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Executive Summary

Background

California requires that all students who want to earn a diploma from a public high school in the state pass a high school exit exam, known as the California High School Exit Exam, or CAHSEE. CAHSEE has two components, an English-Language Arts (ELA) exam and a mathematics exam; students must pass both components to receive a diploma. Both subject exams consist of multiple-choice questions; in addition, the ELA exam has a writing component. 

California’s special populations—those students who are English learners (ELs
) or who receive special education services—are also required to pass the CAHSEE if they want to receive a high school diploma. It is estimated that more than 25% of students in California’s public schools are ELs, and about 41% of students in California’s public schools speak a language other than English in their homes (www.cde.ca.gov/re/pn/fb/yr05english.asp?print=yes). Although most EL students are found in kindergarten through Grade 6, about 26% are found in the secondary level, Grades seven through twelve. It is estimated that about 10% of students in California public schools receive some form of special education services. (www.cde.ca.gov/nr/ne/yr05/yr05rel20.asp).

Purpose of this report

The purpose of this report is to examine what schools are doing to help their English learners and students with disabilities (SWDs) pass the CAHSEE, both from the standpoint of preparation and remediation provided. The report does not focus so much on initial CAHSEE passing rates as it does on total CAHSEE passing rates; that is, what schools are doing to help students pass the CAHSEE in time for them to graduate without delays. 

Study Design

As previously stated, the purpose of this study was to examine what schools are doing to help their special populations pass the CAHSEE so they can graduate on time. In an attempt to understand how schools help their special populations pass the CAHSEE, we identified a sample of six schools whose special populations perform better than expected based on their school-wide student demographics (see Appendix B for an explanation of the method used to select these schools). In addition to the target schools, one comparison school was included; for this comparison school, the EL and SWD passing rates on the CAHSEE are about at the expected level based on school-wide student demographics. Two-person teams of HumRRO researchers then visited the selected schools, where they interviewed administrators (principals, assistant principals, or counselors) and teachers (EL/English Language Development, special education, CAHSEE remediation, and general education) to investigate CAHSEE preparation and intervention practices for ELs and SWDs. 

In addition, school administrators were free to select people for interviews if the administrators thought their programs or courses were contributing to the success of ELs or SWDs on the CAHSEE, such as a teacher of a reading intervention class. Typically, interviews were scheduled for a teacher’s planning period; teachers and administrators were told that interviews would last from 20-30 minutes to prevent taking a teacher’s entire planning period. In all, researchers conducted 68 interviews at the seven schools, ranging from 20 interviews per school to 6 per school. Because of the data and the low number of interviews we were able to collect at the comparison school, we are unable to compare its programs to those of the target schools. Our inability to find differences between target schools and the single comparison school is likely due to factors in program implementation that were not immediately obvious, given the limitations of this study.  
Results

Schools in this study generally offer a curriculum that is aligned to California content standards. To ensure this alignment, several districts have created curriculum maps or pacing guides that specify what is to be taught in a particular grade or course, when it is to be taught, and the depth to which it should be taught. Teachers in some schools are required to give common exams at approximately the same time; these exams both hold teachers accountable to the standards and serve to show which students need additional help on particular standards. In a sense, then, this system helps prepare first-time CAHSEE takers without the need for formal CAHSEE preparation courses. In fact, we found that schools in our sample do not have formal CAHSEE preparation courses or programs. Instead, CAHSEE preparation for first-time CAHSEE takers is often handled more informally, such as by using released questions and study guides as warm-up activities for the day’s regular class activities. One school takes a time out from the regular curriculum to focus more specifically on CAHSEE preparation; this is done a few weeks before the CAHSEE is given for the first time to tenth grade students. Tutoring sessions are another way students can prepare for the CAHSEE. Some schools offer formal tutoring sessions for which teachers are paid; others are done on a teacher volunteer basis, such as meeting before or after school or during lunch with students who want extra help. 

Schools recognize, however, that some students need more formal interventions. They analyze data to inform decisions about the possible need for interventions as well as to measure how successful the intervention programs are. Districts, schools or departments, and individual teachers know how to analyze data, and they do not rely on a single data source on which to base decisions. Instead, they use a variety of sources, such as CSTs, CELDT scores, CAHSEE scores, and teacher and parent input. Often, students are identified as needing interventions as they enter high school when schools examine their middle school grades or their scores on the CSTs; those performing at below basic or far below basic can be placed in intervention courses to best meet their needs, such as reading intervention programs. Several schools in the study use Read 180, Accelerated Reader, or Language! for their at-risk students. In addition, a couple of schools offer intervention packages on their computer labs; students typically are scheduled into the lab several times per week. English learners often have special needs: some may be able to speak English in social situations but may be unable to read or write English with needed fluency. They need to learn academic English, which emphasizes vocabulary, reading comprehension and writing skills. Much academic vocabulary is also the language of testing, as students are expected to know what to do when asked to compare, contrast, analyze, or synthesize. We found that schools in this study are paying attention to academic English through vocabulary study, writing instruction and practice, and reading interventions. SWDs often have study skills courses or test-taking skills courses incorporated into their regular curriculum.

Other interventions may include extending the time normally allocated for a course. One school operates on a trimester schedule, and a typical course normally is completed in two trimesters. However, this school chooses to schedule some of its Algebra I courses over all three trimesters. In this way, students can move more slowly through the content but still receive the same content as they would ordinarily receive in courses of regular length.

For those students who have taken the CAHSEE but who have not yet passed it, schools offer a variety of CAHSEE remediation options. Some schools offer formal CAHSEE remediation courses during the school day; students receive elective credit for completing these courses. Other schools offer these courses outside of the school day, such as after school or on Saturdays. Students usually do not receive elective credit for them, but they can receive other incentives such as being allowed to take part in graduation ceremonies with their classmates if they do not pass the CAHSEE. A few schools offer intense remediation sessions shortly before the CAHSEE is given. These intense sessions are held during the school day and last for one week, four hours per day; students are released from their regular classes to attend these sessions and must make up any work missed in their classes. One school sets up an individualized program of tutoring and remediation options for each student, depending on student availability and preference. 
Some schools have also targeted special populations for additional CAHSEE assistance. One school described an after-school tutoring program for SWDs, especially targeted for special day students in grades nine through eleven, who typically spend more than half of the school day in special education classrooms. Another school stated that the school’s special populations are divided among teachers in the after-school CAHSEE remediation course. Students with little knowledge of English have their own CAHSEE remediation section, as do SWDs, this school reported. 

We also found that people make a difference in the schools in our study. We saw evidence of strong departments, such as a mathematics department that created its own CAHSEE study guide rather than use a commercial one. One teacher reported that the department’s teachers took great pride in doing so; additionally, teachers believed that they were giving back to the department when their worksheets were selected for inclusion in the study guide. We also found strong individuals, such as a mathematics teacher who believed that mathematics instruction in the middle schools needed to be strengthened. He wrote a grant that created a system of mathematics coaches, one at each of the middle schools and one at the high school. They work together to model best instructional practices for their colleagues and present professional development during the summer. The district elected to continue funding this program after the initial grant ran out. At another school, a special education teacher created an after-school tutoring program for SWDs in ninth through eleventh grades; the tutoring focuses on mathematics and English. The district originally denied the teacher’s request for the program, saying that not enough students would participate, but agreed to support it when 25 students attended the program.
Finally, we reported student themes, including student mobility or transience, changes in student motivation regarding the CAHSEE, which students are more likely to pass the CAHSEE, and students who are both EL and receiving special education services. These responses should be interpreted with caution, as questions regarding student themes tended to be asked near the end of interviews as time permitted. Six interviewees from four schools reported high levels of student mobility, which can hurt a student’s chance to graduate from high school (Haveman & Wolfe, 1994). Extended absences also reduce the amount of exposure students have to academic content; one principal reported that some students take an extra two weeks of vacation at Christmas. 
Student motivation to pass the CAHSEE appears to be increasing, particularly among the eleventh and twelfth grade students, who may have seen some of their friends be denied a high school diploma because they had not yet passed the CAHSEE. Other comments discussed increased student stress regarding CAHSEE.
Generally, when we heard opinions about who was more likely to pass the CAHSEE, we heard themes about student ability and motivation, parental influence, and mastery of skills. For EL students, seven of the nine comments discuss mastery of skills rather than inherent ability. Of the three comments about SWDs, all mentioned student ability as key to passing the CAHSEE. 
Regarding students who are classified as both EL and as receiving special education services, three interviewees at three different schools stated that it is difficult to determine whether an EL student also qualifies for special education services. It appears that this is a problem of underrepresentation (missing students who should have qualified for both) rather than overrepresentation (providing special education services for an EL student who did not qualify for the services). 
Conclusions

Just as the schools differ in their special populations, so do the systems of CAHSEE preparation and remediation programs that they have created. We found no one best answer to the problem of meeting the needs of special populations. In fact, we found that each type of CAHSEE remediation program has strengths and weaknesses. Remediation courses offered during the day, for example, make it easy for students to attend, since they are already in school and the school does not have to provide extra transportation. However, a common criticism is that the curriculum is “narrowed” for these students, since the remediation course has been substituted for an elective. Remediation courses that meet outside the normal school day, such as after school and on Saturdays, encounter problems of their own. Often, schools cannot afford to pay students’ transportation to and from these courses, and attendance is voluntary. In addition, many students have other obligations that prevent them from attending, such as a part-time job or caring for younger siblings while parents work. The most effective programs seem to take all of these issues into consideration, such as the school that offers a variety of remediation options, including individual tutoring for which teachers are paid, a computer lab for independent practice, in-school CAHSEE remediation classes, interventions targeted to one’s CAHSEE score, and the availability of CAHSEE study guides.
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California High School Exit Exam (CAHSEE)
 Special Populations Study
Introduction

Background

California requires that all students who want to earn a diploma from a public high school in the state pass a high school exit exam, known as the California High School Exit Exam, or CAHSEE. CAHSEE has two components, an English-Language Arts (ELA) exam and a mathematics exam; students must pass both components to receive a diploma. Both subject exams consist of multiple-choice questions; in addition, the ELA exam has a writing component. 

California’s special populations—those students who are English learners (ELs
) or who receive special education services—are also required to pass the CAHSEE if they want to receive a high school diploma. It is estimated that more than 25% of students in California’s public schools are ELs, and about 41% of students in California’s public schools speak a language other than English in their homes (www.cde.ca.gov/re/pn/fb/yr05english.asp?print=yes). Although most EL students are found in kindergarten through Grade 6, about 26% are found in the secondary level, Grades 7 through 12. It is estimated that about 10% of students in California public schools receive some form of special education services. (www.cde.ca.gov/nr/ne/yr05/yr05rel20.asp).
Purpose of this report

The purpose of this report is to examine what schools are doing to help their ELs and SWDs pass the CAHSEE, both from the standpoint of preparation and remediation provided. The report does not focus so much on initial CAHSEE passing rates as it does on total CAHSEE passing rates; that is, what schools are doing to help students pass the CAHSEE in time for them to graduate without delays. 
General Program Descriptions

Before proceeding farther into the report, it is helpful to know about the specialized educational services these students receive to meet their needs. The following sections present broad descriptions of services available; we recognize that local variations exist. 
California English Language Development Test (CELDT) Description: The CELDT (instituted by Education Code sections 313 and 60810[d]) has three purposes: (1) to identify students who are limited English proficient; (2) to determine the level of English-language proficiency of students who are limited English proficient; and (3) to assess the progress of limited-English-proficient students in acquiring the skills of listening, reading, speaking, and writing in English.
Entering students whose primary language is determined to be other than English are tested using the California English Language Development Test, or CELDT. Schools use the results of the CELDT, as well as any other available information, to determine whether students are designated as English learners (EL), and if they are, their initial placement may be in one of several levels of English language development (ELD) classes. In this report, we will refer to all students who qualify for EL services as EL students. Based on our school visits we found as many as five ELD program levels, with Level 1 for nonspeakers of English and Level 5 for students whose English is well advanced (ELD levels do not necessarily correspond to the CELDT levels). However, the number of levels can vary from school to school depending on local demand. ELD classes in the initial or introductory levels emphasize speaking, listening to, reading, and writing English, but in general, language proficiency rather than academic content is the focus. In this report, when we need to describe these lower level students, we will refer to them as “initial EL students.”
EL students are required to take the CELDT annually, which may assist schools in determining changes in placement that become necessary as their knowledge of English increases. In the schools we visited when students attain reasonable fluency, typically in ELD levels 4 and 5, they are moved into “sheltered” classes taught in English by teachers with special training in the use of strategies designed to help English learners. These strategies are called SDAIE strategies, or Specially Designed Academic Instruction in English, and they include something as simple as allowing extra time for students to respond to questions. Teachers often refer to students at this stage as “EL students” rather than “ELD students.” However, when we refer to these specific students in the report, we will use the term “advanced EL students.”
Eventually, EL students are reclassified as fluent English proficient (FEP), a process known as being “R-FEPed” or “FEPed out.” The reclassification process is based on four reclassification criteria as set forth by the State Board of Education, conforming to Education Code Section 313(d). The first criterion is an assessment of the student’s proficiency in English (CELDT). The second is the district’s and the teacher’s evaluation of the student’s academic performance based on grades, grade point average (GPA), and other district measures. The third criterion is the consultation with the parent or guardian if possible. The final criterion is review or comparison of the student’s performance in basic skills, which the SBE noted should be based on the latest results from the CST in English-Language Arts. Reclassification criteria varied slightly among the schools that we visited. Once students have been reclassified, they are moved into mainstreamed classes; they are followed for a period of time to determine whether the reclassification was appropriate or whether they still need additional support. 

Special education program description: Although there are many special education classifications, for the purposes of this report we will focus on two broad classifications: resource students and special day students. Resource students are those students who are able to participate in mainstreamed classes at least 50% of the school day; they may have resource teachers, aides, or assistants to help them in the classroom. They may have less severe learning disabilities. Special day students may have multiple or more severe disabilities; they spend at least 50% of the school day in self-contained classrooms, where they are taught by special education teachers. Generally, schools refer to resource or special day students or by their acronyms, RSP (Resource Specialist Program) and SDC (Special Day Class) students, although there may be some local variations in these terms. In this report, we will use the terms “resource” and “special day” when referring to those specific classifications of students, or the term “SWDs” (students with disabilities) when referring to students receiving special education services in general. 

