depriving them of advanced
academic offerings. These in-
clude the use of the PSEO stat-
ute to offer “College in the
Schools” or concurrent enroll-
ment programs, which allow
students to earn high school
and college credits by complet-
ing college courses taught in
their high schools, and national
programs like Advanced Place-
ment (AP), in which 14,830 Min-
nesota juniors and seniors were
enrolled in 2000-2001 (Minne-
sota Higher Education Services
Office, 2002, Spring).

One example of recent ef-
forts to help students take full
advantage of enriched learning
opportunities is found at Como
Park Senior High School in St.
Paul. Enrollment figures make
evident the fact that Como Park
is one of the city’s most ethni-
cally and racially diverse high
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schools; American Indian, Asian
American, Hispanic American
and African American students
make up almost 64% of the to-
tal student population. In addi-
tion, almost half of the students
enrolled receive English lan-
guage support, and 37% receive
free/reduced lunches (St. Paul
Public Schools website, re-
trieved on February 28, 2002).

A major effort to recruit
more students (and especially
more students of color) into Ad-
vanced Placement (AP) courses,
to train more teachers to serve
as AP teachers, and to provide
review, tutoring, and other ad-
ditional support to help stu-
dents succeed has yielded im-
pressive numbers. The number
of students taking AP exams has
grown from 18 in 1992 to 204
in 2001; total AP tests taken
similarly increased from 18 to
394 over the same period of
time. In total, an estimated 30%
of Como Park students are en-
rolled in AP or pre-AP courses.
In Fall 2001, 19 Como students
received honors from The Col-
lege Board for their high scores
on the spring 2001 AP exams, a
real honor in light of the fact
that less than 15% of students
taking AP exams are awarded
honors nationwide.

A Como Park AP instructor
noted, “If you encourage the
kids to challenge themselves,
many times they’ll be surprised
at how well they can do. A whole
lot of my best success stories are
kids who needed that one some-
thing to find their way to believe
that college was for them. It’s
helping them find the sense that
they can do it.” The philosophy
of getting high school kids into
challenging classes is one of the
best ways to ensure they go to
college and do well there. Yet,
the number of students of color
and teens from low-income
families who end up in AP and
other demanding courses is
small, fueling an achievement

gap that often extends from gen-
eration to generation. Como
Park has found that kids who
test as low as the 65th percen-
tile in reading can make it in AP.
Principal Sharon Eichten is sol-
idly behind her school’s efforts
wanting the kids to feel comfort-
able taking chances and wants
the teachers to build from stu-
dents skill levels (Tosto, 2002).

In addition, a federal grant
aimed at recruiting more low-
income students into academi-
cally challenging high school
classes has now made it pos-
sible for more low-income stu-
dents in Minnesota to partici-
pate in AP courses over the
internet through Apex Learn-
ing. Overall, it seems clear
that, in one way or another, the
PSEO and AP programs have
enabled high school students
to complete courses previously
unavailable while simulta-
neously earning college cred-
its and jumpstarting their col-
lege careers.

Developmental Education:
Reporting and Early
Assessment
The national concern about the
extent of remedial or develop-
mental instruction needed by
college and university students
has been strongly felt in Minne-
sota as well. In 1999-2000, ev-
ery public postsecondary insti-
tution in the state offered at
least one developmental course.
While this is consistent with the
open admission mission of
many public institutions and
necessary to ensure that all stu-
dents have the foundation upon
which to build success in post-
secondary programs, it is still
problematic in terms of the costs
to students, institutions, and
society. These costs include
coursework that doesn’t gener-
ate credits toward degree comple-
tion and duplication of learning
opportunities available at no
direct student/parent cost in

high schools and thus paid for
twice, in effect, by the state.
While it will likely always be es-
sential for colleges and univer-
sities to offer some develop-
mental course-work, it is gen-
erally agreed that better pre-
college preparation could sig-
nificantly reduce the demand
for remedial courses.

In the belief that better in-
formation for high schools about
the extent and nature of devel-
opmental coursework taken by
their recent graduates could
help them improve student
preparation and therefore re-
duce remedial enrollment, the
Minnesota Legislature passed
legislation in the early 1990s
requiring all public colleges and
universities to report to school
districts on the developmental
course-taking of their students
within two years of graduation
and on their performance on
college placement tests or other
performances measures used to
determine college readiness.
They simultaneously amended
the state’s Government Data
Practices Act to allow individu-
ally identifiable data to be re-
ported to school districts in or-
der to enhance their ability to
make use of the reported data.

