Section 4
Contexts of Elementary

and Secondary Education




Contents

Introduction: Contexts of Elementary and Secondary EJUCALION .........ccc.vvvcvvvnsvvssvnssvnsvvnsvnnsnens 53
Coursetaking and Standards

24 Trends in English and Foreign Language COUTSELAKING .........cc.vvvervvsssvvsssvessmvssssssvssssesssnsessnn 54
25 Student Characteristics in English and Foreign Language Coursetaking ...........c..vesvvessvvsssves 55
Learning Opportunities

26 Instructional Activities for 8th-Grade MathEMALICs ............ouwvmevmsevmsvmivssirnisnissesssessnen 56
Special Programs

27 Public Alternative Schools for At-RiSK STUTBNES ........vvvvvevnvvssicsirsississsssississsesssesssensne 57
Teachers

28 Out-of-Field Teaching in Middle and High SChOOI GIadES ..........ccvvvsvvvesvvssirssvvssvssssvnsnees 58
29 BEGINNING TRACHEIS oo 59
School Characteristics and Climate

30 Size OF HIGN SCN0OIS ..o 60

31 StUAENT VICHMIZATION 1vvvvvvveveeveveeeevemsnsnniennssinimnssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssssseseees 61



= ‘ I Section 4—Contexts of Elementary and Secondary Education

Section 4: Web Site Contents

Coursetaking and Standards

Trends in Science and Mathematics Coursetaking

Student Characteristics in Science and Mathematics Coursetaking
Trends in English and Foreign Language Coursetaking

Student Characteristics in English and Foreign Language Coursetaking
Trends in High School Occupational Coursetaking

Learning Opportunities
Instructional Activities for 8th-Grade Mathematics
Student/Teacher Ratios in Public Elementary and Secondary Schools
Teachers'Readiness to Use Computers and the Internet
Special Programs
Inclusion of Students With Disabilities in Regular Classrooms
Public Alternative Schools for At-Risk Students
School Choice
Parental Choice of Schools
Public Charter Schools
Teachers
Academic Background of College Graduates Who Enter and Leave Teaching
Educational Background of Teachers
Out-of-Field Teaching in Middle and High School Grades
Beginning Teachers
Participation in Professional Development
School Characteristics and Climate
Size of High Schools
Student Victimization
Other School Resources
Overcrowding in Schools

Page 52 | The Condition of Education 2003

Indicator—Year

26-2002
27-2002
24-2003
25-2003
35-2001

26-2003
38-2001
39-2001

28-2002
271-2003

29-2002
30-2002

31-2002
32-2002
28-2003
29-2003
33-2002

30-2003
31-2003

45-2001

This List of Indicators includes all the indicators
in Section 4 that appear on The Condition of
Education web site (http://nces.ed.gov/pro-
grams/coe), drawn from the 2000, 2001, 2002,
and 2003 print volumes. The list is organized by
subject area.The indicator numbers and the years
in which the indicators were published are not
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Section 4—Contexts of Elementary and Secondary Education

Introduction: Contexts of Elementary and Secondary Education

The indicators in this section explore why
some schools may be more successful than
others at helping students learn. Research
indicates that what occurs in classrooms, the
training and ability of the teaching force,
and the overall culture and atmosphere of
the school all affect student learning (NCES
2001-030). This section looks at each of
these factors.

To gauge what goes on in the classroom,
this section looks at the content of student
learning as measured by the academic level
of the courses students have taken. It also
examines the instructional practices of teach-
ers, the use of technology in schools, class-
room size, and extra support for children
with special needs, as aspects of the oppor-
tunity to learn in schools. Because learning
in the classroom takes place within the con-
text of a school, this section looks at various
contexts of elementary and secondary
schools. Some contextual dimensions consid-
ered are the control of the school (public or
private); school size; community type (ur-
ban, suburban, or rural); and the composi-
tion of the student body, which includes such
measures as the percentage of enrolled stu-
dents who are minority students, who come
from poor or single-parent families, or whose
English proficiency is limited. Some analy-
ses also look at student characteristics (e.g.,
race/ethnicity or sex) to provide additional
perspective on questions of equality in learn-
ing opportunities.

