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Closing the Academic Achievement Gap

Successful Strategies for Educators, Schools, and Communities
Ronald D. Taylor, Temple University

A major and pressing problem
facing educators, particularly in the
context of the current national re-
form agenda of achieving schooling
success for each student, is the
consistent finding of differential
correlation among low, mid-range,
and high academic achievement in
different groups of ethnic minority
students. The research base shows
a striking achievement gap between
Asian American and European
American students on the one hand,
and, on the other, African American,
Latino, and Native American stu-
dents. The latter groups tend to
score lower on tests that measure
scholastic aptitude and intelligence,
as well as on those that test vocab-
ulary, reading, and mathematics
abilities.

This gap, which appears early
in life and persists into adulthood,
cannot simply be attributed to race,
however. The research base indi-
cates differences in achievement
potential between African American
and Latino males and females;
between Caribbean- and Continen-
tal-born Blacks; and between
middle- and lower-class minority
students. Most troubling is the find-

ing of increasing differences even
for those students who are econom-
ically advantaged. Some school dis-
tricts known for their tradition of
academic excellence are now faced
with the challenge of serving an
increasingly diverse student popu-
lation, including minority students
from relatively affluent families who
are showing major gaps in their pat-
terns of academic achievement.
Traditional explanations for the
gap, such as social-environmental
and genetic-hereditary causes, have
not gone far in understanding and
closing the achievement gap. The
articles included in this issue of the
CEIC Review summarize the state of
our knowledge about the factors
that influence the achievement of
ethnic minority children, including
some relatively new explanations.
The synopses are of papers that
were commissioned for a National
Invitational Conference on Closing
the Achievement Gap: Success
Strategies. This conference was
sponsored by the Laboratory for
Student Success, the Mid-Atlantic
Regional Educational Laboratory, at
Temple University Center for
Research in Human Development

and Education; the Johnson
Foundation; and the National Task
Force on Minority High Achieve-
ment of the College Board. It was
held on May 31-June 2, 2000, at
Wingspread, the Johnson
Foundation’s conference center in
Racine, WI. The papers discuss im-
plications for policy, programs, and
practices in light of research find-
ings.

Several of the papers concern
the nature of the immigrant experi-
ence as it relates to achievement in
schools and access to higher educa-
tion. Two papers look specifically at
nurturing successful minority colle-
gians, both with broader implica-
tions for improving academic
performance among secondary
schools. Another paper suggests
better ways to identify and support
gifted students among minority
populations, while another deals
with a notable gender issue: the
underrepresentation of female stu-
dents in the sciences and in mathe-
matics. The initial two papers call
for a fundamental reorientation of,
in the first instance, how we regard
the economically disadvantaged
and the undereducated and, in the
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second, how we regard the nonana-
lytical intelligences.

Conference organizers brought
together education leaders and
scholars known for their differing
views. Also represented were teach-
ers, principals, superintendents, and
state and federal officials. The over-
all goals were (a) to develop an inte-
grative synthesis of what is known
about effective and promising poli-
cies and practices associated with
high academic achievement among
students from minority backgrounds
and (b) to develop an action plan
for the implementation of effective
intervention programs that reduce
the achievement gap among minor-
ity students.

What Is the Current State of

Knowledge on the Underachieve-

ment of Ethnic Minority Children?

e For research to be useful, it
must accurately reflect the
complexity of the problems that
students and teachers face. For
example, the demographic
makeup of many parts of the
country has become highly
diverse. Leaders need current,
accurate demographic infor-
mation to effectively plan
responses to the challenges
practitioners face because of
this diversification.

e Information on the history and
experiences of children and
families is critical to implement-
ing and sustaining change.
Because populations of school
districts are likely to be diverse,
each school district will be
unique and its problems and
their solutions will differ.

*  Promising practices must be
translated more widely; schools
need to be aware of what
research says about the most
promising practices.