The team preparing this
annual report has periodically
met with school district per-
sonnel to ensure that the con-
tent and design of the report
is usable by and useful for dis-
tricts and to work with them
on ways in which to make ef-
fective use of the data. Because
data incompatibility problems
have resulted in the comple-
tion of only three reports to
date, it is too soon to measure
the impact of these reports.
However, there are anecdotal
data to indicate that the re-
ports have been useful to high
schools, colleges, and univer-
sities in better understanding
the connection between high
school preparation and college
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readiness and in forging effec-
tive partnerships that help en-
hance student preparation for,
and therefore successful tran-
sitions into and completion of,
postsecondary programs.

More recently, some institu-
tions and state legislators have
begun to experiment with ways
in which to assess college readi-
ness at critical points during a
student’s high school career in
order to help students connect
high school work with college
readiness and to select high
school courses accordingly. A
handful of colleges and univer-
sities have experimented with
the use of college placement
tests with high school sopho-
mores and juniors for this pur-
pose, subsequently working
with those students and their
counselors to identify deficien-
cies and which classes can help
fill in identified gaps. Several
Tech Prep consortia in rural
northwestern Minnesota have
provided college placement test-
ing to tenth grade students in
their member high schools. As
a result of examining the early
test outcomes, five schools have
increased math requirements
from two years to three years.
Six districts incorporated more
applied, or contextual, teaching
methodology into their math
courses. One high school is ex-
perimenting with using a tech-
nical college developmental
math textbook in the high
school. A Tech Prep coordinator
involved with these efforts com-
mented that “the best thing
we’ve done for kids and parents
is to drive home the point that
technical colleges require college
level math skills.”

Some of these experiences
have formed the basis for a new
Developmental Education Dem-
onstration Project recently man-
dated by the Minnesota Legis-
lature and through a partner-
ship between two MnSCU insti-
tutions and five high schools.

Started in the fall of 2001, this
partnership includes Bemidji
State University (BSU) and
Itasca Community College (ICC),
two northern Minnesota institu-
tions with a long history of col-
laborating with each other and
with the broader community
they serve.

In November and December
of 2001, all juniors in five area
high schools were given the
placement exam used by BSU
and ICC. Results were then
shared with counselors, faculty,
and administrators from all the
five districts and with students
and their parents to help stu-
dents enhance their prepara-
tion. After graduation from high
school, participating students
will be followed as they enter
college to determine how useful
the project was in helping them
prepare for collegiate work.
These and other project find-
ings will be used to assess the
effectiveness of this approach to
supporting student transitions
to college and to shape addi-
tional future efforts to improve
student success.

Graduation Standards/College
Preparation Alignment
Educational reform in Minne-
sota is being driven largely by
the adoption, refinement, and
implementation of statewide
graduation standards, defined
both in terms of “basic” stan-
dards which all students are re-
quired to meet in order to gradu-
ate from high school and “high”
standards toward which all stu-
dents must work and against
which they must demonstrate
defined levels of performance
prior to graduation. Compre-
hensive in nature and focused
on performance and mastery,
the standards have been devel-
oped collaboratively by educa-
tors throughout the state and at
all levels.

Postsecondary educators
have been afforded frequent op-
portunities to influence the de-

velopment of the standards and
have more recently been work-
ing to align their own prepara-
tion requirements or expecta-
tions with the graduation stan-
dards. Teacher preparation pro-
grams have done significant
work to incorporate the stan-
dards into their preservice pro-
grams and to revise programs to
meet national teacher prepara-
tion standards that have them-
selves been aligned with na-
tional standards in the disci-
plines. Simultaneously, the
state’s rules governing the ap-
proval of teacher preparation
programs and the licensure of
teachers have been revised in
alignment with both state
graduation standards and na-
tional teacher preparation/ac-
creditation standards.

This is difficult, complex
work that, like the standards
themselves, will likely never be
“done.” However, considerable
progress has been made. For
example, an on-line database
that can now be accessed shows
the alignment of postsecondary
courses with the high standards
known as the Profile of Learn-
ing, particularly, but not only,
to assist students and schools
with the selection of PSEO
courses that will support stu-
dent efforts to meet the gradua-
tion standards. A project is un-
derway to better define the
preparation needed for aca-
demic success in two-year insti-
tutions, and alignment with the
graduation standards is a key
component of this project. His-
torically, college preparation
standards were applied within
the context of four-year colleges
and universities. It is important
to communicate that rigorous
preparation is equally impor-
tant to successful experiences
within two-year institutions as
well. The changing demands of
the workplace increased aca-
demic preparation for those
pursuing technical careers, es-
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pecially in the areas of math,
science, and communications.