Current Situation

The Classes of 2006 and 2007 are the first classes to have to pass the CAHSEE to receive a high school diploma. HumRRO, in its ongoing role as CAHSEE’s independent evaluator, has conducted a research program that included surveys of teachers, administrators, and students at 600 California high schools; analyses of CAHSEE data, and site visits to more than 100 high schools and middle schools (Wise, et al., 2003; Wise, et al. 2005). These data showed that subpopulations such as ELs and SWDs pass the CAHSEE at lower rates than do English-only (EOs) or non-SWDs. California’s State Superintendent of Public Instruction, Jack O’Connell, has also expressed concern over the achievement gap. He convened a series of regional roundtable discussions about this issue and recently held an Achievement Gap Summit in mid-November 2007 to bring together experts to address issues related to the achievement gap. The California legislature allocated funds in the 2006-07 budget to study intervention services available to these special populations. This study is the result of that funding allocation. 

Study Design

As previously stated, the purpose of this study was to examine what schools are doing to help their special populations pass the CAHSEE so they can graduate on time. In an attempt to understand how schools help their special populations pass the CAHSEE, we identified a sample of six schools whose special populations perform better than expected based on their school-wide student demographics (see the Sampling Description section, and, for more detail, Appendix B for an explanation of the method used to select these schools). In addition to the target schools, one comparison school was included; for this comparison school, the EL and SWD passing rates on the CAHSEE are about at the expected level based on school-wide student demographics. Two-person teams of HumRRO researchers then visited the selected schools, where they interviewed administrators and teachers to investigate CAHSEE preparation and intervention practices for ELs and SWDs. 

Sampling Description

First, we eliminated schools from inclusion in the study if their total EL population was fewer than 100 students, or if they had fewer than 50 EL students with tenth to eleventh grade gain scores (students who passed the CAHSEE in eleventh grade rather than tenth grade). Next, we calculated actual and expected passing rates and gain scores by running regression analyses on four tenth grade percent passing variables (ELA and Mathematics for tenth grade students in 2005 and 2006) and four gain score variables (ELA and Mathematics gains from tenth to eleventh and eleventh to twelfth grades). Dependent variables included the total number of tenth grade students, percent English Learners, percent SWD, percent economically disadvantaged, percent Hispanic, and percent African American from the 2006 assessment. Differences (residuals) between the actual and expected values of the outcomes for each school were computed and summarized in two key indicators a) the average of the four tenth grade EL percent passing outcomes and b) the average of the four eleventh grade EL gain outcomes. A residual score of 0 meant that ELs or SWDs at that school were performing as expected, given the school’s demographics. 

We selected all schools in which the percent of tenth grade EL students passing the CAHSEE tests (averaged across both subject areas and two years) was at least 4 percentage points above expectation and the average eleventh grade gain for EL students was at least 1 score point higher than expectation. We then created an overall composite score by adding the percent initial pass residual and four times the average gain residual. 

Finally, we selected all districts that had one or more high-performing schools or had an overall district composite score of 10 or greater. Each district was assigned a priority score equal to the maximum of the individual school scores and the overall district score. These priority scores were used to order districts from highest to lowest. We also took the state’s geography into consideration when selecting districts, as we wanted to select schools from both the northern and southern parts of the state. We then made our final choices of districts and schools from eligible candidates. 

Gaining Participation

Invitations to participate were sent in mid-August 2007, to the testing coordinators of the six selected districts; the invitations included the name of the school that met the criteria for inclusion in the study. Four districts were from southern California, and two were from northern California. All six districts agreed to take part. Five districts agreed to supply one high school in which ELs and SWDs were performing better than expected on the CAHSEE; these schools were called target schools. One district supplied both a target school and a comparison school. 

School Demographics and Other Information
This section includes participating school demographics and other information about each school. Table 1 presents a summary of demographic data; it shows that High School B is the most mono-ethnic of the schools in the study, reporting a school population that is 97% Hispanic. Interestingly, it also had the highest residual score (actual passing rates compared to expected rates) for its EL students. The actual passing rate for this school was 17.1 points higher than the expected rate compared to no average difference for the state as a whole. Although not included in this table, we note that other schools in the study (High Schools C, E, and F) have significant Asian populations, as well, with High School C at about 26% Asian, High School E at about 40% Asian, and High School F at about 23% Asian. In fact, High School F is the most ethnically diverse school in the study, with ethnic subgroups of White, Asian, Hispanic, African American, and Filipino. Further details on the residual scores are provided in Appendix B. 
Table 1. 2006 School Demographics

	High School
	% Hispanic
	% Econ Disad
	% EL
	% SWD
	Residual Scores1

	
	
	
	
	
	EL
	SE

	State Average
	43
	43
	16
	10
	7.0
	4.9

	A
	69
	84
	48
	9
	11.9
	7.2

	B
	97
	60
	25
	7
	17.1
	2.7

	C
	47
	49
	29
	10
	16.1
	4.3

	D
	55
	69
	24
	14
	 9.0
	3.6

	E
	20
	36
	16
	10
	13.8
	2.0

	F
	16
	41
	13
	6
	12.5
	4.1

	Comparison
	80
	90
	34
	10
	
	


1 Average difference between actual and expected tenth grade passing rates for ELA and for mathematics in 2005 and 2006. For ELs, expected passing rates averaged about 45 percent whereas the actual passing rates averaged around 58 percent for these schools. For SWDs, expected tenth grade passing rates averaged about 10 percent. The average passing rate for the target schools was about 14 percent, an increase of about 40 percent. See Appendix B for more details.
The schools in our study show more differences than similarities in their structure and operating procedures. The similarity that we found is the requirement for additional training or certification to prove that teachers are qualified to work with EL students; these certificates are known as CLAD (Crosscultural Language and Academic Development) or BCLAD (Bilingual Crosscultural Language and Academic Development) and the teaching strategies are known as SDAIE (Specially Designed Academic Instruction in English). 
We noted several differences among the target schools. One school, for example, houses its freshmen at a separate campus; the other schools house all grades on a single campus. Also, at least two schools operate on an extended-period schedule known as a block schedule; the others have periods that last just under an hour, although some offer courses that are double blocked, or that last for two periods. One school operates on a trimester system, the others on a two-semester schedule. Schools also vary on the number of English Language Development levels they offer; some schools offer as many as five, others, as few as three. Schools also vary on the number of languages besides English heard on their campuses. For some schools, nearly all of their EL students speak Spanish; for others, the languages spoken include Spanish, Vietnamese, Hmong, and Russian. Finally, although most schools have both resource and special day students in their special education program, one school has no special day students, and several report having SWDs with mild to moderate disabilities rather than moderate to severe disabilities.
Visit Arrangements

After receiving confirmation that districts and schools would participate, visits were coordinated either directly by researchers contacting school officials or by district officials who coordinated with schools. We requested that school administrators arrange interviews with people familiar with issues related to EL students, SWDs, and the CAHSEE at their schools, and we suggested the following interview categories:

· EL teachers;
· Special education teachers;
· CAHSEE preparation/remediation teachers;
· School administrator (principal, assistant principal, or counselor); and
· General education mathematics and English-Language Arts (ELA) teachers.

In addition, school administrators were free to select people for interviews if the administrators thought their programs or courses were contributing to the success of ELs or SWDs on the CAHSEE, such as a teacher of a reading intervention class. Typically, interviews were scheduled for a teacher’s planning period; teachers and administrators were told that interviews would last from 20-30 minutes to prevent taking a teacher’s entire planning period. 

Protocols

Protocols were developed for suggested interview categories; however, because we had given schools the freedom to select participants, we could not anticipate every interview type. For those school-selected interviews, we used a more general interview protocol (Note: the general protocol was used with general education mathematics and ELA interviews as the courses varied.) (Protocols are found in Appendix C.)
Protocols were designed to focus on several main areas of interest:

· Information about the specific program, such as EL or special education,
· Information about the CAHSEE preparation and remediation programs,
· Information on student background,
· Teacher professional development related to CAHSEE and their special populations,
· Factors that limit or enhance program effectiveness, and
· Changes to existing programs or plans for new programs since the 2005-06 school year.

It was not the intention that every question on the protocol be asked; instead, the protocol was to be used to direct a more informal conversation about the school’s programs within the short interview time allotted. 

Site visitors were trained in early October, 2007 on the purpose of the study, protocol use, CAHSEE background, and common acronyms associated with ELs and SWDs. Site visits took place the second and third weeks in October 2007. Teams of two site visitors visited the schools; one site visitor visited five southern California schools, one visited four southern California schools, two visited two northern California schools, and one visited one southern California school.

Interview Tallies

To avoid the possibility of interviewee identification, we chose to report information on the types of interviews conducted at the study level rather than at the individual school level. In total, 68 individual interviews were conducted, and the number of interviews per school ranged from 6 to 20. We sorted interviews into six broad categories; the number in parentheses is the number of interviews placed into that category: 

· Administrator (principal, assistant principal, or counselor) (12),
· Special education (Resource or Special Day Class) (10),
· EL (English Learner, English Language Development, English as a Second Language, Bilingual), (13)
· CAHSEE (preparation, remediation, support), (6)
· General education (mathematics and ELA), (20) and 
· Other (librarian, Title 1 coordinator, etc.) (7). 

Each interview was placed into only one category, although there were several instances of overlapping categories, as in the case of a general education teacher who also taught in a collaborative class with a special education resource teacher. Each school had at least one administrator interview (a principal, assistant principal, or counselor), with four schools supplying two administrators and one school supplying three administrators. In a few instances, administrator interviews were conducted by telephone or e-mail rather than at the school. In addition, one telephone interview with a district-level EL coordinator was conducted. 
As programs and interventions were the focus of this study, we did not collect additional data on interviewees such as gender, ethnicity, or years of teaching experience. 

Caveats

This study has several caveats, listed below:

· The sample size involves a very small number of schools and a very small number of interviews within each school, relative to the total number of teachers and administrators at each school. In some instances, for example, our knowledge of a particular program or course may be based upon a single interview. 
· Interviews were limited in two ways. The first limitation was that we had only one opportunity to visit each school rather than making a series of visits to each school. The second limitation was that each interview lasted only about 20 to 30 minutes per person, a brief period of time to learn about programs and courses. 
· We make no claims regarding causality; we do not state that using certain programs or courses will result in improved CAHSEE passing rates for special populations.
· Finally, we note our inability to gather sufficient data at the comparison school to make meaningful comparisons between it and the target schools. While we learned about some of the comparison school’s remediation programs, we were unable to learn enough about the school to portray an accurate picture of the school and its programs. We have included, where applicable, program descriptions from the comparison school, and these are labeled as such. 

Results

Table 2 presents a summary of programs and interventions undertaken by schools in the study. Target schools are identified only by a letter, and these letters correspond to the order in which schools are listed. We chose not to identify the target schools in this table because the purpose of this study was not to make comparisons among target schools, but rather to show the variety of programs and interventions that some successful schools are implementing to help their special population students pass the CAHSEE. Schools have unique populations of students, and we believe that what works in one school may not necessarily work in another school. 

The reader should keep in mind that we did not go into schools with set assumptions about successful CAHSEE programs and interventions; instead, school contacts were given freedom to set up interviews with those who they thought could address CAHSEE success related to special populations. Therefore, interview types may vary slightly from school to school. In addition, some people who had been scheduled for interviews were absent on the day of our school visits. One cannot necessarily assume that a school does not have a particular program or intervention if that related cell in the table is not checked; it may mean only that the school did not provide an interview with a person who could have addressed that topic, the person who could have addressed that topic was absent, or the topic did not arise during the interview. 

We believe that many of these programs and interventions are implemented for a variety of valid reasons, and not only to help students pass the CAHSEE. One reason may be as simple as the school’s desire to ensure that students have the necessary educational foundation for success after high school, such as postsecondary education or work. Another reason for interventions is to push students beyond just passing the CAHSEE (a score of 350), as the CAHSEE is used to determine proficiency for the purposes of No Child Left Behind (NCLB). A proficient score is a 380, and tenth grade students who are first-time CAHSEE takers are the ones whose scores count for NCLB purposes. Therefore, schools hope that those students score a 380 on the CAHSEE rather than a 350.
Table 2. Programs and Interventions by School

	
	Schools

	Programs and Interventions
	A
	B
	C
	D
	E
	F
	Comp.

	Ensuring academic standards are taught

	Vertical articulation (meetings and/or pacing guides, curriculum maps, benchmark/common exams)
	X
	Varies by

subj.
	X
	X
	X
	X
	

	Data analysis
	X
	X
	X
	X
	X
	
	X

	Extended or double-blocked courses for standards/content coverage
	X
	X
	X
	
	X
	X
	

	Preparing at-risk students in general

	Reading interventions (e.g. Read 180, Silent Sustained Reading, Accelerated Reader, Corrective Reading, Reach, Brain X, Achieve Maximum Potential, Language!)
	X
	X
	X
	
	X
	X
	

	Math interventions (e.g., River Deep, Carnegie Learning Cognitive Tutor) 
	X
	
	X
	
	
	
	

	Academic English/vocabulary
	X
	X
	X
	X
	X
	X
	

	Emphasis on writing
	X
	X
	X
	X
	X
	X
	X

	CLAD or SDAIE required of all teachers
	X
	X
	X
	
	X
	X
	

	Tutoring 
	X
	X
	X
	X
	X
	X
	X

	AVID
	X
	
	X
	X
	X
	
	

	CAHSEE preparation (tenth gr.)

	Informal (e.g., problems used as warm up activities)
	X
	X
	X
	
	
	
	

	Incorporated into curriculum
	
	X
	
	
	
	X
	X

	Study- or test-taking skills
	X
	X
	X
	X
	X
	X
	X

	CAHSEE remediation (eleventh/twelfth gr.)