To gauge the training and ability of the teach-
ing force, this section examines teacher char-
acteristics that evidence suggests matter for
student learning. These characteristics in-

clude teachers’ academic and professional
preparation, the extent to which this prepa-
ration matches the subjects they teach, the
distribution of new and experienced teach-
ers, and teacher participation in professional
development. These indicators compare
teachers according to these characteristics,
and their perceptions of the teaching envi-
ronment, in different school contexts. The
demography of the teacher workforce and
patterns of recruitment and retention are also
discussed here.

To gauge aspects of the overall culture and
atmosphere of the school, this section looks
at rates of underenrollment and overcrowd-
ing in school buildings, school-related vio-
lence and student victimization, disciplinary
practices, and leadership qualities of princi-
pals. These indicators provide additional per-
spectives on learning environments and their
relationships to the different school and class-
room-level contexts.

In addition to these three areas, this section
looks at school choice programs and charter
schools to provide perspective on how school
contexts relate to different parental choices
and differences in institutional control.

The indicators in this section describe stu-
dent coursetaking, mathematics instruction,
and selected teacher and school characteris-
tics. Other indicators from previous volumes
of The Condition of Education are available
at http://nces.ed.gov/programs/coe/list/
i4.asp. These indicators cover the other is-
sues in this section, including computer use
in the school, school choice, teacher profes-
sional development, and the school climate.
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Section 4—Contexts of Elementary and Secondary Education

Indicator 24

Trends in English and Foreign Language Coursetaking

The percentages of high school graduates who had completed advanced academic
levels of English and foreign language study doubled between 1982 and 2000.

The actual content and instructional methods
of high school courses with similar descrip-
tions can vary across classes and schools, as
well as over time. Research has shown, how-
ever, that student achievement is related to the
academic level of coursework that students
complete, controlling for various school and
background factors (Chaney, Burgdorf, and
Atash 1997; Berends, Lucas, and Briggs forth-
coming). This indicator shows the trends be-
tween 1982 and 2000 in the highest level of
English and foreign language coursework that
high school graduates completed.

Since the 1980s, when states began to increase
the number of required courses to receive a
high school diploma (NCES 95-029, table
151), the percentage of high school graduates
completing some advanced English courses
(i.e., courses classified as “honors™) and ad-
vanced foreign language courses (year 3 and
higher) has increased. In 1982, 13 percent of
high school graduates had completed some ad-
vanced English coursework; by 2000, this per-
centage had risen to 34 percent. Moreover,
during this period, the percentage who had com-

pleted 75-100 percent of their English courses
at the honors level more than tripled (from 4
to 15 percent). The percentage of graduates
who had completed low academic level courses
in English (courses classified as “below grade
level™) increased for a while and then steadily
declined such that no significant differences were
found between the rates of completion in 2000
and 1982 (10 and 11 percent, respectively) (see
supplemental table 24-1).

The percentage of high school graduates who
had completed advanced foreign language
courses was greater in 2000 than in 1982. In
1982, 15 percent of graduates had completed
some advanced foreign language study; by
2000, this percentage had doubled to 30 per-
cent. In addition, over this period, the percent-
age of graduates who had completed no foreign
language study decreased markedly (from 46
to 17 percent). Yet, in 2000, roughly half of all
graduates had completed only low academic
levels of foreign language study (year 2 or
lower), while 5 percent had completed AP
courses (see supplemental table 24-2).

COURSE-TAKING LEVELS: Percentage of high school graduates who completed regular and advanced levels of English and
low level and advanced foreign language courses, by highest level of coursetaking completed: Selected years 1982—2000

Percent English
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Year
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Foreign languages
English
Advanced
75-100 percent
honors courses
I 50-74 percent
honors courses
Less than 50
percent honors courses
Regular

M Allregular
(no low level
or honors) courses

Foreign languages
Advanced
AP
M Year4

Year 3
Low level
M Year 2 or lower

1987 199019921994 19982000

NOTE: Not displayed are the percentage of
graduates who completed no or low academic
level English courses and the percentage who
completed no foreign language coursework.