Previously developed pre-
paration competencies for the
state universities will soon be re-
visited to ensure or improve
their alignment with the current
graduation standards, and a
process to collaborate with the
University of Minnesota  and
private colleges in order to ar-
ticulate a single set of math-
ematical competencies needed
for all postsecondary institu-
tions in the state is currently
underway. Meanwhile, planning
is in progress to convene dia-
logues among secondary and
postsecondary educators by fo-
cusing on graduation stan-
dards, preparation for college,
and the alignment of the two.

Following the adoption in
the early 1990s of preparation
competencies for the state uni-
versities and related course re-
quirements at the University of
Minnesota, student perfor-
mance on the ACT and SAT tests
improved, with ETS and The
College Board identifying grow-
ing numbers of students in the
state completing a core prepa-
ration curriculum as a key fac-
tor leading to the improved test
scores. We expect further efforts
to clearly define preparation re-
quirements, aligned clearly with
graduation standards, will gen-
erate similar results.

Documentation of Student
Achievement
Minnesota has a special oppor-
tunity to address this problem
because both the secondary sys-
tem and the postsecondary sys-
tem have an interest and a track
record in documentation of per-
formance achievement per indi-
vidual student. In the high
schools, this is the effort to link
individual students to their
achievement of the “high stan-
dards” described eariler. Within
MnSCU a different effort – al-
though similar in spirit – is sev-
eral years underway.

This effort began in 1997
when selected faculty at Inver
Hills Community College began
the Liberal Studies/Professional
Skills (LS/PS) program. Based on
the Minnesota Skills Profile (a
template developed at the Univer-
sity of Minnesota), the faculty
developed a new academic prac-
tice – assessing individual stu-
dents in their courses by skills
achievement. Several years of
collaborative work have led to
well defined and carefully cali-
brated potential learning out-
comes. Individual student
achievement in these skills is
tracked as the student moves
through the curriculum, yielding
a Skills Profile of what he or she
has demonstrated.

Although limited to transfer-
able skills, this is a real accom-
plishment, proving the concept
that it is possible for a college
to measure the educational
progress of individual students
by their demonstrated achieve-
ments. A technical system sup-
ports this effort and makes it
easy to record, track, and com-
municate student achieve-
ments. The LS/PS program at
Inver Hills Community College
is gaining national recognition
for this accomplishment. It is an
active member of the 21st Cen-
tury Learning Outcomes project
(sponsored by the Pew Trust and
the League of Innovation), and
it recently won the 2002 Bell-
wether Award for Instructional
Programs and Services (spon-
sored by the Community College
Futures Assembly and the Na-
tional Council of Instructional
Administrators).

Noting that Inver Hills had
proven the concept of tracking
student achievement, per stu-
dent, across the curriculum, the
Office of the Chancellor has en-
couraged the extension of this
model to other MnSCU institu-
tions. To facilitate this, several
changes have been made.
Whereas Inver Hills had initially

chosen only to track transfer-
able skills, the model has been
revised to include possible stu-
dent achievements:

• Understanding: What a stu-
dent knows and understands
that is specific to a context
(profession or discipline).

• Performance: What a student
can do that is specific to a
context (profession or disci-
pline).

• Perspective: What a student
knows and understands that
extends across contexts.

• Capability: What a student
can do that extends across
contexts.

Any given faculty member
typically is concerned with one
or two of these four types of
achievement, but programs as
a whole, institutions of higher
education, and, indeed, stu-
dents gain by including and
equally valuing all four types.

The approach being taken in
Minnesota provides a prototype
information system with a struc-
ture of uniform design intended
to be used across the full range
of technical, professional, and
liberal arts programs in its 34
institutions. The result is an
easy-to-use, flexible structure
that permits college and pro-
gram faculty to choose and cali-
brate expected learning out-
comes and to have continuously
produced data on actual stu-
dent achievement by linking the
names of individual students,
the achievement, the time, and
the curricular setting (at what-
ever level is appropriate: col-
lege/program/course/section/
term) in which that achievement
was noted.