	During school
	X
	X
	
	X
	X
	X
	X

	Outside school (e.g., after school, Saturdays, summer school)
	X
	X
	X
	X
	X
	X
	X

	CAHSEE remediation curriculum
	
	
	
	
	
	
	

	Commercial (e.g., San Diego guided notes, Meeting CA Challenge, Skillsbank software, Kaplan, Measure Up, Princeton Review)
	X
	X
	X
	ELA
	X
	X
	X

	School- or district-developed program
	
	
	ELA
	Math
	
	
	

	Overlapping CAHSEE prep/remediation
	X
	
	
	
	
	
	X


We recognize that there may be considerable overlap between topics in the table; for example, an emphasis on writing can be construed as being related to academic English as well as to test-taking skills, since the CAHSEE contains a writing prompt component. Tutoring, as well, can serve several purposes; students can attend to receive homework assistance or to receive CAHSEE remediation.
Site visit results are presented below in five main sections: 

· Global Themes, which presents information relevant to the entire school;
· EL-Specific Themes, which presents programs and interventions specifically designed for EL students;

· Special Education-Specific Themes, which presents programs and interventions specifically designed for SWDs;

· Person-Specific Themes, which discusses the impact that people have on programs and interventions; and 

· Student Themes, which presents information about student mobility, motivation, and CAHSEE success. 

Global Themes

The Global Themes section presents information that applies to the school as a whole. Information on the school’s vertical articulation process, use of data, and CAHSEE preparation and remediation programs in general are found here. One may question why we include information about general CAHSEE preparation and remediation programs if the focus of this report is on what schools are doing to help ELs and SWDs. We believe that many of these students attend these general CAHSEE programs, especially if they have been moved into mainstreamed classrooms with EL or special educational instructional assistants or other instructors. Also, we found that some schools required attendance in the general CAHSEE programs if they awarded credits for the course; students were invited to attend specialized programs as time and resources permitted. The main themes in this section are as follows: 
· Vertical articulation;
· Data analysis;

· Intervention programs not specifically related to CAHSEE;

· CAHSEE preparation methods;

· Tutoring; and 

· CAHSEE remediation programs

Vertical articulation

With the development of high stakes assessments across the country has come the creation of vertical alignment (sometimes called vertical articulation) systems to ensure teachers are teaching content that is linked to the appropriate standards, that they are teaching content to the appropriate depth of knowledge, and that they are teaching the content when it needs to be taught. These vertical alignment systems try to eliminate the possibility that assessed content will be overlooked or unnecessarily repeated in the classroom or taught at the wrong grade level. 

Districts and schools have developed tools to foster vertical alignment or articulation. They go by a variety of names, such as curriculum maps, curriculum guides, or pacing guides. Teachers spend much time meeting to create these tools and to discuss how content and standards should be accounted for at the various grade levels. The result of their work is a document that, ideally, should clearly show the progression of standards through grade levels. Thus, even though middle school and high school teachers may not have the opportunity to meet face to face to discuss standards, the document is used to guide teachers as they make curriculum decisions within their classrooms. 

Another important component of vertical articulation or alignment is the creation of common assessments, also known as benchmark exams. These exams vary by district as to how often they are given, but they typically are given once each grading period. These common exams focus on the standards that teachers were to have taught during that time, and the exams can also be used as a teacher accountability measure as well as a measure of student mastery of standards. Benchmark exam data are often reported to district officials, who can tell how well the standards are being addressed. They establish a common criterion measure across all schools and teachers within the district.
We heard about several strong examples of vertical articulation during our site visits. The four strongest examples included curriculum maps or course outlines, coupled with common exams to ensure the proper California content standards are being taught. They also involved the use of data analysis that could highlight which standards needed additional classroom attention, or which students needed help with particular standards. At one school, for example, the English and mathematics departments analyze data at the classroom level and results are published every other week to ensure students are being taught the material at the level required.
In addition, some personnel meet face to face for regular vertical articulation meetings. One district, for example, requires all administrators to meet monthly for a vertical articulation meeting. 
Finally, one district has a system of mathematics coaches, one at the high school and three at the feeder middle schools. While it was originally developed to strengthen the quality of mathematics instruction within the district, it also is a means of tying together the curriculum and goals of the district’s mathematics program. This program is presented in more detail in the Person-Specific Themes section as an example of the importance of people to a school’s success. 
Data analysis
In addition to the type of data analysis done in association with common exams, schools in our study are conducting different types of data analysis to ensure their students are being placed in appropriate intervention courses in their early high school years. Some schools report using evidence from students’ prior coursework, such as their performance in their middle school mathematics program, for proper placement in their high school courses. They often report using results from the California Standards Tests (CSTs), and students are targeted for intervention if they score below basic or far below basic. However, one school noted that students’ lack of motivation on the CSTs had caused improper placement of students into an intervention program. Instead of placing students who were struggling with content, they found out they were placing students who were not motivated on the CSTs. That problem has since been corrected, and the school now relies on several types of data analysis to ensure proper placement. 
As a final example of the different types of data analysis being used, two schools reported using a computerized system to consolidate all student test scores (CSTs, common exams, CELDT, and CAHSEE) and other student work. Teachers and departments can access this system to determine student deficiencies and strengths. One school has a weekly counseling program built into its schedule for all students, who maintain folders containing their classroom grades and test scores. In this way, they have ready access to their academic standing. The other school sorts students into small groups of five or so, and they are assigned to a teacher for additional support and attention.
Intervention programs not specifically related to CAHSEE
Schools use a variety of intervention programs for at-risk students or for students who are in need of a “push” to achieve at higher levels. While improving students’ chances of passing the CAHSEE for high school graduation is certainly one reason for offering these programs, it is not the only reason. As mentioned previously, CAHSEE results are also used to determine a high school’s Adequate Yearly Progress (AYP) for the federal No Child Left Behind (NCLB) legislation. While students have to earn a 350 on the CAHSEE to graduate with a high school diploma, a 380 is a proficient score for AYP purposes, and schools are paying attention to that score. One school, for example, has an incentive program for students scoring a 380 on the CAHSEE; rewards include a free t-shirt, an awards luncheon, and the posting of student photos on a bulletin board in the main office. 
Schools also reported using several reading interventions. Two schools, for example, use Silent Sustained Reading (SSR), during which everyone in the school—students, teachers, and other staff—read independently for 20 to 30 minutes. One teacher reported that she now sees more students reading voluntarily, such as in the cafeteria during lunch. While SSR may not be an intervention in the truest sense of the word, since all students are participants, several people stated that they think it has improved student willingness to read.
Other common programs being used are Read 180 and Accelerated Reader. Read 180, by Scholastic, combines a class component and a lab component. Accelerated Reader, from Renaissance Learning, provides testing to determine a student’s reading level; students then select books from that level, read them, and take a comprehension test. Teachers receive reports to enable them to track progress.
Four schools offer AVID, or Achievement Via Individual Determination. Begun in the 1970s in San Diego, CA, for Hispanic students, AVID now targets a broader range of students who would be the first in their families to attend college. Students are selected based on having solid grades and motivation but who may have little home support. They attend an AVID class as part of their regular schedule, where they have special tutoring, mentoring meetings, and field trips to colleges and universities. They also learn study- and test-taking skills. 
CAHSEE preparation methods

For the purposes of this report, we define CAHSEE preparation as instruction or programs that prepare first-time CAHSEE takers for the exam, which is typically given in February or March of a student’s tenth grade year. Although we found little evidence of courses that were designated as CAHSEE preparation, we found that schools are making time available during the school day on a more informal basis to provide students with CAHSEE preparation opportunities. 

Two schools reported having specific times in which to do CAHSEE preparation. In our comparison school, for example, CAHSEE preparation begins about six weeks before the CAHSEE administration. Each day during the 25-minute homeroom period, students work on test preparation activities. Teachers also discuss the exam with ninth and tenth grade students to increase their motivation and also to give them information about test-taking skills and the content that the exam covers. The second school weaves its CAHSEE preparation into the tenth grade ELA curriculum; about six weeks before students take the exam for the first time, the students receive what was described as a “time out” from the regular curriculum. 

Other schools approach CAHSEE preparation more informally. Teachers at one school, for example, are given copies of the “state CAHSEE book” in January, and they are asked to use it in class as warm-up exercises or when additional practice material is needed. At another school, teachers attempt to integrate CAHSEE preparation into their regular teaching. 

Tutoring

Teachers in all schools described informal tutoring taking place either after school or during lunch hours. This is not being done just to prepare students for the CAHSEE, but to help them in a variety of courses. Teachers often report tutoring on a voluntary basis; that is, over their lunch hours or before or after school for those students who need extra help. However, some schools have established more formal tutoring programs in which teachers are paid. 
At one school, however, tutoring was being done specifically for CAHSEE. All students are invited to attend tutoring after school beginning about six weeks before CAHSEE. In addition, this school pays teachers to tutor students on a one-on-one basis during their planning periods. 

CAHSEE remediation programs

In this report, we define CAHSEE remediation as classes or programs available to those eleventh and twelfth grade students who have already taken the CAHSEE but who have not yet passed one or both parts. We found during interviews that teachers and administrators often used the term “CAHSEE prep” for these classes or programs, as their purpose was, in fact, to prepare students for the exam. However, the students they were preparing had already taken the exam at least once. Therefore, we believe CAHSEE remediation is a more accurate term for these programs. 
We found that the schools in our study offer several types of remediation programs that vary in terms of when they are offered and how long they last. Some programs are offered during the school day and others are offered beyond the school day, and schools generally offer a variety of options to best meet the needs of their students. 

During the school day
We found programs at six schools, including the comparison school, that are built into the school day and the student’s schedule. Students attend these courses just as they would attend any other subject in their schedule, and they can earn elective credit for them. Typically, these courses last an entire semester, although we learned of one school that allocates a half semester for its remediation courses. There are variations among the schools as to who is allowed to take the courses; at some schools, the courses are open to eleventh and twelfth grade students who still need to pass the exam; at one school, on the other hand, the courses are open only to twelfth grade students. We also found variations in the CAHSEE score used to determine eligibility for attending these courses. Some schools apparently declare students eligible if they have taken but not passed the CAHSEE and one school uses a cutoff score of a 340 or below to determine eligibility. Some schools report using “Measure Up” as the curriculum for these courses, others use Kaplan or Princeton Review materials, instead. 
We found shorter, more intense, programs available during school hours in two schools. Shortly before the last CAHSEE administration for seniors, two schools, one of which is the comparison school, offer a one-week, in-school remediation session for seniors who still need to pass the CAHSEE. The remediation session lasts four hours per day, and participating students are excused from their regular classes during that time. However, they must make up any work they missed in their regular classes. 
Beyond the school day

All schools in our study offer some form of CAHSEE remediation beyond the school day, either after school, on Saturdays, or during summer school. These courses generally last from four to six weeks, meeting either twice a week after school or four hours on Saturdays. Attendance is usually voluntary and transportation is not provided, but three schools offer incentives if students meet an attendance requirement. Two schools, one of which is the comparison school, award elective credit, and the third permits a senior to take part in graduation (“walking” with one’s class) and receive a certificate of completion rather than a diploma. At this school, attendance is required if seniors want to walk with their class. 
Two schools offer seniors-only summer sessions for those students who should have graduated but who have still not passed the CAHSEE. This is to prepare those students for the CAHSEE summer testing session, which is available only for seniors and adults. 
Finally, the comparison school developed a one-day (six-hour) CAHSEE remediation course that it offered in early October of this year for the first time. It is not yet known what impact this one-day session may have had on students’ scores, but staff said that those students who had taken the session were taking longer to complete the CAHSEE, which staff said they believe is an indication that students were taking the exam more seriously and were not giving up as easily. These students also reported feeling confident that they had passed the exam. 
One school does not fit neatly into the previous categories because it offers a more individualized form of scheduling CAHSEE remediation options. Eleventh- and twelfth grade students who have not yet passed the CAHSEE have individual CAHSEE Intervention Plans with options such as one-on-one tutoring sessions; after-school tutoring sessions for small groups of students, or the use of a computer lab during which they can focus on CAHSEE-specific software that includes lessons and practice tests targeted to individual student needs. This school also offers different levels of remediation sessions; one session is for those who scored from 310 to 349 and the other is for those who scored from 275 to 310. In addition, the school is offering a Kaplan course for the first time this year for students who are close to passing the CAHSEE. It will focus on test-taking skills as well as some additional content coverage. The 40-hour class will be offered on Wednesday afternoons and Saturdays. 
EL-Specific Themes

In this section, we focus on specific strategies that schools have used to meet the needs of their English learner students as they attempt to pass the CAHSEE. We frequently heard from teachers that EL students with a strong educational foundation in their birth countries will be more successful than will those students who have a weak educational background; likewise, that advanced EL students are more successful than are initial EL students simply because they have had an opportunity to master more English.
Emphasis on academic English, writing, test taking skills

At every school in our study, teachers and administrators spoke of the need for EL students to master academic vocabulary or academic English. These professionals recognize the difference between social language skills, such as speaking English with friends, and academic language skills, such as understanding and using words such as compare, contrast, analyze, perimeter, sum, and product in context. Reading comprehension is also a key element to help EL students master academic English (www.aera.net/uploadedFiles/Journals_and_Publications/
Research_Points/RP_Winter04.pdf). Several teachers spoke about the false assumption that EL students who can converse easily in English are likewise fluent in academic and written English. In fact, academic and written English are areas that need to be specifically addressed in instruction, both for use in the classroom and on tests. A student who encounters the unfamiliar word “perimeter” in a test question will likely get that question wrong. Likewise, the student who does not know what it means to compare or contrast two reading passages will not be able to write a coherent answer to a writing prompt that asks him to do that. We heard from many teachers that vocabulary instruction is a regular part of their classroom routine; one school, in fact, recently had a professional development session with Dr. Kate Kinsella of San Francisco State University, who is known for her work on issues related to academic vocabulary. Another school administrator said that academic vocabulary is supposed to be “ingrained” in teachers’ classrooms by this time. 
It is difficult to address the issue of academic vocabulary without also touching on writing instruction. As seen in our previous example of a student being asked to compare or contrast in a writing prompt, students need to understand what they are being asked to do. At all schools in this study, writing is a focus for all students, not just the general education students. We heard teachers describe teaching writing by working through CAHSEE released writing prompts as well as producing their own five-paragraph essays. One teacher even described how the school required all teachers to do the same kind of writing assignment in their classes; student samples were collected and turned in to the administrator. This year, students may complete a writing in the course of the school day by working through the various stages in the writing process by class periods; doing prewriting in the first period, creating a rough draft in the second period, and so on. 
Finally, we heard teachers at most schools talk about test-taking skills, especially in EL and special education classes. They use the released CAHSEE items to show students how to tackle multiple-choice problems, for example, since some EL students may have had little previous exposure to standardized tests. One teacher even described how he gradually increases the length of some of his tests to help his EL students learn to stay focused for longer stretches of time. In this way, they will have some experience instead of suddenly being asked to sit still throughout a long testing session. 