SOURCE: U.S. Department of Education, NCES,
High School and Beyond Longitudinal Study
of 1980 Sophomores, “First Follow-up” (HS&B-
50:80/82); National Education Longitudinal
Study of 1988 (NELS:88/92),“Second Follow-
up, High School Transcript Survey, 1992”; and
National Assessment of Educational Progress
(NAEP), 1987, 1990, 1994, 1998, and 2000
High School Transcript Studies (HSTS).

@

FOR MORE INFORMATION:
Supplemental Note 6
Supplemental Tahles 24-1, 24-2
NCES 95-029, NCES 2003-343
Chaney, Burgdorf,and Atash 1997

Berends, Lucas, and Briggs forth-
coming



Indicator 25

Section 4—Contexts of Elementary and Secondary Education

Student Characteristics in English and Foreign Language Coursetaking

‘American Indian includes Alaska Native, Black
includes African American, Pacific Islander in-
cludes Native Hawaiian, and Hispanic includes
Latino. Race categories exclude Hispanic origin
unless specified.

NOTE: See notes to supplemental tables 25-1
and 25-2 on the various levels of English and

Female high school graduates completed advanced English and foreign language

Trends in coursetaking since 1982 indicate that
the proportions of students completing advanced
academic courses in English and foreign languages
are increasing (indicator 24). Unlike measures of
the total course credits completed by students, these
trends suggest change in the average academic
level of courses completed in high school. These
trends, however, do not reveal which students are
taking academically challenging courses. This in-
dicator highlights differences among high school
graduates in 2000 who completed advanced En-
glish courses (i.e., those classified as “honors™)
and advanced foreign language courses (year 3
or higher) (see supplemental note 6).

Among these graduates, females were more likely
than males to have completed advanced English
as well as foreign language courses. Asians/Pa-
cific Islanders were more likely to have completed
advanced English than Hispanics and Blacks, and
Whites more than Hispanics, but no other differ-
ences were detected. Asians/Pacific Islanders, His-
panics, and Whites were more likely to have
completed advanced foreign language courses than
Blacks and American Indians.

Private school graduates in 2000 were more likely
than public school graduates to have completed

courses at higher rates than males.

advanced foreign language courses. No signifi-
cant differences were found in the rates at which
private and public school graduates completed
advanced English courses.

High school graduates who completed the Core
curriculum or higher were more likely than those
who did not to have completed advanced English
and foreign language courses. However, among
those completing the Core curriculum or higher,
48 percent completed only regular English courses
and 7 percent completed only low academic level
English courses. In foreign languages, 52 percent
of those completing the Core curriculum or higher
completed only low academic level foreign lan-
guage courses and 9 percent completed no foreign
language course (see supplemental tables 25-1 and
25-2).

Graduates from moderate-sized schools (i.e., en-
rollment of 300-999) and large schools (1,000 or
more) were more likely than those from small
schools (less than 300) to have completed advanced
English and foreign language courses. Differences
in the rates at which graduates from moderate-
sized and large schools completed these courses
were not found to be significant.

DIFFERENCES IN COURSETAKING: Percentage of 2000 high school graduates who had completed advanced academic courses
inEnglishand ina foreign language, by selected characteristics: 19992000

Percent

B Completed some honors Completed year 3 or higher
English courses of a foreign language

foreign language courses. To meet the require- 100
ments of the Core curriculum, students must com-
plete at least 4 years of English and 3 years each

of mathematics, science, and social studies. 80

SOURCE: U.S. Department of Education, NCES,

National Assessment of Educational Progress ef S
(NAEP), 2000 High School Transcript Study 43 43

(HSTS). 39

400 " mm 3633

FOR MORE INFORMATION:
Supplemental Notes 1,6

&

Supplemental Tables 25-1, 0 " Male Female Public Private American Asian/  Black  White Hispanic
25-2 Indian  Pacific
Islander

Sex Control of school Race/ethnicity’
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Indicator 26

Instructional Activities for 8th-Grade Mathematics

In 8th-grade mathematics lessons in the United States, students spend 53 percent of
the time reviewing previously studied content and 48 percent of the time studying

new content.