A choice of standard or cus-
tomized queries on these data
allow one to hold a given stu-
dent as a constant (showing his
or her achievement to date), to
hold a given achievement as a
constant (showing where in the
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curriculum that achievement is
being noted), or to hold a given
curricular setting as a constant
(showing what achievements
were demonstrated in that set-
ting). The direct data on student
achievement is then able to an-
swer the question, “How well
prepared is each of these stu-
dents,” at numerous levels of ag-
gregation, including those high-
level educational results speci-
fied in institutional missions.

Faculty at six different
MnSCU institutions are cur-
rently testing this approach to
see if it can handle learning out-
comes from the full range of dis-
ciplines and professions. If the
pilot is successful, it may be
provided to all of the 34 MnSCU
institutions. It is expected that
many will use it to track Perkins
data for core indicator 1P1 (at-
tainment of academic skills) and
1P2 (attainment of technical
skills). Others will use it for pro-
fessional or institutional ac-
creditation. Interest has been
expressed by Student Affairs
professionals to use this to show
what students are demonstrat-
ing in co-curricular activities.

This system was designed
with conscious attention to as-
sisting the transition from high
school to college. It does this by
documenting the transition from
pre-college achievement to ini-
tial college achievement as eas-
ily as, and in the same way that,
it documents the growth of a
student’s knowledge and abili-
ties within college. It permits the
tracking of a student’s learning
curve throughout college, and,
given the secondary system’s
development of data on indi-
vidual student achievement in
high school, there is little or no
reason why that learning curve
cannot fully include the transi-
tion from high school to college.

Charter Schools
In 1991, Minnesota became the
first state in the nation to au-
thorize charter schools (then

called Outcome-Based Schools).
The law (M.S. 124D.10-11) per-
mits teachers, parents, and
other community members to
form and operate independent
charter schools. To promote in-
novation, these schools are ex-
empt from many statutes and
rules governing school districts
but held accountable for results.

A charter school is a public
school, part of the state’s pub-
lic education system. The law re-
quires that a charter school
must meet one or more of the
following purposes: (1) improve
student learning; (2) increase
learning opportunities for stu-
dents; (3) encourage the use of
different and innovative teach-
ing methods; (4) require the
measurement of learning out-
comes and create different and
innovative forms of measuring
outcomes; (5) establish new
forms of accountability for
schools; or (6) create new pro-
fessional opportunities for
teachers, including responsibil-
ity for a learning program at the
school site.

There are currently nearly
100 charter schools approved to
operate in Minnesota at loca-
tions throughout the state. Both
the perceptions of and results
achieved by charter schools are
mixed to date. While supporters
see them as an effective public
alternative for students not well
served by local school districts,
others view them as “competing”
for already scarce public re-
sources. The role of sponsors
has been somewhat unclear; as
a result, a series of changes in
state statute have sought to
more fully define the responsi-
bilities which the state expects
sponsors to meet, and sponsors
may now charge a modest
amount of funding per pupil to
fulfill their duties. In addition,
a lack of sufficient financial and
management accountability and
safeguards has resulted in some
significant management difficul-

ties at a handful of charter
schools in the state and prob-
lems at many more schools se-
curing funds sufficient to cover
all operating costs. As a result,
increasing attention has been
turned to defining means by
which the potential for misman-
agement can be reduced and to
determining what kinds of as-
sistance and resources charter
schools need in order to oper-
ate effectively.

Katrina Bulkley of Rutgers
University has effectively de-
scribed the difficulty of ensur-
ing adequate accountability for
charter schools. She has iden-
tified four challenges, all of
which are felt in Minnesota:

1. Educational performance is
not easy to define or measure,
nor is how good is “good
enough” in educational qual-
ity.

2. Other aspects of a school’s
program, often more difficult
to measure than test scores,
are also important to families
and authorizers. In this con-
text, authorizers sometimes
turn to “proxies” to assess
school quality.

3. Teachers, parents, and stu-
dents become very invested in
particular schools and de-
stroying a community may be
more difficult for authorizers
than serving a diffuse public
interest.

4. Finally, charter schools have
become a highly politicized is-
sue on both sides, and some
authorizers are concerned
about their decisions reflecting
poorly on charter schools as a
reform idea (Bulkley, 2001).