EL-specific CAHSEE preparation and remediation and tutoring
Schools employ several methods to prepare and remediate EL students for the CAHSEE. We found that some schools believe their EL students are capable of attending general education CAHSEE remediation courses or programs, since they are in mainstreamed classes during the school day, having been deemed to have reasonable proficiency in English. 
In other schools, we found evidence that these programs are being specifically tailored to the needs of its EL students. We found that much is being accomplished through informal means, such as tutoring sessions that combine assistance for homework and preparation/remediation for CAHSEE as testing time draws near. Other programs are more formal, with established times. These programs often overlap between routine tutoring and CAHSEE-specific tutoring as the need arises. 
Of the seven schools in this study, including the comparison school, all described some form of tutoring for EL students that ranged from formal to informal. One school, for example, gave us a schedule of an EL tutoring program that meets daily after school except Fridays. Subjects are assigned a specific day, and some meet two days per week. Subjects include advanced writing tutoring, English, and math, among others. Even though the schedule does not state that tutoring is to prepare students for the CAHSEE, it is clear from the subjects that students can get content that will help prepare them for the CAHSEE. A second school also provides daily tutoring sessions for homework as well as special CAHSEE math sessions. Other schools offer extra support more informally, such as sessions that meet over lunch.
In one school’s after-school CAHSEE remediation course for seniors, a teacher stated that the school’s special populations are divided among teachers. Initial EL students are assigned to her, and SWDs are assigned to another teacher. This teacher said that initial EL students need their own classroom for CAHSEE remediation work, as their needs are different from those of other students. 
Another teacher at the same school described how he creates an intense CAHSEE preparation period during his tenth grade English class for EL students. The prep period lasts about three weeks and is given shortly before the CAHSEE testing session for tenth grade students. 

Exposure to academic content and standards
A key aspect of helping EL students pass the CAHSEE is to expose them to academic content and standards. Schools in this study have used several strategies to ensure that this happens, including reevaluating initial EL students frequently, teaching the same content more slowly, introducing academic content and standards as quickly as possible, and having high expectations that students will succeed. 

Two schools in this study report that they reevaluate initial EL students with respect to English proficiency every semester, rather than once a year as required. In this way, they can move some students through the English language development levels more quickly, thus exposing them to academic content more quickly.
One school reported teaching the same content as that taught in general education classes. The school developed a sophomore pre-college prep English class that covers the same material, only more slowly, as in the regular college prep course. Classes are smaller, which permits more individualized attention.
Even in lower level English language development classrooms, including the comparison school, there is a strong emphasis on introducing academic content and standards, especially writing skills. The curriculum for initial EL students at one school emphasizes authentic literature and writing, and initial EL students use the steps of the writing process: prewriting, use of graphic organizers, paying attention to vocabulary and grammar, expanding their writing through the use of adjectives and adverbs, and including transitions. Other schools use sequential teaching to introduce essay writing to initial EL students. For example, students in the lowest level of English language development would write a single paragraph; those in the next higher level would write a three-part essay. 
High expectations for EL students are evident when these students are placed into challenging courses. One school eliminated a college preparation class especially for EL students and moved them into a regular freshman college prep class, instead. The teachers report that these students have adjusted well. At the same school, there are no mathematics classes below Algebra I. Those students who need more assistance, who are mostly initial EL students, are scheduled into an Algebra Companion course, which is double-blocked with the Algebra I course. Finally, at two more schools, EL students are enrolled in A-G classes, which are specific courses or credits required by the University of California and California State University systems for consideration for admission. 

Intervention programs not specifically related to CAHSEE
Many of the intervention programs previously discussed in the Global Themes section apply to EL students, as well, so we will not repeat them here. They include such programs as Accelerated Reader and Read 180. However, we found evidence of a few other intervention programs specifically targeted to EL students.

A couple of schools use the Language! curriculum as an intervention for their EL students. At one of the schools, the program serves as an intervention for ninth grade students who have scored below basic and far below basic on the English-Language Arts CSTs, and it is paired with Accelerated Reader. They receive a combination of English credit and elective credit for the course; however, they must also make up the regular ninth grade English class during summer school to receive their full English credit. (Note that SWDs at this school use a version of the Language! program, as well.) 
Special Education-Specific Themes

When discussing special education issues with teachers and administrators, they were more likely to state that a SWD’s chances of passing the CAHSEE are much more dependent on student ability than on his or her previous educational experience. Typically, staff thought it was more likely that resource students would eventually pass the CAHSEE, compared to special day students. Nonetheless, schools were focused on providing the best opportunities for all their SWDs to pass the CAHSEE. 

Another important factor related to SWDs and the CAHSEE is the expiration of legislation (Senate Bills 517 and 267) that originally permitted a one-year exemption of the need for eligible SWDs in the Classes of 2006 (SB-517) and 2007 (SB-267) to meet the CAHSEE requirement to receive a high school diploma. The SB-517 exemption, signed into law on January 30, 2006, expired on December 31, 2006 and the SB-267 exemption expired December 31, 2007. Thus, those SWDs who are scheduled to graduate in the Class of 2008 are no longer able to use the CAHSEE exemption as a substitute for passing the CAHSEE and receiving a high school diploma.

Special education-specific CAHSEE prep/remediation and tutoring
Opportunities for CAHSEE preparation, remediation, and associated tutoring are available for SWDs, much as they are available for EL students. We often found that CAHSEE preparation and associated study skills are incorporated into special education classes where they are considered as regular parts of the curriculum rather than add-on components. Also, many teachers or departments offer informal tutoring opportunities to help students. 
One of the more interesting tutoring options that we heard about pays teachers to tutor students on a one-on-one basis. This is part of a program targeting a group of low performing students, many of whom are in special education classes. 

The special education department at one school provides a variety of tutoring, preparation, and remediation options for its SWDs. First, one of its teachers last year began an after-school tutoring program for SWDs, especially targeted at special day students who are in the ninth through eleventh grades. At first, the teacher’s request for funding to support the tutoring program was denied by the district. When she asked how many students would need to take part, she was told that at least 13 would be required. She put out the word to her students and 25 showed up; the district then agreed to fund the program. The tutoring sessions meet twice weekly and cover topics in mathematics and ELA. SWDs who are seniors must attend the school’s general after-school remediation program because they can earn credit by attending that program, but they are invited to attend the special education sessions as time permits. Early results showed that three students passed the CAHSEE after taking part in the sessions, and teachers have noticed improvement in students’ writing, as well. The teacher reported that these students, who spend at least half of their school day in special education classrooms rather than in general education classrooms, often feel uncomfortable attending sessions with general education students and the general education teachers who typically run the sessions. Often, the general sessions are taught at too high a level for these students. Resource students, who typically spend more than half of the school day in general education classrooms, are less reluctant to attend general education sessions. 

Teachers at the same school also developed a week-long CAHSEE remediation program for SWDs. This program differs from the general education week-long program at their school in several ways. First, all students with Individualized Education Plans (IEPs) are eligible, even freshmen, unlike the general program, which serves only seniors who have not yet passed the CAHSEE. Second, the special education session is conducted by special education teachers, rather than general education teachers. Third, course material for the special education session is modified or adapted from the school’s general education session. Last, the special education session is required for seniors with IEPs who had not passed the CAHSEE. School staff reported seeing an increase of 25 points on the CAHSEE among SWDs. 

CAHSEE remediation for special day students at this same school is also handled by the students’ English-Language Arts teachers, since students remain with the same ELA teacher during their entire high school years. It was explained that the ELA teachers in the special day program serve, in a sense, as their counselors. The school’s testing coordinator gives the teachers their students’ CAHSEE scores, and the teachers coordinate the remediation in their classes. 
A third school provides a semester-long CAHSEE course for SWDs, most of whom in the course are seniors. The school reported that after-school courses have not been very successful due to lack of transportation. Therefore, assistance at this school is a part of the daily schedule or it is offered during summer school, when transportation is provided. 

Exposure to academic content and standards
SWDs are required to receive instruction based on academic content and standards just as general education and EL students are required. For these SWDs, however, much depends on their individual ability and their Individualized Education Plan, or IEP. The IEP specifies the classroom setting, as well as what accommodations or modifications a student needs in his or her schooling. Both resource and special day students are expected to take the CAHSEE, and academic content is critical to their success on the CAHSEE. 
Several schools described placing SWDs in mainstreamed classes, as appropriate, so they can receive academic content from content-matter experts. Typically, these students are supported in the mainstreamed classes by resource teachers or instructional assistants. One school went a step further, by eliminating resource classrooms. Now all resource students are in mainstreamed classrooms and resource teachers co-teach or collaborate with the general education teachers. They also support the resource students as needed by the requirements of their IEPs. We note that this has not met with complete approval, as some special education teachers believe that the collaboration classes are not appropriate for some of their resource students. Finally, another school described ongoing communication that takes place between special education and general education teachers regarding the progress of SWDs in general education settings. Progress forms are exchanged every three weeks, according to an interviewee. 
Two schools discussed curriculum alignment that has recently taken place within the special education departments. One teacher said that the curriculum has become more focused on academic content, but that emphasis did not necessarily meet the needs of some SWDs who may instead need instruction on independent living skills. The second school stated that, although all students have the same curriculum, teachers can use different strategies to best present material to subpopulations. This statement leads us into another aspect of academic content, that of adapting the course to meet students’ needs.
SWDs who take Algebra I at one school use the same textbook as the general education Algebra I students; however, the course is taught more slowly. It covers the same standards and concepts as the general education Algebra I class. Similarly, the English curriculum guides used in special education classes at this school and another are based on the general curriculum. The guides may use books written at a lower level, but they teach the same concepts and standards.
Other intervention programs targeted at special education
In a sense, a student who has an IEP already has a form of intervention built into his or her educational program. However, we found a few examples of additional intervention programs; often, these are part of an existing class rather than a separate entity. 
One school described a computer lab for all students, including SWDs. The lab offers a variety of software, including CAHSEE-specific software, practice tests, and lessons. SWDs visit the lab twice monthly. Another school is also using a computer lab that supports Brain X, a diagnostic program that provides student-specific practice for the CAHSEE ELA exam, and the Carnegie Learning Cognitive Tutor, a similar program for CAHSEE math. SWDs work on these programs about three times per week for 20 or 30 minutes per session. 
Another school uses Language! for its SWDs who score below basic and far below basic on the CSTs. This is paired with the Accelerated Reader program. 
Finally, a fourth school requires that all mainstreamed SWDs take a study skills class. 

Person-Specific Themes

This section discusses the role that people play in the success of the schools in this study. In nearly every school, someone stated that their success was based either on the performance of teachers as a whole, certain departments that were leading the way, or specific individuals who took the initiative in creating programs that met a need. 

In discussing teachers as a whole, administrators or fellow teachers typically provided supporting information such as the willingness of teachers at their schools to work long hours to help students. Many teachers described various types of tutoring, either in general or to help prepare students for CAHSEE, that were commonplace at the schools. Typically, many teachers also stated that they and their fellow teachers made themselves available to help students before or after school or even gave up their lunch periods to meet with students. 

Interestingly, one teacher saw the staff’s ethnic diversity at one school as a strength; they served as role models and examples of achievement to students in an ethnically diverse school population. Another school encountered the opposite situation; their teaching staff was mostly White, although their school population was ethnically diverse. This school focused on diversity training for staff and students and also created various ethnic support groups in which students were given opportunities to learn about their cultural heritage and to learn how to be role models for younger students. African American and Hispanic students at this school gave the highest rating to the statement “My teacher cares about me” on a recent survey undertaken for the Model Schools program.

We also found evidence of strong departments within schools. Teachers in these departments typically were given regular opportunities to meet in common planning sessions, where they could discuss best practices or analyze student data. Some also had regular cohort meetings for teachers who were teaching the same subject. Specific examples of strong departments include an English-Language Arts department that provides copies of essay scoring rubrics to other departments to provide a consistent approach to scoring essays at the school; a special education department that makes copies of the CAHSEE curriculum the department developed available to all students, not just the SWDs, so those who cannot attend after school or on Saturdays still have access to the information; and a mathematics department that has created its own curriculum materials for use in the school’s CAHSEE math remediation class. This mathematics department takes great pride in these curriculum materials, and it is considered a point of honor in the department for one’s contribution of sample problems and other material to be included in the curriculum. Finally, teachers who teach Algebra I meet weekly to preview lessons, determine how to focus individual lessons, select warm-up activities, and assess authentic examples of student work. 

Finally, we heard about individuals who are making a difference at their schools, such as an EL teacher known for structured and rigorous instruction, the special education teacher who started the after-school tutoring program for SWDs (previously discussed in the Special Education Tutoring section), an English language development mentor teacher who was supposed to remain at the comparison school for only a year but who has stayed on, and a mathematics teacher who was disappointed at the quality of mathematics instruction in elementary and middle schools. He wrote a grant and was able to start a program that provided math coaches at each of the three middle schools and one at the high school. These coaches provide instruction for other teachers, conduct observations, and model specific instructional practices. An outgrowth of this effort has been the creation of a mathematics curriculum council which has helped strengthen vertical articulation between middle schools and the high school. Although the grant that initially supported this effort has run out, the district has allocated funding to allow the program to continue. 