*  For large urban school systems
that serve many poor children,
the task is difficult. They need
to be monitored closely for
success.

¢ More information is needed on
how to document outcomes.

What Are the Key Characteristics
of Effective Programs Associated
with the High Achievement of
Ethnic Minority Youngsters?

e Effective programs target
children for special instruction
before they can be
mainstreamed.

e Educational systems and prac-
tices must change to reflect the
belief that all children are
capable of learning. Educators
must make certain that all
children are equally well served.

e Successful programs provide
counseling for linguistically and
economically challenged
students.

e Theroles of principal, school
board, and superintendent in
the implementation of change
need to be clarified.

e Ongoing opportunities need to
be provided for practitioners
and researchers to meet and
discuss the range of issues
concerning students’
achievement.

What Implications Do Program
Development and Modification and
Expansion of the Knowledge of
Effective Programs Have for Wide-
scale Dissemination and Implemen-
tation?

e Schools and communities need
to work together, and they need
information on how to do this
successfully.

e Leadership, especially in urban
districts, must be stablized.

e Partnerships that focus on
closing the achievement gap
must be created between school
districts and foundations.

e Teachers must have a thorough
understanding of the different
forms of intelligence.

e Data should be used to reduce
the mismatch of professional
development and the actual
needs of students and staff.

Student talent needs to be used
in designing instruction and
school programs.

The perception of schools as a
hostile environment must be
reduced for both students and
teachers.

Clear and high expectations
need to be established.

More teams of teachers who
can reflect and collaborate on
critical challenges and design
strategies for implementation
must be created. Researchers
should play a critical advisory
role.

Family and community partner-
ships must be increased by
pairing teachers and students.
District support of schools
needs to increase.

Students are a valuable
resource that should be
maximized. 38

The Laboratory for Student
Success (LSS) is one of the
nation’s ten regional educational
laboratories that is funded by the
U.S. Department of Education to
revitalize and reform educational
practices in the service of
educational success of this
nation’s children and youth.

The primary mission of LSS is
to bring about lasting
improvements in the learning of the
mid-Atlantic region’s increasingly
diverse student population. LSS
seeks to establish a system of
research, development, and
dissemination that connects
schools, parents, community
agencies, professional groups, and
higher education institutions and
transforms low-performing schools
into high-performing learning
communities.
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Affirmative Development of Academic Abilities

Developing Human Capital in the Twenty-First Century
Edmund W. Gordon, Yale University

In the summer of 1958, inatalk ata
public hall on 125th Street and Lenox
Avenue in Harlem, W.E.B. DuBois con-
templated his 1903 claim that the “prob-
lem of the twentieth century is the
problem of the color line.” In 1958, he
was beginning to consider the possibil-
ity that the line between the haves and
the have-nots, greatly confounded by
color, could emerge as the more critical
problem. DuBois was correct both in
1903 and in 1958. The twentieth century
was marked by considerable turmoil
associated with racist values and
DuBois’ color line, but it was also
marked by monumental declines in the
significance of the color line and the
increased significance of the inequali-
ties in the distribution of income and
wealth.

Skin color and other sources of
cultural identity continue to be the
basis for troublesome social divisions
in the United States as well as in other
places throughout the world. The un-
equal distribution of resources or the
perceived threat of loss of “my share”
also provides fertile ground for cultural,
gender, racial, and religious biases to
surface and flourish. Racism was not
eliminated with the civil rights revolu-
tion, but enormous strides were made in
moving this nation and other parts of
the world away from the worst expres-
sions of racial discrimination. During
that period, when masses of people not
only saw their prospects improve, but
also witnessed an increased opportu-
nity for their children to have lives bet-
ter than their own, most people in this
country were more willing to share
broadening opportunities. When the
perception that things were getting bet-
ter for our children and ourselves began
to decline, however, we saw increasing
antagonism toward organized labor;
toward equality for women; and toward
Blacks, Spanish-speaking persons, and
others who seemed divergent from
what was passing for “standard Ameri-
can.” It is not surprising, then, that tax