The 1999 Third International Mathematics and
Science Study (TIMSS) included a Videotape
Classroom Study of 8th-grade mathematics classes
in Australia, the Czech Republic, Japan, the Neth-
erlands, the Special Administrative Region (SAR)
of Hong Kong, Switzerland, and the United States.
The study used nationally representative class
samples from these countries to examine the dif-
ferences and similarities in mathematics lessons.

The study looked at the percentage of lesson time
8th-grade mathematics teachers devoted on av-
erage to reviewing previously studied content com-
pared with studying (both introducing and
practicing) new content. In the United States, no
difference was found between the average per-
centage of lesson time devoted to studying new
content and the percentage devoted to reviewing.
By contrast, classes in Australia, Hong Kong, Ja-
pan, the Netherlands, and Switzerland spent more
time, on average, studying new content than re-
viewing. The opposite was true in the Czech Re-
public, where more time was spent reviewing
studied content than in all other countries except
the United States (see supplemental table 26-1).

This study also examined how mathematics prob-
lems were solved in each lesson. The in-class ex-
planation and discussion of each problem’s
solution was classified into one of four types, rang-
ing from “making connections™ (or explaining
the mathematical relationships and/or reasoning
involved in solving the problem) to “giving re-
sults only”” (without an explanation of any math-
ematical processes) (see supplemental note 5).

On average, in the United States, 1 percent of prob-
lems per lesson were solved by making connections;
8 percent were solved with a discussion of math-
ematical concepts (but not mathematical relation-
ships or reasoning); 55 percent involved an
explanation of the steps and rules or the algorithmic
procedures for solving the problem (but no expla-
nation of the underlying mathematical concepts);
and 36 percent were solved by giving results only.
The Czech Republic, Hong Kong, Japan, and the
Netherlands had a higher percentage of problems
per lesson that were solved by making connections
(10, 12, 37, and 22 percent, respectively). Com-
pared with the United States, every other country!
had a higher percentage of problems per lesson that
were solved with a discussion of concepts (from 19
to 33 percent) (see supplemental table 26-2).

MATHEMATICS LESSON ACTIVITY: Average percentage of 8th-grade mathematics lessons spent studying new content and

reviewing previously studied content, by country: 1999

Percent
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Netherlands Switzerland

~ Studying
new content

Introducing
new content

M Practicing
new content

m Reviewing
previously
studied content

United
States

‘Switzerland was not included in this particular
analysis because English transcripts were not
available for all lessons.

NOTE: Hong Kong is a Special Administrative
Region (SAR) of the People’s Republic of China
and not a distinct country. However, this indica-
tor refers to it as one of the study’s “countries” for
ease of reading and because this region was
treated analytically the same as the countries in
the study. Japanese mathematics data were
collected in 1995. Detail may not sum to 100
percent because of rounding and the possibility
of coding portions of lessons as “not able to
make a judgment about the purpose.”

SOURCE: U.S. Department of Education, NCES.
(2003). Teaching Mathematics in Seven Coun-
tries: Results from the TIMSS 1999 Video Study
(NCES 2003-013), figure 3.8. Data from U.S.
Department of Education, NCES, Third Interna-
tional Mathematics and Science Study (TIMSS)

Video Study, 1999.

FOR MORE INFORMATION:
Supplemental Note 5

Supplemental tables 26-1,
26-2



'This analysis does not differentiate between
these schools and programs. Districts with ei-
ther a public alternative school or program are
counted the same as districts with both. For this
analysis, public alternative schools for at-risk
students are publicly administered schools in
facilities separate from regular schools; public
alternative programs for at-risk students are
programs offered within regular schools. These
schools and programs do not serve special edu-
cation students exclusively or serve short-term
(2 weeks or less) in-house suspended students.
Schools and programs not administered by a
regular school district or in which the majority of
students attended less than half of their instruc-
tional time are excluded.