Student Themes

If time remained at the end of our interviews, we asked respondents several questions about issues affecting students. Sometimes interviewees volunteered the information rather than being asked specifically about the topic. 
· Student mobility, also known as student transience;
· Changes in student motivation regarding the CAHSEE;
· Who is passing the CAHSEE, and
· Students who are both EL and who require special education services.
Note: Since there are only a few interviewee responses to each of these topics, we urge that results should be interpreted with caution.

Student mobility: Six interviewees from four schools in the study provided anecdotal evidence of high levels of student mobility, or transience, particularly among their EL populations. Rumberger (2003) defines student mobility as moving from one school to another for reasons other than being promoted to the next school level. Student mobility is a concern, as it removes students from the classroom setting and reduces their contact with academic content. Haveman and Wolfe (1994) (as cited in Rumberger, 2003), for example, found that residential mobility, a change in residence that also creates the need for a change in schools, reduces the chances for high school graduation.
Although it is true that some EL students are more mobile because their families are associated with migrant farm work, that does not appear to be the case in our seven schools, which were located in more urban areas. Many reasons for moving exist; among them are because people change jobs and want to live closer to their work or they find a more attractive residence from a financial or safety standpoint. Two interviewees at two different schools associated high mobility rates with lack of home ownership. One of the two also stated the inverse—that higher level students have lower mobility rates because their parents tend to own homes rather than renting them. Stable employment and higher parental education, often a prerequisite of a good paying job, are two factors in the ability to purchase a home. 

One of the four schools reported that, although mobility rates are still high, they may be seeing some early indications of a more stable school population. One interviewee cited the recent development of townhouses for purchase in an area previously containing rental units, and stated that the area may be less attractive to lower class students and families. Other interviewees report that students appear to be more focused on education, citing anecdotal evidence of students voluntarily reading during free time at school and increasing numbers of students going to college. 

In addition to the mobility that results from a change of residence, schools are faced with students who take extended absences. One principal reported that some EL students and their families take an extra two weeks of vacation at Christmas. Other students report late to school at the beginning of the school year for a variety of reasons. Some students must help care for siblings while parents are at work, or in the case of EL students, must sometimes serve as the family’s translator. Again, these absences build up and can significantly reduce the amount of exposure a student has to academic content. 

At least two of the schools in the study have created bilingual parent centers that coordinate a variety of outreach activities such as parent workshops and informational meetings. At one school, parents may use the media center after school hours and may check out laptop computers for home use. A couple of schools also use an automated telephone system that they can use to notify parents of meetings, student grades, or even upcoming CAHSEE testing dates, and the calls are available in the home languages of the students and parents. While parent centers and phone calls were not specifically mentioned as being put in place to help reduce student mobility, we see this as an effort to reach out to a group of parents that has traditionally had little involvement in, or opportunity for, educational activities. Through more involvement with schools, parents can learn about the importance of a stable educational setting for their children.

Changes in student motivation regarding CAHSEE: We asked interviewees to comment on changes they saw in student motivation regarding the CAHSEE since 2006, the first year that students were held accountable to the CAHSEE requirement. There are 15 responses to this question distributed across all seven schools; 7 responses addressed the motivation of EL students, 6 addressed the motivation of students in general, and 2 addressed the motivation of SWDs. We found a few themes in the responses:
· Increased student motivation;
· Highly motivated, but not necessarily a change in motivation;
· Added stress or taking more seriously;
· Taking more seriously in later grades;
· Making money;
· Unsure/stable. 

Because interviewees often gave several comments in a single response, the total number of comments will not necessarily match the total number of responses. 

Perhaps the most interesting finding was that students in the eleventh and twelfth grades, presumably who had already taken the CAHSEE at least once, were taking the test more seriously. One administrator stated that a “healthy panic” was beginning to set in for students in the eleventh grade but that tenth grade students still think they have a lifetime to pass the test, while a CAHSEE math teacher reported a sense of urgency among eleventh and twelfth grade students. There were four such comments regarding the motivation of students for whom the CAHSEE was possibly a bit more “real,” given that they now had fewer opportunities to pass it before their scheduled graduation time. 

Seven comments discussed added stress, but we were unable to pinpoint a particular grade or grades being affected. A typical comment from this category was one that stated that students were more concerned and worried and were taking their classes more seriously. Another comment stated that ELs are highly motivated, but not always able to pass, which added stress. 

Three comments reported a general increase in motivation, without being tied to a certain grade. A typical comment was that the EL teacher saw more student motivation and that students heard about students not passing. 

Two comments about EL students stated that these students were motivated in general, but that some boys were more focused on being able to earn money now and did not necessarily understand the importance of the CAHSEE and the implications of earning a high school diploma for better employment opportunities in the future. 

Who is passing the CAHSEE? Of the 13 responses across all seven schools, nine discussed EL students, two discussed students in general, and three discussed SWDs (one response mentioned both ELs and SWDs). 

Generally, we heard themes that touched on a student’s ability and motivation, parental influence, and mastery of skills. The three comments regarding SWDs all mentioned student ability, with one stating that resource students are more likely to succeed on the CAHSEE than are special day students. The two general comments were divided between mastery of skills and parental influence. Seven of the nine EL comments attributed mastery of skills to EL success on the CAHSEE, such as the comment stating that ELs who have mastered the vocabulary are more likely to pass, or another comment that stated that students who have been reclassified as fluent English proficient pass at higher rates than ELs and EOs (English Only, or native English speakers), thus having “the best of both worlds.” This statement is supported in HumRRO research, as well (Wise, et al., 2005). Four EL comments were categorized as student motivation issues, as the comment from an EL teacher indicates. The teacher stated that success depends on motivation, not how long they have been here. The teacher reported having had some students who passed it after two years. If they pay attention, the teacher stated, they can do it, keeping focused on the task. 

EL-Special Education overlap: Under federal legislation (Education for All Handicapped Children’s Act, 1975; Individuals with Disabilities Education Improvement Act, 2004; Board of Ed. of Hendrick Hudson Central School Dist. V. Rowley 458 U.S. 176, 1982), SWDs are guaranteed the right to a free, appropriate public education that meets their unique needs. As we have already seen, the schools in this study have populations of SWDs that range from 6% to 14% of the total school population. They also have EL populations that range from 13% to 48% of the total school population. Therefore, it is to be expected that at least some of the SWDs in our study will also be English learners. While this duality was not a specific area of investigation, it arose during the course of three interviews in three of the schools in our study. The three who were interviewed stated that it is difficult to determine whether an EL student also qualifies for special education services, and one of the three further stated that it can take as long as four years to make a final determination. Clearly, if a student enters high school with little prior education, as is true of many EL students in the schools we visited, then he or she has had few opportunities in his or her native country to be diagnosed as needing special education services. In some countries, to be sure, the opportunity for special education services simply does not exist; even if the student had attended school prior to coming to the United States, it is unlikely that he or she would have received such services. From our interviewees’ comments, it appeared that the EL/SWD problem was one of underrepresentation (missing students who should have qualified for both) rather than overrepresentation (providing special education services for an EL student who actually did not qualify for the services). 

Discussion

We believe that there is more to CAHSEE success than simply providing remediation to those students who do not pass the exam the first time they take it. Indeed, our approach to this study was to ask schools for the broad view of CAHSEE success. We wanted to learn as much as possible, given the limitations of short interviews during a single day’s visit, about what they thought had led to the success of their special populations on the CAHSEE exam. We learned that there are many important pieces to the puzzle.
One important piece of the puzzle is schools’ attention to academic vocabulary, especially for their EL students. We heard from several interviewees that it can be easy to overlook the special academic needs of EL students if they are fairly fluent in social English. Sometimes people incorrectly assume that, because EL students are fluent in social English, they have also mastered academic English, with its more complex tasks of reading comprehension and analysis and writing structured essays. We note that academic vocabulary is also an issue with SWDs and even general education students, as well, because it is a more specialized vocabulary than typically encountered by students outside of school. Academic vocabulary is also the language of assessments; without knowledge of this specialized vocabulary, students will be at a loss to show what they know on assessments. Clearly, the schools in this study are paying attention to academic vocabulary. 
Another important piece of the puzzle that schools in this study are using is vertical articulation, with its components of curriculum maps, pacing guides, and common exams. Vertical articulation helps to ensure that all teachers recognize what needs to be taught on a particular topic or subject from elementary through high school. It is a means of tying instruction to the California content standards, ensuring that all students receive appropriate standards-based instruction. The common exams, which are also tied to the California content standards and which teachers must give within a certain timeframe, introduce an element of teacher accountability into the system. Typically, results can be analyzed at the classroom level to determine whether students have mastered the standards as a class (an indication that the teacher is, in fact, teaching the standards) and at the student level to determine which students need extra assistance on certain standards. We often heard from teachers that ELs and SWDs receive instruction on the same standards as general education students but the materials used may have to be adapted or modified to best meet the needs of these students. 
We note that all schools in this study belong to unified school districts, meaning that they contain elementary, middle, and high schools under a common administration. A central administration that covers all school levels can certainly promote the use of pacing guides and common exams to foster vertical articulation throughout the system. How this might function in other types of districts within California is not known. We recognize that some high school districts are independent from the elementary and middle districts that feed into the high schools, so there may be less communication between these independent systems and less obligation to create and use a curriculum map or pacing guide that all parties may not have bought into. 

Another apparent factor in at least some of these schools’ success is the opportunity for students to be exposed to genuine academic content and standards. One school, in particular, emphasized the importance of placing its special populations in general education classrooms with appropriate support. In this way, students in special populations were being taught by highly qualified teachers in the subject area. In other schools, EL students were placed in regular college preparation courses, SWDs were placed in Algebra I with a support course to accompany it, and some courses were spread out over a longer time period. Other courses were taught collaboratively, with general education and resource teachers working together to support SWDs. We recognize that some material may have to be adapted to meet the needs of students who may be weak in skills such as reading, but these students are being given the opportunity of high expectations. 
Schools in this study have implemented a variety of CAHSEE preparation and remediation programs and courses. Each has its own advantages and disadvantages. Those offered during the school day have the advantage of eliminating the need for transportation; on the other hand, we heard criticism that those programs also narrowed the curriculum, eliminating the opportunities for students to take other helpful electives. Students scheduled into remediation courses lasting an entire semester have been reported to lose interest in the course if they take the CAHSEE during the same semester, since there is time remaining in the semester—and the course—after the exam. 

Courses offered after school or on Saturdays, while not necessarily narrowing the curriculum opportunities, make it difficult for some students to attend if no transportation is provided. Even with transportation, some students have obligations outside of school such as working to help support their families or caring for siblings while their parents work, that make these programs less than ideal. Several of the remediation programs targeting ELs or SWDs are held outside the regular school day, as well. Tutoring sessions arranged with teachers can help students who cannot attend after-school or Saturday sessions, as can the opportunity to work independently in a computer lab with practice exams, as we saw in two of the schools. One school, in particular, attempts to meet the needs of its students by offering flexible scheduling. Students complete a worksheet that lists scheduling preferences and remediation and tutoring options. 
Targeting subpopulations for additional support on CAHSEE preparation and remediation is another important piece. For most schools in this study, it is not enough to provide a one-size-fits-all program of CAHSEE preparation and remediation. Instead, they developed CAHSEE programs for ELs or SWDs. Admittedly, much of this effort was the result of innovative departments or individuals who saw a need and decided to do something about it. 
The importance of people to the overall success of students cannot be denied; however, it is one of the most fragile components of school success because people leave for a variety of reasons, such as a promotion from the classroom to administration, or from school administration to district administration; the transfer of a spouse to another area; being able to earn more money in another district; or retirement. One administrator, for example, said that the school lost most of its special education department a couple of years ago when a key person left to take a job elsewhere, and most of the special education teachers left to go with the key person. Since then, the school has worked to rebuild the special education department, using mostly new teachers who are still working on their credentials/certifications. Other administrators discussed salary problems, stating that it was sometimes difficult to retain people when they could earn more money in surrounding districts. We have no easy solutions or recommendations for this potential problem, other than to reiterate that seemingly the best of situations can change rapidly. How schools and districts deal with inevitable change, and how they go about developing strong leaders to replace those lost, says much about school success. 
Conclusions

Schools in this study, including the comparison school, have tried to create a seamless package of interventions, CAHSEE preparation, and CAHSEE remediation for their special populations. They have tried to ensure that academic content standards are addressed through a program of vertical articulation, which includes curriculum maps or pacing guides; some also require the use of common exams. Schools also address academic content by offering extended classes that contain the same content as regular classes, but which allow students to master the material more slowly.
Schools also use data to determine which students need interventions, especially in the early high school years. These students can be placed in reading programs or computer labs that allow them to work independently on the skills they need, based on tests that indicate areas of strengths and weaknesses related to specific standards. 