Clearly, all of these chal-
lenges are being faced in Min-
nesota, complicated by a few
cases of significant mismanage-
ment. On the bright side, some
of the newer charter schools es-
tablished in the state clearly of-
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fer tremendous potential to bet-
ter prepare students for future
work and learning goals, and
some early charter schools are
being recognized for the real
successes they have achieved.
For example, Skills for Tomor-
row High School (SFTHS), one
of Minnesota’s oldest charter
schools, was established in
1994. SFTHS was the first
school-to-work charter school in
the nation and is a partnership
between business, higher edu-
cation, Minneapolis and St. Paul
public schools, surrounding
suburban school districts, Min-
nesota Teamsters Joint Coun-
cil 32 and Minnesota Teamsters
Service Bureau, and several
community-based organizations
and agencies. The mission of the
school is to assist secondary
students in making the transi-
tion to postsecondary education
and high-skill workplaces by in-
tegrating academic instruction
and work-based experiences in
learning environments that re-
spect cultural diversity.

As a public charter school,
SFTHS primarily teaches stu-
dents from the Twin Cities met-
ropolitan area, many of whom
are from low socioeconomic
backgrounds. With its school-
to-work programmatic focus,
SFTHS provides core classes in
math, English, social studies,
and science, as well as electives.
After an initial orientation pe-
riod (Phase I), students complete
service learning projects (Phase
II) and develop problem-solving
skills, teamwork, leadership,
and personal responsibility in a
community-based social service
agency. In the high school’s em-
ployment, training, and readi-
ness program (Phase III), stu-
dents complete a one-year in-
ternship at a local business site.
Students gain concrete experi-
ences in self-chosen career
fields through individual expe-
rience and analysis of the skills
necessary in that field. Finally,

students are expected to begin
Post-Secondary Enrollment
Options at local technical or
community colleges or univer-
sities and prepare a portfolio
presentation for graduation
that is reviewed by a panel of
business and education lead-
ers (Phase IV).

SFTHS has developed ac-
countability standards beyond
the basic graduation require-
ments. The school strongly sup-
ports parental involvement and
feedback. Monthly parent meet-
ings are conducted where par-
ents and staff discuss both suc-
cesses and areas of concern.
Quarterly parent- and faculty-
led board of directors meetings
are also conducted to review
school policies, develop the
school’s operating plan, and re-
view the financial health and
long-term financial viability of
the school.

The SFTHS has experienced
many accomplishments and re-
sults over the past five years.
Selected examples include:

• Thirty graduates completed
400-hour internships, 180-
hour service learning proj-
ects, and at least one postsec-
ondary educational option.

• Thirty graduates completed
all academic courses with at
least a grade of 75% or better
(a “C” or better), along with
at least 90% attendance.

• Seventy-five percent of the
school’s 30 graduates have
successfully begun working
toward a postsecondary edu-
cation degree in their chosen
career field.

• Twenty current candidates
are now enrolled in an intern-
ship program and postsec-
ondary education enrollment
option program.

• Successful completion of 65
service learning projects pro-
viding 11,700 total hours of

volunteer services has oc-
curred in the Minneapolis
and St. Paul area.

The charter school move-
ment as a whole is likely to con-
tinue growing, with educational
innovators using this strategy as
another means to improve stu-
dent preparation for their indi-
vidual educational and work
goals and to find effective ways
to smooth their transition out of
high school into college.

Opportunities for Federal
Policies and Programs
It is always challenging to de-
termine the best and most ap-
propriate level at which to seek
educational improvement. A
long-standing tradition of local
control has led communities to
expect that their elected school
boards and the staff they hire
will determine local curricula.
State-level policymakers
couple significant financial
support with mandates and
programs intended to set a
consistent direction for stu-
dent learning and performance
along with standards for the
preparation and licensure of
teachers and administrators.

The federal government, rec-
ognizing how critical education
is to the nation’s economic and
social health, has played vary-
ing roles over time to identify
priorities, set an overall direc-
tion for educational improve-
ment, and provide funding de-
signed to address problems,
stimulate change, and support
innovation. Within the context
of improved student preparation
for postsecondary education
and posthigh school careers and
enhanced transitions to college
classrooms or the workplace,
there are at least three direc-
tions the federal government
might consider in order to ex-
tend the promise of No Child Left
Behind to students in their last
years of high school. While
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many possible actions for all lev-
els of policymakers and educa-
tors are effectively articulated
within the report of the National
Commission on the High School
Senior Year, this paper will ad-
vance three general approaches
that the Department of Educa-
tion might consider.
1. INFORMATION CAMPAIGN TO AR-

TICULATE PREPARATION FOR
POST-HIGH SCHOOL SUCCESS.