SOURCE: Kleiner, B., Porch, R., and Farris, E.
(2002). Public Alternative Schools and Pro-
grams for Students At Risk of Education Failure:
200001 (NCES 2002—004), table 1. Data from
U.S. Department of Education, NCES, Fast Re-
sponse Survey System (FRSS), “District Survey
of Alternative Schools and Programs,” FRSS
76, 2001,

&

FOR MORE INFORMATION:
Supplemental Notes 1, 3

Supplemental Tables 27-1,
21-2,27-3

Paglin and Fager 1997

Indicator 27

Section 4—Contexts of Elementary and Secondary Education

Public Alternative Schools for At-Risk Students

Public alternative schools and programs are most common in school districts with
large enrollments, those in urban areas, and those in the Southeast.

Alternative schools and programs serve students
who are at risk of dropping out of school for
any of a number of reasons, including poor
grades, truancy, suspension, and pregnancy
(Paglin and Fager 1997). Concerns with main-
taining order and discipline in regular schools,
combined with a desire to provide such at-risk
students with alternatives to dropping out, have
increased interest in such schools and programs.
This indicator profiles the nation’s public alter-
native schools and programs for at-risk students.*

In 2000-01, 39 percent of public school districts
had alternative schools and programs (see supple-
mental table 27-1), serving approximately
613,000 at-risk students (or about 1.3 percent of
all students enrolled in public elementary and sec-
ondary schools) (see supplemental table 27-2) in
about 10,900 alternative schools and programs
nationwide (see supplemental table 27-3). Taken
together, alternative schools and programs were
more common in large districts (those with 10,000
or more students) than smaller districts (those with
less than 9,999 students), in urban districts than
suburban or rural districts, and in southeastern
districts than districts in other regions.

Enrollment in alternative schools and programs
varied by district characteristics. Eight percent
of districts in the Northeast and 5 percent in the
Southeast enrolled more than 3 percent of their
students in alternative schools and programs;
however, 20 percent of districts in the Central
region and 23 percent of districts in the West
did so in 2000-01. Districts with the largest per-
centages of children in poverty also were more
likely than districts with the smallest percent-
ages of such children to enroll 3 percent or more
of their students in these schools and programs
(see supplemental table 27-2).

In addition to classes, many districts with alter-
native schools and programs provide their stu-
dents with various services, such as academic
counseling or preparation for their GED exam.
The great majority of such districts (91 percent)
offered coursework for a regular high school
diploma, while roughly half (48 percent) offered
vocational or skills training in 2000-01 (see
supplemental table 27-1).

ALTERNATIVE SCHOOLS AND PROGRAMS: Percentage of school districts with public alternative schools and/or programs
for at-risk students, by selected district characteristics: 2000—01

Percent
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Enrollment Community type Region
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Indicator 28

Out-of-Field Teaching in Middle and High School Grades

Students in middle grades are more likely than students in high schools to have

out-of-field teachers.

Researchers have explored the hypothesis that
teachers’ knowledge and ability are associated
with student learning in the classroom. These stud-
ies have found that students learn more from
mathematics teachers who majored in mathemat-
ics than from teachers who did not (Goldhaber
and Brewer 1997) and more from mathematics
and science teachers who studied teaching meth-
ods in the subject they teach than from those who
did not (Monk 1994; Goldhaber and Brewer
1997). These findings have prompted further ex-
aminations of “out-of-field”” teachers (i.e., teach-
ers who lack a major and certification in the
subject they teach). This indicator reports the pro-
portions of students in middle and high school
classes who were taught by out-of-field teachers
in 1999-2000.