CAHSEE preparation for tenth grade students who are taking the CAHSEE for the first time is handled in a variety of ways. While we saw little evidence of specific CAHSEE preparation courses for these tenth grade students, we learned that schools encourage the use of CAHSEE practice materials, either as warm up activities or extra practice. Some schools focus more intently on CAHSEE preparation during class during the weeks preceding the first CAHSEE administration for these students. Schools recognize the importance of this administration, since it serves a dual purpose. While passing it is required for receiving a high school diploma, it also serves as the measure of proficiency for the federal No Child Left Behind accountability system. Therefore, schools want their tenth grade students not only to pass it (with a score of 350), but to earn a proficient score of 380. Some schools offer incentives for those tenth grade students who score at least a 380 on the CAHSEE.
At the schools in our study, students who do not pass the CAHSEE the first time are typically offered CAHSEE remediation programs. Most schools offer courses during the school day, for which students can earn elective credit. Students also have opportunities to attend after school or Saturday programs; however, transportation generally is not offered. Often, however, schools give incentives such as attendance prizes, elective credit, or the opportunity to participate in graduation exercises for taking part in these programs. Many schools in this study have developed opportunities for remediation for their special populations, such as regular tutoring sessions or specific sections of CAHSEE remediation for special populations. These are often aimed at initial EL or special day students, as advanced EL and resource students may be able to attend the general remediation programs. 
Some administrators credit their teachers, rather than specific programs, as the key to their special population’s success with CAHSEE. We saw several examples of innovative individual teachers who see the need for a particular program and take steps to establish it, or from strong departments whose teachers go beyond what is required. 
During our visits to the seven schools, we found evidence that all, including the comparison school, are making real efforts to support their special populations on the CAHSEE. Our inability to find differences between target schools and the single comparison school is likely due to factors in program implementation that were not immediately obvious, given the limitations of this study. We recognize that every school in this study is not implementing every element described here, but we believe they are focused on the needs of all students. 
Other research suggested by this study includes (a) how successful schools identify and motivate innovative teachers, (b) the different methods used to track individual student progress and tailor instruction to their needs, (c) the impact that earlier programs and successes have on ELs and SWDs, and (d) a study of resource students and those in special day programs relative to CAHSEE success.
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Appendix A

Glossary 
Academic Subjects Through the Primary Language (L1 Instruction) 

English learner (EL) students (formerly referred to as limited-English-proficient (LEP) students) receive a program of English-language development (ELD) and, at a minimum, two academic subjects taught through the primary language (L1). Primary language instruction is provided (1) for kindergarten through grade six, at a minimum, in language arts (including reading and writing) and in mathematics, science, or social science; or (2) for grades seven through twelve, at a minimum, in two academic subjects required for grade promotion or graduation. The curriculum is equivalent to that provided to fluent-English-proficient (FEP) and English-only students. Students being taught academic subjects through the primary language may also be receiving specially designed academic instruction in English (SDAIE). See the definition for SDAIE. Primary language instruction is provided by teachers with a California Commission on Teaching Credentialing (CCTC) bilingual authorization in the primary language. (R30-LC)

BCLAD

Bilingual Crosscultural Language and Academic Development certificate

BCC

Bilingual Crosscultural Certificate of Competence

CELDT

California English Language Development Test

CLAD

Crosscultural Language and Academic Development certificate
Disability

The term “child with a disability” means a child with mental retardation, hearing impairments (including deafness), speech or language impairments, visual impairments (including blindness), deaf/blind, emotional disturbance (previously referred to as serious emotional disturbance), orthopedic impairments, autism, traumatic brain injury, other health impairments, or specific learning disabilities; and who by reason thereof, needs special education and related services.

English-Language Development (ELD)

English-Language development is a specialized program of English language instruction appropriate for the English learner (EL) student's (formerly LEP students) identified level of language proficiency. This program is implemented and designed to promote second language acquisition of listening, speaking, reading, and writing. (R30-LC)
English Learner (EL) Students (Formerly Limited-English-Proficient or LEP)
English learner students are those students for whom there is a report of a primary language other than English on the state-approved Home Language Survey and who, on the basis of the state approved oral language (grades kindergarten through grade twelve) assessment procedures and literacy (grades three through twelve only), have been determined to lack the clearly defined English language skills of listening comprehension, speaking, reading, and writing necessary to succeed in the school's regular instructional programs. (R30-LC)

Fluent-English-Proficient (FEP)

Students who are fluent-English-proficient are the students whose primary language is other than English and who have met the district criteria for determining proficiency in English (i.e., those students who were identified as FEP on initial identification and students redesignated from limited-English-proficient [LEP] or English learner [EL] to FEP). (R30-LC) 

IEP

Individualized education program/plan

Immigrant Student

Those students not born in the United States and who have attended school in the United States for three or fewer years. The student may have had schooling in their native countries or may have had very little.

LD

Learning disabled

Primary Language

A student's primary language is identified by the Home Language Survey as the language first learned, most frequently used at home, or most frequently spoken by the parents or adults in the home. Primary language is also referred to as L1. (R30-LC)

The languages reported on the Language Census represent languages other than English spoken by English learner students (EL) (formerly LEPs) and fluent-English-proficient (FEP) students in California public schools. You can access the most current list of languages used on the Language Census by viewing the current Language Census R30-LC form. A verification of these languages is obtained from the book Ethnologue - Languages of the World (Outside Source), available on the Internet.

Primary Language Support

Primary language support is instructional support provided through the English learner (EL) student's (formerly LEP students) primary language. This support does not take the place of academic instruction through the primary language but may be used to clarify meaning and facilitate student comprehension of academic content area concepts taught mainly through English. It may also include oral language development in the EL student's primary language. Primary language support may be provided by credentialed teachers fluent in the EL student's primary language or by bilingual paraprofessionals (aides). The aides are supervised by a credentialed teacher. (R30-LC)

Redesignated FEP (RFEP)

This category contains English learner (EL) students (formerly LEP students) who were redesignated as FEP (fluent-English-proficient) since the prior year census. These students are redesignated according to the multiple criteria, standards, and procedures adopted by the district and demonstrate that students being redesignated have an English language proficiency comparable to that of average native English speakers. (R30-LC)

Resource student

A student who receives at least half of his/her instruction in general education classes.
Special Day Student
A student who receives more than half of each day’s instruction in classes separate from general education classes.

Specially Designed Academic Instruction in English (SDAIE)

Specially Designated Academic Instruction in English (SDAIE) is an approach to teach academic courses to English learner (EL) students (formerly LEP students) in English. It is designed for nonnative speakers of English and focuses on increasing the comprehensibility of the academic courses typically provided to FEP and English-only students in the district. Students reported in this category receive a program of ELD and, at a minimum, two academic subjects required for grade promotion or graduation taught through (SDAIE). (R30-LC)

Structured English Immersion

Classes where EL students who have not yet met local district criteria for having achieved a "good working knowledge" (also defined as "reasonable fluency") of English are enrolled in an English language acquisition process for young children in which nearly all classroom instruction is in English but consists of a curriculum and presentation designed for children who are learning the language. (R30-LC)

SWD

Student(s) with disabilities

Appendix B

CAHSEE Special Population Study
Sample Selection Procedures
CAHSEE Special Populations Study

Sample Selection Procedures

Goal

Our primary goal is to identify districts and schools that are likely to have effective programs for helping English learners pass the CAHSEE. We will recruit six districts that are likely to have highly effective English learner programs and identify one to two schools within each of these districts for site visits.

Method

The approach used to identify potentially effective programs for English learners is to look for schools and districts where the initial English learner passing rates are higher than would be expected given the demographics of the students and/or where the tenth to eleventh grade gains for English learners who do not initially pass are also high, again relative to the school or districts demographics.

Dropping Schools with Few English Learners

The use of outcome information as an indicator of potential program effectiveness only works if the outcomes are averaged over a sufficient number of students to produce stable averages. Apart from stability concerns, programs that serve only a small number of English learners are relatively untested. For these reasons, we dropped schools and districts with fewer than 100 English learners or fewer than 50 English learners with tenth to eleventh grade gain scores.
Computing Expected Passing Rates and Gain Scores

For each school, we ran regression analyses with four tenth grade percent passing variables (ELA and Mathematics for tenth graders in 2005 and 2006) and four gain score variables (ELA and Mathematics gains from tenth to eleventh and eleventh to twelfth). The dependent variables included the total number of tenth graders, percent English learners, percent SWDs, percent economically disadvantaged, percent Hispanic, and percent African American from the 2006 assessment. Table B-1 shows the significant regression coefficients for each outcome variable. Differences (residuals) between the actual and expected values of the outcomes for each school were computed and summarized in two key indicators: (1) the average of the four tenth grade EL percent passing outcomes  and (2) the average of the four eleventh grade EL gain outcomes.

Table B-1. Regression Coefficients* for Computing Expected School Outcomes

	English learner 

Outcome Variable
	R

Square
	School Size
	Percent of 10th Graders Who Are:

	
	
	
	EL
	SWD
	ED
	Hisp
	Black

	10th Grade 2005 ELA 
(Percent Passing)
	.046
	
	
	
	
	-.095 (.07)
	

	10th Grade 2006 ELA 
(Percent Passing)
	.176
	-.014 (.02)
	.318 (.001)
	
	-.200 (.001)
	-.098 (.04)
	

	10th Grade 2005 Math
(Percent Passing)
	.297
	-.010 (.07)
	.294 (.000)
	
	
	-.314 (.000)
	-.412 (.000)

	10th Grade 2006 Math 
(Percent Passing)
	.364
	-.024 (.000)
	.444 (.000)
	
	-.156 (.01)
	-.233 (.000)
	-.377 (.000)

	Average Grade 11 
ELA Gains - 2005
	.072
	
	
	-.230 (.06)
	.054 (.07)
	-.064 (.008)
	-.107 (.01)

	Average Grade 11 
ELA Gains – 2006
	.117
	
	
	-.142 (.05)
	
	-.050 (.001)
	-.067 (.01)

	Average Grade 11 
Math Gains - 2005
	.103
	
	
	
	
	-.072 (.002)
	-.123 (.003)

	Average Grade 11 
Math Gains - 2006
	.109
	
	
	-.112 (.08)
	
	-.043 (.001)
	


* Regression coefficients at the .10 level of significance or greater are shown. (Significance levels 
(p-values) are shown in parentheses).

Similar regressions were run at the district level. Because sample sizes were larger, only 2006 values were used and we were able to include eleventh to twelfth grade gains as well as tenth to eleventh grade gains. Table B-2 shows the significant regression coefficients for computing expected outcomes at the district level.

Table B-2. Regression Coefficients* for Computing Expected District Outcomes

	English learner 

Outcome Variable
	R

Square
	School Size
	Percent of 10th Graders Who Are:

	
	
	
	EL
	SWD
	ED
	Hisp
	Black

	10th Grade 2006 ELA 
(Percent Passing)
	.273
	
	.525 (.000)
	
	
	-.297 (.000)
	-.218 (.02)

	10th Grade 2006 Math 
(Percent Passing)
	.372
	
	.546 (.000)
	
	
	-.066 (.000)
	-.512 (.000)

	Average Grade 11 
ELA Gains – 2006
	.137
	
	
	
	
	
	

	Average Grade 12 
ELA Gains – 2006
	.124
	
	
	-.206 (.06)
	-.076 (.005)
	
	

	Average Grade 11 
Math Gains – 2006
	.104
	
	
	
	
	
	

	Average Grade 12 
Math Gains - 2006
	.037
	
	
	
	
	
	


* Regression coefficients at the .10 level of significance or greater are shown. (Significance levels 
(p-values) are shown in parentheses).

We selected all schools where the percent of tenth grade EL students passing the CAHSEE tests (averaged across both tests and two years) was at least 4 percentage points above expectation and the average eleventh grade gain for EL students was at least 1 score point higher than expectation. We created an overall composite score by adding the percent initial pass residual and four times the average gain residual. (Composite weights were selected to equalize the variance of the two indicators across schools).

We selected all districts that had one or more high-performing school or had an overall district score of 10 or greater. Each district was assigned a priority score equal to the maximum of the individual school scores and the overall district score. These priority scores were used to order districts from highest to lowest. Table B-3 provides a comparison of expected and actual tenth grade passing rates for EL students in the target schools in 2005 and 2006. Overall, the percent of EL students passing each of the CAHSEE tests was 10 to 15 points higher than the percent expected based on results from the state as a whole. 

Table B-4 provides a similar comparison of expected and actual average score gains for EL students who retested as eleventh graders in 2005 and 2006. One school (School C) showed lower than expected mathematics gains in 2006. Apart from this anomaly, student scores increased 3 to 7 points more in the target schools than was expected based on state-wide results.

Tables B-5 and B-6 show similar results for SWDs. Here there were one or two instances where a target school showed lower than expected tenth grade passing rates or eleventh grade score gains, but overall the results for the target schools were dramatically better than expected based on state-wide data.
Table B-3. Expected and Actual 10th Grade 2005 and 2006 Passing Rates for EL Students in Each Targeted School

	Target

School
	ELA Passing Rates
	Mathematics Passing Rates

	
	2005
	2006
	2005
	2006

	
	Expected
	Actual
	Expected
	Actual
	Expected 
	Actual
	Expected 
	Actual

	A
	42
	47
	38
	46
	48
	50
	48
	61

	B
	36
	45
	30
	40
	39
	57
	37
	48

	C
	44
	56
	42
	65
	56
	71
	55
	73

	D
	41
	60
	31
	32
	48
	72
	39
	59

	E
	46
	61
	42
	51
	59
	64
	55
	61

	F
	44
	61
	40
	54
	55
	64
	52
	67

	Average
	42.2
	55.0
	37.1
	47.8
	50.7
	63.0
	47.3
	61.4

	Difference
	
	12.8
	
	10.7
	
	12.3
	
	14.0


Table B-4. Expected and Actual 11th Grade 2005 and 2006 Average Score Gains for EL Students in Each Targeted School

	Target

School
	ELA Passing Rates
	Mathematics Passing Rates

	
	2005
	2006
	2005
	2006

	
	Expected
	Actual
	Expected
	Actual
	Expected 
	Actual
	Expected 
	Actual

	A
	15
	21
	6
	10
	12
	16
	5
	10

	B
	14
	19
	4
	10
	10
	24
	5
	8

	C
	15
	22
	7
	10
	13
	17
	6
	3

	D
	15
	21
	7
	7
	11
	24
	6
	4

	E
	16
	25
	8
	9
	13
	17
	7
	7

	F
	15
	20
	9
	12
	13
	14
	7
	7

	Average
	15.0
	21.4
	7.0
	9.8
	11.9
	18.7
	6.1
	6.6

	Difference
	
	6.4
	
	2.8
	
	6.8
	
	0.5


Table B-5. Expected and Actual 10th Grade 2005 and 2006 Passing Rates for Students with Disabilities in Each Targeted School

	Target

School
	ELA Passing Rates
	Mathematics Passing Rates

	
	2005
	2006
	2005
	2006

	
	Expected
	Actual
	Expected
	Actual
	Expected 
	Actual
	Expected 
	Actual

	A
	16
	18
	15
	16
	15
	31
	18
	26

	B
	19
	19
	21
	31
	17
	33
	21
	31

	C
	31
	14
	28
	38
	29
	37
	28
	33

	D
	27
	27
	27
	53
	23
	27
	24
	56

	E
	37
	49
	32
	46
	33
	36
	29
	44

	F
	29
	31
	23
	33
	26
	27
	20
	37

	Average
	26.3
	26.4
	24.4
	36.1
	24.0
	31.8
	23.4
	37.8

	Difference
	
	0.1
	
	11.7
	
	7.8
	
	14.4


Table B-6. Expected and Actual 11th Grade 2005 and 2006 Average Score Gains for Students with Disabilities in Each Targeted School

	Target

School
	ELA Passing Rates
	Mathematics Passing Rates

	
	2005
	2006
	2005
	2006

	
	Expected
	Actual
	Expected
	Actual
	Expected 
	Actual
	Expected 
	Actual

	A
	9
	11
	5
	14
	6
	24
	2
	8

	B
	10
	19
	6
	10
	6
	24
	5
	4

	C
	11
	18
	6
	5
	9
	18
	4
	-1

	D
	11
	17
	6
	7
	8
	6
	4
	8

	E
	12
	24
	7
	9
	10
	14
	5
	4

	F
	9
	19
	1
	9
	9
	16
	5
	9

	Average
	10.4
	18.1
	5.1
	9.0
	8.2
	17.2
	4.1
	5.4

	Difference
	
	7.7
	
	3.9
	
	9.0
	
	1.3


Appendix C

Protocols
Composite Interview Protocol

Introduction

(Used for general math/ELA, other programs besides CAHSEE prep/remediation)

My name is XXX; I’m with the Human Resources Research Organization, or HumRRO. You may already know that HumRRO has worked for CDE as the independent evaluator for CAHSEE. This study is part of that ongoing work. 