Despite many local and state ef-
forts to help high school stu-
dents recognize the importance
of the choices they make in high
school to their future success,
the message still doesn’t seem
to be reaching or convincing
high school students. One rea-
son may be that messages are
sometimes fragmented, put for-
ward by discrete institutions or
systems within the broader edu-
cational continuum. Another
may be the existence of open ad-
missions institutions gives stu-
dents the false perception that
no particular preparation is
needed for academic success in
those institutions. Given the
large number of students served
by those institutions, especially
by first-generation college-goers
and previously under-served
populations, reshaping the per-
ception of what is needed to
achieve success in community
and technical colleges could re-
duce the need for remediation
and improve student persis-
tence to degree completion.

Any effort to effectively reach
students must also recognize:

1. the realities of adolescent be-
havior and the inevitable dif-
ficulties of getting teenagers
to realistically assess future
options and realities (not to
mention accepting the fact
that adults know things that
they don’t and which are rel-
evant to their lives!);

2. the significant numbers of
students who are working
while in high school and the

impact of the hours spent on
the job on their willingness to
pursue a set of rigorous high
school courses and complete
the work needed to complete
necessary work for those
courses; and

3. the lack of guidance counse-
lors and other adults in high
schools who can help stu-
dents identify their strengths,
talents, and needs; articulate
future goals in line with per-
sonal and academic abilities
and interests; and make a va-
riety of academic decisions
appropriate to those goals.

The federal government
could play a critical role by tar-
geting its resources to the de-
velopment of a high-quality in-
formational campaign designed
to help students and their par-
ents better understand and take
responsibility for their choices
in high school and securing sup-
port from key leaders in busi-
ness and industry as well as in
educational institutions and
government agencies to broadly
communicate that message.
Such a campaign would con-
tinue to leave decisions at the
local level about the curriculum
itself and about specific stan-
dards for advancement and
graduation while helping stu-
dents better understand the
impact of their high school
course-taking on future suc-
cess. It could help make clear
the role that high school plays
in setting future directions and
particularly how decisions in
high school can keep open or
foreclose future choices.

Such a campaign could
reach a wide range of students
and be tied directly to goals and
expectations recently set for stu-
dents and schools across the
country. Well-known personali-
ties from all walks of life could
be engaged in helping get the
message out to students in ways
designed to reach into every

community and appeal to a wide
array of student interests, tal-
ents, and needs. The power of a
national information campaign
would be significant and could
help shape student preparation
in profound and lasting ways.
Such a campaign could be mod-
eled after other successful na-
tional and state efforts, such as
anti-drug or anti-tobacco cam-
paigns, and the successes of
and lessons learned from pro-
grams already operating with
federal support, such as the
Tech Prep Program, could pro-
vide useful information to in-
form such a campaign. One
theme could build from No Child
Left Behind to include leaving no
high school students behind
when it comes to preparation for
success in the workplace and in
college classrooms.
2. IDENTIFICATION AND SUPPORT OF

“BEST PRACTICES.”
A wide array of efforts is under-
way across the county to im-
prove student preparation and
transitions, but many are oper-
ating piecemeal, are under-
funded, or are disconnected in
ways that limit broader imple-
mentation. For many, modest
support is all that stands in the
way of implementation and dis-
semination. Some have the re-
search data needed to demon-
strate their effectiveness; others
need only a little encouragement
and support to collect the data
that would prove their value or
to help them connect with other,
similar projects or key experts.
Such connections could help
schools identify ways in which
changes could improve perfor-
mance and ultimately generate
results that could be dissemi-
nated to other sites or programs.
Federal leadership is needed to
accelerate bringing successful
practices to scale, as appropri-
ate, nationwide.

Federal support in the form
of modest grants designed to
encourage the identification,
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implementation, improvement,
and dissemination of new and
emerging best practices across
the country focused on im-
proved student preparation and
transitions could generate re-
sults leading to wide-scale re-
form. This paper has described
an array of efforts currently un-
derway in Minnesota, many of
which might well be expanded
here and replicated in other
states. It is likely that the other
49 states could generate simi-
lar lists of efforts worth build-
ing more broadly and duplicat-
ing across the country.