In academic classes, out-of-field teachers gener-
ally taught a larger percentage of students in the
middle grades (i.e., grades 5-9) than in high
school in 1999-2000. Out-of-field teachers taught
19 percent of English students in the middle grades,
compared with 7 percent in high school. The same
was true for mathematics (23 vs. 10 percent), sci-
ence (17 vs. 7 percent), and social science classes
(15 vs. 7 percent). Foreign language was the only

academic class where no statistical differences
were found in the proportions of students in the
middle and high school grades who were taught
by out-of-field teachers (19 vs. 15 percent).

This pattern was not evident for nonacademic
classes like art, music, and physical education,
however. In art and music classes, no differences
were found between the proportions of students
who were taught by out-of-field teachers in middle
and high school grades. In physical education,
out-of-field teachers taught a larger percentage
of students in high school than in the middle grades
(5 vs. 3 percent).

Students in the middle and high school grades
were more likely to have out-of-field teachers in
mathematics, foreign language, social science,
and physical science classes than in their art,
music, and physical education classes (see supple-
mental table 28-1).

Overall, out-of-field teachers were more common
in physical science than in any other regular subject
in both the middle and high school grades. They
taught 42 percent of physical science students in the
middle grades and 18 percent in high school.

OUT-OF-FIELD TEACHERS: Percentage of public school students in middle and high school grades taught by teachers
without a major or certification in the field they teach, by subject area: 1999—2000

Percent
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Page 58 | The Condition of Education 2003

'The data from the Schools and Staffing Survey
(SASS) used for this analysis are from a repre-
sentative sample of full- and part-time teach-
ers rather than a representative sample of all
students.Thus, technically this indicator presents
the percentage of these sampled teachers’ stu-
dents who are in classes with a teacher teach-
ing outside their field. For ease of presentation,
however, this percentage will be referred to as
the percentage of students who are in classes
with an out-of-field teacher.

NOTE: Major refers only to a teacher’s primary
field of study for a bachelor's degree.

SOURCE: Seastrom, M.M., Gruber, K.J., Henke,
R.R., McGrath, D.J., and Cohen, B.A. (2002).
Qualifications of the Public School Teacher
Workforce: Prevalence of Out-of-Field Teaching
198788 to 19992000 (NCES 2002—603),
tables B-8 and B-9. Data from U.S. Depart-
ment of Education, NCES, Schools and Staffing
Survey (SASS),“Public Teacher Questionnaire,”
1999-2000 and “Charter Teacher Question-
naire,” 1999-2000.

FOR MORE INFORMATION:
Supplemental Note 3 @

Supplemental Table 28-1

Goldhaber and Brewer 1997,
2000

Monk 1994



SOURCE: U.S. Department of Education, NCES,
Schools and Staffing Survey (SASS), “Public
Teacher Questionnaire, Charter Teacher Ques-
tionnaire, and Private Teacher Questionnaire”
and “Public School Questionnaire, Charter
School Questionnaire, and Private School
Questionnaire,” 1999—2000.

FOR MORE INFORMATION:
Supplemental Notes 1, 3

Supplemental Tables
29-1,29-2,29-3

Murnane and Phillips 1981

Indicator 29

Section 4—Contexts of Elementary and Secondary Education

Beginning Teachers

Private schools and schools with high minority enrollments are more likely to employ
teachers with 3 or fewer years of teaching experience than are public schools and

This indicator examines the distribution of be-
ginning teachers (i.e., those with 3 or fewer years
of experience) by various teacher characteris-
tics and across different types of schools. Look-
ing at the characteristics of beginning teachers
provides some indication of the demographic
profile of the nation’s future teacher population.
Examining their distribution across schools pro-
vides a measure of inequalities in student learn-
ing opportunities because, as indicated by
research, teachers in the early years of their
teaching careers are typically less effective than
more experienced teachers (Murnane and
Phillips 1981). This research suggests that there
is discernible improvement in teacher effective-
ness (as measured by student achievement scores)
each year for a teacher’s first few years of teach-
ing; however, there is little evidence of signifi-
cant improvement after about 5 years of
teaching.