This is a small study; it focuses on one or two schools within six districts. The schools were selected because they show better than expected CAHSEE passing rates for their EL students and students with disabilities (SWDs) either on initial CAHSEE testing or after having previously not passed the CAHSEE on the initial testing. So we want to look at what may be happening in the school that is making a difference for those EL students and SWDs, as well as other issues that may be contributing to success. We hope that other schools might benefit from what we learn in this study. Your name will not be used, but we will identify the school by name for good things it is doing. If we find less favorable things, we will mention them in the report but we won’t identify the school. 

I’ll be asking questions in several areas, such as background information on your CAHSEE prep and remediation programs and the people involved in it, how those programs help the special populations at this school, and other programs that may be helping. For each area, I will start by having you describe that area in your own words. I may ask you for more details in some areas or ask you for information in other aspects of that program that you may not have described.

My purpose is to come away from this interview with a detailed picture of the situation at this school and what is happening to make more ELs and SWDs successful in passing the CAHSEE compared to other districts and schools in the state. Any questions so far?

1.  You’ll remember that I said we were interested in learning about factors that may be contributing to the success of your ELs/SWDs on the CAHSEE. I’d like to ask what you think is the most important factor at work here. 

Response:

Tell me more about that…

Response:

(You will have to probe for more information, and asking them to tell you more about the situation is a way to begin.)

2.  What is your department’s role (or your program’s role) in EL/SWD CAHSEE success?

Response:

Probe for curriculum used, alignment of curriculum to California content standards, PD/training of teachers in department on standards-based instruction, adequacy of department resources (enough textbooks, computers, other materials, experienced and qualified teachers)

3.  Tell me about any programs or courses the school or your department has to prepare ELs/SWDs for CAHSEE or to help remediate them after they have taken CAHSEE but didn’t pass it.

CAHSEE prep:

CAHSEE remediation: 

4.  Tell me about other, less obvious, programs either in the school or in the community that you think may be contributing to CAHSEE success for ELs/SWDs. (Tutoring programs not directly associated with CAHSEE, migrant ed program, parent education or adult ed programs that boost parental involvement, etc.)

School programs:

Community programs:

5.  What issues do you think are hindering additional success on CAHSEE for ELs/SWDs at this school? At other schools not having the same degree of success with these students?

At this school:

What is your school doing to address those issues?

Response:

At other schools:

6.  What parts of this package can work in other schools, and what parts are unique to this school’s situation?

Can work in other schools:

Unique to this school’s situation: 

7.  What else do we need to know? What questions should we have asked, but didn’t?

Response:

Principal Interview

Introduction

My name is XXX; I’m with the Human Resources Research Organization, or HumRRO. You may already know that HumRRO has worked for CDE as the independent evaluator for CAHSEE. This study is part of that ongoing work. 

This is a small study; it focuses on one or two schools within six districts. The schools were selected because they show better than expected CAHSEE passing rates for their EL students and students with disabilities (SWDs) either on their initial CAHSEE testing or on their tenth to eleventh grade CAHSEE retesting, relative to school or district demographics. So we want to look at what may be happening here that is making a difference for EL students and SWDs, as well as other issues that may be contributing to success. We hope that other schools might benefit from what we learn in this study. Your name will not be used, but we will identify the school by name for good things it is doing. If we find less favorable things, we will mention them in our report but we won’t identify the school. 

I’ll be asking questions in several areas, such as background information on your CAHSEE preparation and remediation programs and the people involved with them, how those programs help the special populations at this school, and other programs that also may be helping. Usually I will start by having you describe them in your own words. Then I may follow up with some additional questions if I need to. 

My purpose is to come away from this interview with a detailed picture of what is happening at this school to make more ELs and SWDs students successful in passing the CAHSEE compared to other districts and schools in the state with similar demographics. Any questions so far?

You’ll remember that I said we were interested in learning about factors that may be contributing to the success of your ELs and SWDs on CAHSEE. I’d like to ask what you think may be the most important factor at work here. 

Response:

Is this transferable to other schools, or is it unique to this particular situation?

Response:

Student background

Tell me about your EL and SWD populations…

Let’s begin with ELs:

Response:

· Which ELs are having success with CAHSEE and which are not? (which level of English proficiency, motivation)
· For these two groups (successful and not successful) was there anything different about the instruction that they received? (exposure to grade-level content throughout their education, emphasis on academic English as well as conversational English)
· What are teachers at this school doing to help ELs who are not currently passing CAHSEE? (summer school, extra problems and work like those on CAHSEE, focusing on areas of deficits, working on content, special tutoring services, EL and gen ed teachers teaming to present strats and content to students, etc.)
· Typically, how long have ELs at this school been in the United States? (Basically, does the high school get a lot of first-time EL students, or have they completed some schooling in US in elementary or middle schools?)
· If they were not born in the United States, how much education did they have in their birth country?
· How much variation is there from year to year in the English proficiency of incoming ELs at this school? 
· How many languages are spoken at your school?
· Any follow-up information you have on ELs who did/did not graduate from Class of 06 and 07?
· Anything you want to add about ELs here?

What about your SWDs at this school?

Response:

· Which SWDs are having success with CAHSEE and which are not? (Diploma track vs non-diploma track, which types of handicaps are having more success)
· For these two groups (successful and not successful) was there anything different about the instruction that they received? (exposure to grade-level content throughout their education, amount of time in regular ed classrooms versus pullout programs for support, etc.)
· What are teachers at this school doing to help SWDs who are not currently passing CAHSEE? (summer school, extra problems and work like those on CAHSEE, focusing on areas of deficits, working on content, special tutoring services, special ed and gen ed teachers teaming to present strats and content to students, etc.)
· Types of disabilities, 
· Severity of disabilities 
· How much variation is there from year to year in the types and severity of disabilities that incoming SWDs have at this school?
· Any follow-up information you have on SWDs who did/did not graduate from Class of 06 and 07?
· Anything you want to add about SWDs here?

Teacher Background

Tell me about your teaching staff…

· Turnover among EL and special ed staff?
· Fully credentialed or certified, or emergency certifications?
· Experienced—more than 5 years, less than 5 years?
· Easy or difficult to fill EL/special education slots?
· Describe PD related to CAHSEE and to standards-based instruction for EL/special ed teachers

CAHSEE-related Programs or Courses

Let’s talk about CAHSEE prep and remediation courses…

First of all, how prepared for CAHSEE are ELs and SWDs at the middle school level?

Describe alignment between middle schools and this high school. 

Describe the CAHSEE prep program at this school…

· How are students identified as needing extra prep for CAHSEE?

· Logistics (when, where offered, transportation provided or not)

· How funded?

· If selected as needed extra preparation, is CAHSEE prep required or voluntary?

· Special prep sections for EL and SWD, or not?

· Who teaches prep courses, and what training do they receive?

· Prep curriculum (specific title)

· How is curriculum tied to CA content standards?

· Individualized instruction or group instruction?

· Credit or other incentives?

· Strongest part of program/weakest part of program for EL/SWD

Describe the CAHSEE remediation program at this school…

· How are students selected as needing extra remediation for CAHSEE?
· Logistics (when, where offered, transportation provided or not)
· How funded? (Ask about the $500/pupil funding from state)
· If selected as needing remediation, is CAHSEE remediation required or voluntary?
· Special remediation sections for EL and SWD, or not?
· Who teaches remediation courses, and what training do they receive?
· Remediation curriculum (specific title)
· How is curriculum tied to CA content standards?
· Individualized instruction or group instruction?
· Credit or other incentives?
· Strongest part of program/weakest part of program for EL/SWD

Other resources

We touched on funding in some previous questions, but are there any other resources this school has, such as from grants or fundraisers from parent groups that might be making a difference here and that other schools might not have? (Does the school have an especially proficient grant writer, for example?)

What about adequate textbooks aligned to standards, facilities, computers, etc. for these special populations? 

Other factors that limit or enhance effectiveness of programs

Are you involved with any long-term school reform models that might be contributing to school success, such as America’s Choice, Achieve? If so, how does that tie in with EL and SWD success on CAHSEE?

Student motivation among ELs and SWDs since accountability for CAHSEE began with 06

Parents’ involvement in helping ELs and SWDs pass CAHSEE since accountability began?

Transience among ELs and SWDs—more, less, or about same as reg ed students?

Changes in transience during past 2 years among ELs and SWDs.

What is school doing to reduce impact of transience among ELs and SWDs?

Are there any other school programs or community-based programs that might be contributing to the EL/SWD performance on CAHSEE that we’re seeing? 

New Programs or Changes to Old Programs

Based on results since the 2005-06 school year, has the school or district implemented any new programs to help ELs/SWDs pass the CAHSEE? If so, describe them. If not, are there any plans to do so?

Response:

Based on results since the 2005-06 school year, has the school or district made changes to existing programs to help ELs/SWDs pass the CAHSEE? If so, describe them. If not, are there any plans to do so?

Response:

Who would you recommend that we talk to for more information about the success of your ELs/SWDs on the CAHSEE? 

Response:

What can other schools do to improve their CAHSEE pass rates for ELs/SWDs?

Response:

That was my last question. Is there anything you would like to add now?

Response: 

Thank you very much for your time. 

School CAHSEE Preparation and Remediation Interview

Introduction

My name is XXX; I’m with the Human Resources Research Organization, or HumRRO. You may already know that HumRRO has worked for CDE as the independent evaluator for CAHSEE. This study is part of that ongoing work. 

This is a small study; it focuses on one or two schools within six districts. The schools were selected because they show better than expected CAHSEE passing rates for their EL students and students with disabilities (SWDs) either on their initial CAHSEE testing or on their tenth to eleventh grade CAHSEE retesting, relative to school or district demographics. So we want to look at what may be happening here that is making a difference for EL students and SWDs, as well as other issues that may be contributing to success. We hope that other schools might benefit from what we learn in this study. Your name will not be used, but we will identify the school by name for good things it is doing. If we find less favorable things, we will mention them in our report but we won’t identify the school. 

I’ll be asking questions in several areas, such as background information on your CAHSEE preparation and remediation programs and the people involved with them, how those programs help the special populations at this school, and other programs that also may be helping. Usually I will start by having you describe them in your own words. Then I may follow up with some additional questions if I need to. 

My purpose is to come away from this interview with a detailed picture of what is happening at this school to make more ELs and SWDs students successful in passing the CAHSEE compared to other districts and schools in the state with similar demographics. Any questions so far?

Respondent Opinion

You’ll remember that I said we were interested in learning about factors that may be contributing to the success of your ELs and SWDs when they retest on CAHSEE. I’d like to ask what you think may be the most important factor at work here. 

Response: 

Can you tell me some more about that? 

Response: 

(Note: if their response ties with one of the areas of the protocol, such as CAHSEE prep/remediation, special ed programming/curriculum, teacher prep/PD, student or parent motivation/involvement, other programs, then go with those questions now. If it doesn’t, then just go with the protocol.)

CAHSEE Prep and Remediation Program Description

Tell me about your CAHSEE prep/remediation program. (Note: We may interview teachers who teach either prep or remediation.)
Response:

· Logistics

· When offered (before, during, after school; summer)

· How long does course last? (total number of hours)

· Transportation issues/concerns and solutions developed

· Voluntary or required

· When did school begin offering CAHSEE prep

· Who takes

· Generally, how are students identified as needing CAHSEE prep or remediation—all, or those at risk, and criteria for at risk
· Are ELs and SWDs automatically at risk
· Who takes—freshman, sophomore, etc.
· Credit, no credit, elective credit only?

· Course structure

· Curriculum (state, local, commercial program)
· Individual needs (maybe computer based instruction) or more general review of topics
· Content covered
· Are there special sections for ELs or SWDs or sections for all? If there are special sections, find out how they are adapted/modified for these students. 
· CAHSEE prep/remediation teachers
· Who teaches this course? Regular ed, EL teachers, special ed teachers, someone hired just to teach CAHSEE prep?
· Voluntary or mandatory teaching assignment?
· PD for CAHSEE prep or remediation—describe; any that is specially designed or modified for EL or special ed teachers?
· Student motivation and participation
· Incentives offered to take the CAHSEE prep or remediation course? If so, describe them and describe how supported/funded
· Has the number of EL and SWD participants in CAHSEE prep/remediation increased, decreased, or stayed the same since CAHSEE accountability went into effect with Class of 06?
· Describe any changes you have seen in student motivation among ELs and SWDs concerning CAHSEE since accountability took effect.
· Describe changes you have seen in interest or involvement among parents of ELs and SWDs concerning CAHSEE since accountability took effect. 