There is a long history of fed-
eral agencies and programs us-
ing similar means to encourage
and advance educational im-
provement efforts upon which
this effort could build. A plan-
ning group might be convened
to more clearly define the kinds
of efforts which the federal gov-
ernment would like to explore,
encourage, and support and to
collect information on programs
like those described above to
help define current “best prac-
tices” focused on improved stu-
dent preparation and transi-
tions.

A variety of organizations,
including those represented by
the members of the National
Commission on the High School
Senior Year and by those who
prepared commissioned papers
for the Commission, would help
articulate and support the de-
velopment of funding opportu-
nities, including possible cat-
egories for grant activity, and
might even generate opportuni-
ties for matching or follow-up
funding for the best ideas. The
net could be cast broadly in or-
der to solicit a wide array of po-
tential projects, or more care-
fully defined opportunities could
be advanced targeting improve-
ments identified as being most
critical to student preparation
and transitions. In any case,
modest funding could stimulate

significant efforts that would
help students across the coun-
try, with diverse talents, inter-
ests, and backgrounds, better
prepare for their futures regard-
less of whether they focus on the
workplace first or following some
postsecondary education.
3. DOCUMENTING STUDENT ACH-

IEVEMENT.
Linking resources to results has
been an accountability goal, but
the weak link has been that the
results were not as well speci-
fied as the resources. It is pos-
sible to have specific informa-
tion on the achievement/pre-
paredness of individual stu-
dents as the best possible record
of educational results. It would
be valuable if the U.S. Depart-
ment of Education would set
out, as a goal, levels of institu-
tional accomplishment in the
documentation of student
achievement. This would visu-
alize the progressive raising of
the bar, even if it takes institu-
tions a while to get there. It
would identify the direction in
which institutions should move,
and it would set the criteria for
making progress. The Carl D.
Perkins Vocational Education
Act of 1998 has already done
this through the establishment
of an accountability system with
four core indicators. So has the
North Central Association (NCA)
with its three levels of institu-
tional accomplishment. Some-
thing analogous from the U.S.
Department of Education – a
clear expansion of the range of
data that would be desirable
from institutions – could focus
attention on the kind of data on
actual student achievement for
which they should be aiming.

A Time to Act
Congress and President Bush
have demonstrated the ability to
forge essential compromises in
order to serve the needs of stu-
dents nationwide. The provi-
sions in the recent reauthoriza-

tion of the ESEA are appropri-
ately focused primarily on stu-
dents in grades three through
eight, and both the content of
ESEA and the spirit of biparti-
sanship which led to its enact-
ment can serve as a foundation
for an additional focus on the
last years of high school. As its
authors noted in “Raising Our
Sights,” “The high school senior
year and graduation [can] be-
come not so much a finish line
as a relay station.”

With direction and support
from Washington, we can reach
high school students with mes-
sages designed to help increase
the likelihood that their futures
will be productive and success-
ful, regardless of their educa-
tional and career aspirations.
We can help end the “splendid
isolation” that has kept higher
education removed from P-12
schools and forge new, broader
partnerships that better serve
students and help them move
smoothly from one level to the
next. We can bring an end to the
persistent, though often invis-
ible, practice of tracking stu-
dents in high school, thereby
leaving too many without the
knowledge and skills needed to
move in many directions after
high school, and we can make
clear our belief that all students
can succeed at high levels, seek-
ing to end what President Bush
has called the “soft-bigotry of
low expectations.”
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The Southern Regional Education Board has produced several new reports
available for downloading at http://www.sreb.org/main/Publications/
LatestReports/LatestReportsindex.asp
2002 SREB Survey Highlights
By the Council on Collegiate Education for Nursing
A recent survey shows that nursing education programs at all levels in the region are facing a
critical shortage of nursing faculty. In July 2002, the SREB Council on Collegiate Education for
Nursing conducted a survey of 499 nursing education units. More than half of those nursing edu-
cation administrators returned their questionnaires, and the results confirm the need for long-term
strategies and short-term solutions. The responses also provide data regarding faculty positions
(filled, unfilled and new), resignations, retirements, student enrollment and graduation, and the
racial/ethnic diversity of students and faculty.

Universities in the Lead: Redesigning Leadership Preparation for Student Achievement
By John Norton, Kathy O’Neill, Betty Fry and David Hill
This semiannual newsletter reports on the University Leadership Development Network’s progress
in changing how future school leaders are taught, what they are taught, and how universities and
school systems work together to prepare effective school leaders. Articles describe current research
and outstanding practices in leadership preparation.

More News You Can Use
John Gugerty, Column Editor
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