Among full-time teachers, approximately 16 per-
cent of public school teachers were beginning teach-
ers in 1999-2000, compared with 23 percent of
private school teachers. Beginning teachers were
evenly distributed by sex. There was no detectable

schools with low minority enroliments.

difference in the proportions of male and female
teachers who were beginning teachers in public
and private schools. Beginning teachers were not,
however, evenly distributed by race/ethnicity. Com-
pared with White teachers, a greater proportion
of Black and Hispanic teachers in public and pri-
vate schools were beginning teachers, as were a
greater proportion of Asian/Pacific Islander teach-
ers in public schools (see supplemental table 29-
1).

Beginning teachers were also not evenly dis-
tributed across all schools. Public and private
schools with the highest percentages of minor-
ity students and those with the highest percent-
ages of limited-English proficient (LEP) students
were more likely to employ beginning teachers
than schools with the lowest percentages of
minority students and those with the lowest per-
centages of LEP students. Furthermore, public
schools with the highest percentages of low-in-
come students (those eligible for free or reduced-
price lunch) were more likely to employ
beginning teachers than were schools with the
lowest percentages of such students (see supple-
mental tables 29-2 and 29-3).

TEACHING EXPERIENCE: Percentage of full-time school teachers with 3 or fewer years of teaching experience, by control of
school and by schools with the lowest and highest minority enrollments: 1999—2000

Percent
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Size of High Schools

Indicator 30

High school sizes vary by location. In urban areas almost half of all high schools are
large (900 or more students), whereas in rural areas half of all high schools are very

small (fewer than 300 students).

Large high schools have traditionally been
considered more economical and able to sup-
port a broader curriculum than smaller ones
(Lee et al. 2000). In recent years, however,
research has suggested that small and moder-
ate size high schools foster more positive so-
cial and academic environments than large
high schools, especially for economically dis-
advantaged students (Lee and Bryk 1988, 1989;
Bickel et al. 2001). This research also suggests
that students in very small high schools learn
less than students in ““moderate™ size (600-899
students) high schools (Lee and Smith 1997).
This indicator profiles the distribution of high
schools by size and selected characteristics.

During the 1999-2000 school year, high
schools were not evenly distributed by size.
Those in central cities or in urban fringe/large
towns were more likely than those in rural
areas/small towns to be large (i.e., to have 900
or more students), while those in rural areas/
small towns were more likely than those else-
where to be very small (to have fewer than
300 students). High schools with the highest

percentages of limited English proficiency
(LEP) enrollments were more likely than those
with the lower percentages to be large, while
those with the lowest percentages of LEP en-
rollments were more likely than all others to
be very small. Among public high schools,
those with the highest percentages of students
receiving free or reduced-price lunches were
more likely than those with lower percentages
to be very small (see supplemental table 30-
1).

Among regular high schools, a positive rela-
tionship exists between school size and the
percentage of teachers who reported that apa-
thy, tardiness, absenteeism, dropping out, and
drug use are “‘serious” problems among stu-
dents in their school. Teachers in larger schools
were generally more likely to report that these
problems are serious than were their peers in
relatively smaller schools. When examined
across locations, this pattern generally held
true in central cities and rural areas/small
towns, but not in urban fringe/large towns (see
supplemental table 30-2).

HIGH SCHOOL SIZE: Percentage distributions of all secondary schools according to enrollment, by location: 1999—2000

Central city

Urban fringe/large town

Rural/small town

|
|
|
44 |
|
|
| |
| |
| |
|
|
37 :
|
' |
| |
| |
|
|
29 12 8 :
|
. |
L L J
0 20 40 60 80 100
Percent
M Less than 300 300-599 M 600-899 900 or more
Enrollment

Page 60 | The Condition of Education 2003

NOTE: See supplemental note 1 for more infor-
mation on location. Data on general high school
characteristics by size include data on all sec-
ondary schools—i.e., special education, voca-
tional education, and alternative high schools
as well as regular high schools. Secondary
schools include all schools with no grade be-
low grade 7 and with one grade at grade 9 or
higher. A secondary school may include an un-
graded class.