· Other thoughts
· What makes this program “different” or “better” than other CAHSEE prep or remediation programs in other districts and schools? (What could other schools learn from this program?
· Is it transferable or unique to this school’s situation? If it is unique, why?

· Can you think of anything that would make CAHSEE prep/remediation even more effective for ELs and SWDs?

· What factors are currently hindering additional success for ELs and SWDs?

EL and Special Education Departments

Describe any links between CAHSEE prep/remediation and the EL/special ed departments to discuss how best to serve those special populations regarding CAHSEE. 

Response:

New and Existing Programs

Based on results since the 2005-06 school year, has the school or district implemented any new programs to help ELs and SWDs pass the CAHSEE? If so, describe them. If not, are there any plans to do so?

Response: 

Based on results since the 2005-06 school year, has the school or district made changes to existing programs to help ELs and SWDs pass the CAHSEE? If so, describe them. If not, are there any plans to do so?

Response:

Are there any other programs that you know about that may be contributing to student success, either in the school or community or any other issues we need to know about? If so, please describe. 

Response:

Thank you for your help!

School Interview Protocol—English Learners

Introduction

My name is XXX; I’m with the Human Resources Research Organization, or HumRRO. You may already know that HumRRO has worked for CDE as the independent evaluator for CAHSEE. This study is part of that ongoing work. 

This is a small study; it focuses on one or two schools within six districts. The schools were selected because they show better than expected CAHSEE passing rates for their EL students and students with disabilities (SWDs) either on their initial CAHSEE testing or on their tenth to eleventh grade CAHSEE retesting, relative to school or district demographics. So we want to look at what may be happening here that is making a difference for EL students and SWDs, as well as other issues that may be contributing to success. We hope that other schools might benefit from what we learn in this study. Your name will not be used, but we will identify the school by name for good things it is doing. If we find less favorable things, we will mention them in our report but we won’t identify the school. 

I’ll be asking questions in several areas, such as background information on your CAHSEE preparation and remediation programs and the people involved with them, how those programs help the special populations at this school, and other programs that also may be helping. Usually I will start by having you describe them in your own words. Then I may follow up with some additional questions if I need to. 

My purpose is to come away from this interview with a detailed picture of what is happening at this school to make more ELs and SWDs students successful in passing the CAHSEE compared to other districts and schools in the state with similar demographics. Any questions so far?

Before we begin, please tell me your current assignment/job title and how long you have been in that assignment. Are there any other roles you have related to the issues in this study that you think I need to know about? (Examples: heading a tutoring program for SWDs, serves as the liaison between parents of SWDs and the school, operates a program that finds needed resources for students and their families.)

Response:

Respondent Opinion

You’ll remember that I said we were interested in learning about factors that may be contributing to the success of your ELs related to CAHSEE. I’d like to ask what you think may be the most important factor at work here. 

Response: 

Can you tell me some more about that? 

Response: 

(Note: if their response ties with one of the areas of the protocol, such as CAHSEE prep/remediation, special ed programming/curriculum, teacher prep/PD, student or parent motivation/involvement, other programs, then go with those questions now. If it doesn’t, then just go with the protocol.)

Teacher and Student Background

Tell me about the ELs at this school or in your classes. (Let them tell what they know first, and then fill in missing areas using prompts below.) 

Response:

· Which ELs are having success with CAHSEE and which are not? (which level of English proficiency, motivation)
· Typically, how long have ELs at this school been in the United States? (Basically, does the high school get a lot of first-time EL students, or have they completed some schooling in US in elementary or middle schools?)
· Do you have problems with EL transience at this school, or are these students fairly stable? If transience is a problem, what is school doing about it?
· If they were not born in the United States, how much education did they have in their birth country?
· How much variation is there from year to year in the English proficiency of incoming ELs at this school?
· How many languages are spoken at your school?
· Motivation and involvement of ELs and their parents. (Specific examples, such as increasing or decreasing attendance or dropout rates)
· Any follow-up information you have on ELs who did/did not graduate from Class of 06 and 07?
· Anything you want to add about ELs here?

Let’s move into another area now.

EL Program and Curriculum

Describe how you EL program is set up at this school. (ELD levels, SDAIE, bilingual, primary language instruction, etc.)

Response:

Let’s think back to what you told me about those ELs having success on CAHSEE and those who are not and tie it into their instruction. 

Response:

· For the successful and not successful ELs, was there anything different about the instruction that they received? (Exposure to grade-level content throughout their education, emphasis on academic English as well as conversational English)
· For these two groups, was there anything different about expectations for success?
· What are teachers at this school doing to help ELs who are currently not passing the CAHSEE? (summer school, extra problems and work like those on CAHSEE, focusing on areas of deficits, working on content, special tutoring services, EL and gen ed teachers teaming to present strategies and content to students, etc.)
· EL curriculum (name) used at this school, and how long in use.
· Based on California standards?
· Curriculum strengths at this school that could help ELs at other schools to pass the CAHSEE
· Improvements to your curriculum that could help more of your ELs pass the CAHSEE. 
· Describe the criteria your district uses to reclassify EL students as fluent English proficient. 
· Typically, how quickly are EL students at this school able to be RFEPed?

CAHSEE Preparation and Remediation Programs

Now I’d like to focus on the CAHSEE preparation and remediation programs that your ELs may be involved in. I’m going to let you talk for a bit about what you know about your school’s CAHSEE prep and remediation programs as they relate to your ELs, and then we’ll fill in some holes if we need to. 

Let’s start with CAHSEE prep:

Response:

And now think about CAHSEE remediation:

Response: 

· Typically, when and how are ELs identified as needing CAHSEE prep? CAHSEE remediation?
· When do they typically take the prep course? The CAHSEE remediation course?
· How are these courses designed—do they target individual needs or are they a more general review of topics?
· In this school, are there any CAHSEE prep courses designed especially for ELs, or do all students in need of CAHSEE prep take the same course? (If CAHSEE prep courses for ELs exist, find out how they differ from those for regular ed students.) What about the CAHSEE remediation course?
· Do any EL teachers teach these courses?
· Are there any changes made to these courses to accommodate ELs?

What makes these programs work at this school for the EL students?

Response:

What hinders their effectiveness at this school for the EL students?

Response:

Any other thoughts on CAHSEE prep or remediation programs before we move on?

Response:

Teacher Preparation and Professional Development

The next area focuses on teachers in terms of their preparation and professional development. 

How prepared are your teachers to prepare their ELs for CAHSEE? 

Response:

Factors that Limit or Enhance Effectiveness of These Programs

We also want to consider other factors than may play a role in CAHSEE success (Note that some of this may have already been covered in the Respondent Opinion section). We’ll be looking at areas such as student and parent motivation and involvement, student transience, other school-based programs that we should learn about, and community-based programs that also may be contributing to student success in some way. 

Now tell me about other programs in the school or local community that you think may contribute to CAHSEE prep/remediation success that may not be readily apparent. 

Response: 

· Programs related to student motivation or parental involvement (if applicable)

· Programs related to reducing impact of student transience (if applicable)

· Other programs

Is there anything else you want to tell me about in this area?

Response:

Plans for New Programs or Changes to Existing Programs

Based on results since the 2005-06 school year, has the school or district implemented any new programs to help ELs pass the CAHSEE? If so, describe them. If not, are there any plans to do so?

Response:

Based on results since the 2005-06 school year, has the school or district made changes to existing programs to help ELs pass the CAHSEE? If so, describe them. If not, are there any plans to do so?

Response:

That was my last question. Is there anything you would like to add now?

Response: 

Thank you very much for your time. 

School Interview Protocol—Students With Disabilities

Introduction

My name is XXX; I’m with the Human Resources Research Organization, or HumRRO. You may already know that HumRRO has worked for CDE as the independent evaluator for CAHSEE. This study is part of that ongoing work. 

This is a small study; it focuses on one or two schools within six districts. The schools were selected because they show better than expected CAHSEE passing rates for their EL students and students with disabilities (SWDs) either on their initial CAHSEE testing or on their tenth to eleventh grade CAHSEE retesting, relative to school or district demographics. So we want to look at what may be happening here that is making a difference for EL students and SWDs, as well as other issues that may be contributing to success. We hope that other schools might benefit from what we learn in this study. Your name will not be used, but we will identify the school by name for good things it is doing. If we find less favorable things, we will mention them in our report but we won’t identify the school. 

I’ll be asking questions in several areas, such as background information on your CAHSEE preparation and remediation programs and the people involved with them, how those programs help the special populations at this school, and other programs that also may be helping. Usually I will start by having you describe them in your own words. Then I may follow up with some additional questions if I need to. 

My purpose is to come away from this interview with a detailed picture of what is happening at this school to make more ELs and SWDs students successful in passing the CAHSEE compared to other districts and schools in the state with similar demographics. Any questions so far?

Before we begin, please tell me your current assignment/job title and how long you have been in that assignment. Are there any other roles you have related to the issues in this study that you think I need to know about? (Examples: heading a tutoring program for SWDs, serves as the liaison between parents of SWDs and the school, operates a program that finds needed resources for students and their families.)

Response:

Respondent Opinion

You’ll remember that I said we were interested in learning about factors that may be contributing to the success of SWDs at this school related to CAHSEE. I’d like to ask what you think may be the most important factor at work here. 

Response: 

Can you tell me some more about that? 

Response: 

(Note: if their response ties with one of the areas of the protocol, such as CAHSEE prep/remediation, special ed programming/curriculum, teacher prep/PD, student or parent motivation/involvement, other programs, then go with those questions now. If it doesn’t, then just go with the protocol.)

Student Background

Tell me about the SWDs at this school or in your classes. (Let them tell what they know first, and then fill in missing areas using prompts below.)
Response: 

· Which SWDs are having success with CAHSEE and which are not? (Diploma track vs non-diploma track, which types of handicaps are having more success)
· How much variation is there from year to year in the types and severity of disabilities that incoming SWDs have at this school, or that you see in your classes?
· Do you have problems with SWD transience at this school, or are these students fairly stable? If transience is a problem, what is school doing about it?
· Motivation and involvement of SWD and their parents. (Specific examples, such as increasing or decreasing attendance or dropout rates)
· Anything you want to add about SWDs here?

Let’s move into another area now.

SWD Program and Curriculum

Let’s think back to what you told me about those SWDs having success on the CAHSEE and those who are not and tie it into their instruction. 

Response: 

· For the successful and not successful SWDs (in terms of passing CAHSEE), was there anything different about the instruction that they received? (Exposure to grade-level content throughout their education, amount of time in regular ed classrooms versus pullout programs for support, etc.)
· For these two groups, was there anything different about expectations for success (graduating from high school and passing CAHSEE)?
· Did the IEP team do anything different in making decisions for how these students would take the CAHSEE (related to accommodations needed and CAHSEE-allowed accommodations)?
· What are teachers at this school doing to help SWDs who are currently not passing the CAHSEE? (summer school, extra problems and work like those on CAHSEE, focusing on areas of deficit, working on content, special tutoring services, special ed and gen ed teachers teaming to present strategies and content to students, etc.)
· Special education curriculum used at this school for SWDs on a diploma track?
· Is it standards based?
· Relationship between a student’s IEP and California standards at this school.
· Curriculum strengths at this school that could help SWDs at other schools to pass the CAHSEE
· Improvements to your curriculum that could help more of your SWDs pass the CAHSEE?

CAHSEE Preparation and Remediation Programs

Now I’d like to focus on the CAHSEE preparation and remediation programs that your SWDs may be involved in. I’m going to let you talk for a bit about what you know about your school’s CAHSEE prep and remediation programs as they relate to your SWDs, and then we’ll fill in some holes if we need to. (Note: not sure how much a special education teacher will know about the specifics of these programs.) 

Let’s start with CAHSEE prep:

Response:

And now think about CAHSEE remediation:

Response: 

· Typically, when and how are SWDs identified as needing CAHSEE prep? CAHSEE remediation?

· When do SWDs typically take the prep course? The CAHSEE remediation course?
· How are these courses designed—do they target individual needs or are they a more general review of topics? Computer based?
· In this school, are there any CAHSEE prep courses designed especially for SWDs, or do all students in need of CAHSEE prep take the same course? (If CAHSEE prep courses for SWD exist, find out how they differ from those for regular ed students.) What about the CAHSEE remediation course?
· Do any special education teachers teach these courses? 
· Are there any changes made to these courses to accommodate SWDs?

What makes these courses work? 

Response:

What hinders their effectiveness? 

Response:

Any other thoughts on CAHSEE prep or remediation programs before we move on?

Response:

Teacher Professional Development

The next area focuses on teachers in terms of their preparation and professional development. 

How prepared do you feel about preparing your SWDs for CAHSEE? 

Response:

Factors that Limit or Enhance Effectiveness of These Programs

We also want to consider other factors than may play a role in CAHSEE success (Note that some of this may have already been covered in the Student Background or Respondent Opinion section). We’ll be looking at areas such as student and parent motivation and involvement, other school-based programs that we should learn about, and community-based programs that also may be contributing to student success in some way. 

Now tell me about other programs in the school or local community that you think may contribute to CAHSEE prep/remediation success that may not be readily apparent. 

Response: 

· Programs related to student motivation or parental involvement (if applicable)

· Programs related to reducing impact of student transience (if applicable)

· Other programs

Is there anything else you want to tell me about in this area?

Response:

Plans for New Programs or Changes to Existing Programs

Based on results since the 2005-06 school year, has the school or district implemented any new programs to help SWDs pass the CAHSEE? If so, describe them. If not, are there any plans to do so?

Response:

Based on results since the 2005-06 school year, has the school or district made changes to existing programs to help SWDs pass the CAHSEE? If so, describe them. If not, are there any plans to do so?

Response:

That was my last question. Is there anything you would like to add now?

Response:

Thank you very much for your time. 

� For a list of acronyms used in this report, please see Appendix A. 


� For a list of acronyms used in this report, please see Appendix A. 


� Most terms in this glossary come from the following California Department of Education website -(http://dq.cde.ca.gov/dataquest/gls_Learners.asp)