SOURCE: U.S. Department of Education, NCES,
Schools and Staffing Survey (SASS), “Public
School Questionnaire, Charter School Question-
naire, and Private School Questionnaire,” 1999—

2000.

FOR MORE INFORMATION:
Supplemental Notes 1, 3

Supplemental tables 30-1,
30-2
Bickel et al. 2001; Lee et al.

2000; Lee and Bryk 1988, 1989;
Lee and Smith 1997



1“Any victimization”is a combination of “violent
victimization”and “property victimization.”If the
student reported an incident of either, he or she
is counted as having experienced any victim-
ization. If the respondent reported having expe-
rienced both, he or she is counted once under
the any victimization category. Also, any victim-
ization includes those students who reported
being victimized but did not provide enough
information about the victimization for it to be
classified as violent or property.

%iolent victimization includes any physical at-
tack (i.e., rape, sexual assault, robbery, or as-
sault, including attempts and threats) or taking
of property directly from a student using force,
weapons, or threats at school.

*Property victimization includes theft of a
student’s property at school.

NOTE: Response rate in parentheses. Percent-
age of students reporting “do not know” or“not
ascertained” not reported in figure. Includes only
12- through 18-year-olds who were in primary
or secondary education programs leading to a
high school diploma.

SOURCE: Addington, L.A., Ruddy, S.A., Miller,
AK., and DeVoe, J.F. (2002). Are America’s
Schools Safe? Students Speak Out: 1999 School
Crime Supplement (NCES 2002—-331), tables
1, 8, and 10. Data from U.S. Department of
Justice, Bureau of Justice Statistics, School
Crime Supplement (SCS) to the National Crime
Victimization Survey, January—June 1999.

FOR MORE INFORMATION:

@ Supplemental Note 1
Supplemental Tables 31-1,
31-2

Stephens 1997

Indicator 31

Section 4—Contexts of Elementary and Secondary Education

Student Victimization

Victimization affects all types of students. However, students who report gangs or
guns at their schools are more likely to report victimization than students who do not

The quality of the educational environment
and students’ ability to learn both suffer when
students are subject to assault, theft, or other
forms of victimization at school (Stephens
1997). In 1999, 12 percent of 12- through 18-
year-old students reported experiencing “any”
form of victimization at school. Four percent
reported ““violent victimization™ (i.e., rape,
sexual assault, robbery, or assault, including
attempts and threats), and 8 percent reported
theft of property or “property victimization”
at school (see supplemental table 31-1).

Victimization affects all types of students, but
not all students are equally likely to report being
victimized. In 1999, public school students were
more likely than private school students to re-
port any form of victimization (13 vs. 9 per-
cent) as well as violent victimization (4 vs. 0.4
percent) and property theft (8 vs. 6 percent).
Male students were more likely than female
students to report violent victimization at school
(5 vs. 4 percent); however, no differences were
detected between male and female students in

report these conditions.

their reported levels of property theft or any
victimization. Overall, Black students were
more likely to report having experienced any
form of victimization than were White and
Hispanic students. No differences were detected
between Black and Hispanic students in their
reported levels of violent victimization.

Two factors that generally raise rates of vic-
timization are the presence of gangs and guns
at school. Students who reported gangs at
school were more likely than other students to
say they experienced any victimization (18 vs.
11 percent) as well as violent victimization (8
vs. 3 percent) and property theft (11 vs. 7 per-
cent). Students who said that they knew a stu-
dent who brought a gun to school were also
more likely than other students to report any
victimization (20 vs. 12 percent). Likewise,
students who said they had seen a student with
a gun at school were more likely than other
students to report any victimization (24 vs. 12
percent) (see supplemental table 31-2).

STUDENT VICTIMIZATION: Percentage of students ages 12—18 who reported criminal victimization at school according to
type of victimization, by their perception of conditions at school: 1999
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