revolts and the rescindment of affirma-

tive action ensued in the 1990s. These

are the reactions of a desperate popu-
lace who have been frightened by the
export of production jobs, by the neces-
sity of two or more family members
working in order to support a family of
four, by the downsizing of the work
force while profits and the economy
soar, and by realistic estimates that the
next generations will not live as well as
the current. DuBois was right: The line
between the haves and the have-nots is
indeed challenging the color line as one
of the key problems of the twenty-first
century.

To understand the magnitude of
this problem, it is necessary to look
more closely at what it means to “have”
and to “have not.” In many of the avail-
able analyses, income distribution has
been the variable of focus. For individu-
als, inequality in the distribution of and
inadequacy of access to income is a
critical factor. For groups, however, the
problem of inequality in the distribution
of wealth is even more critical. This
assertion holds true because, while
income may provide limited access to
available resources, it is wealth that pro-
vides access to power, control, and
essential human resource development
capital. Some people are beginning to
believe that it is impossible to achieve
meaningful participation in an ad-
vanced technological society without
the capital to invest in human resource
development. What exactly is the na-
ture of that capital that so badly needs
to be invested?

e Health capital—physical develop-
mental integrity, health and nutri-
tional condition, and so forth.

¢ Financial capital—income and
wealth; family, community, and
societal economic resources
available for human resource
development and education

e Human capital—social compe-
tence, tacit knowledge, and other
education-derived abilities

¢ Social capital—social network
relationships, social norms, cultural
styles and values

e Polity capital—societal
membership, social concern, public
commitment, participation in the
political/economic process

e Personal capital—dispositions,
attitudes, aspirations, efficacy,
sense of power

e Institutional capital—access to
political, educating, and socializing
institutions

e Pedagogical capital—supports for
appropriate educational
experiences in the home, school,
and community

Obviously, wealth is more than
money. It is the accumulated accessi-
bility and control of resources. Schools
and other social institutions seem to
work best when the people they serve
provide a variety of these capitals that
enable and support human develop-
ment. If the availability of financial capi-
tal invested in human development is,
in part, responsible for the effective-
ness of schools and other human re-
source development institutions, then
there is a lead for political and social
development.

Until recently, society has ac-
cepted the assignment of preferential
treatment to designated categories of
persons as special rewards for service
to the nation, to compensate for un-
usual prior disadvantagement, or sim-
ply as the entitlement associated with
one’s status. These various forms of
affirmative action are currently under
increased attack, in part, because of
their public and colloquial association
with minority group membership.
Admittedly, they are also under attack
because of abuses in practice. Instead
of an effort to ensure that qualified per-
sons are not disqualified because of
ethnicity or gender, affirmative action is
often perceived as a program to privi-
lege “unqualified” persons over those
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who are “qualified.” The preoccupation
with race may be a part of the problem.
In a racist society, all social arrange-
ments are likely to be designed to
reflect the existing racist values. To try
explicitly to subvert those values is
bound to be met with open resistance.
Thus, affirmative action that is directed
at gender differences has been more
successful.

Several adjustments should be
made to the current thinking about affir-
mative action. Rather than targeting
ethnic or gender groups for affirmative
action, a much larger and more diverse
group should be targeted—those
groups that are low on wealth and
wealth-derived capital resources. Edu-
cation and employment opportunities
could be regarded as instruments of
human resource development rather
than agencies for the credentialing and
rewarding of the “most able.” Rather
than merely protecting the opportunity
to enter, let us ensure the opportunity
to develop and qualify. In addition to a
program of affirmative action, a program
of affirmative development of academic
abilities should be utilized.

An important affirmative action
effort in the history of the United States
was the Veterans Preference Program.
The components of that program en-
sured that veterans had ample opportu-
nities to improve their educational and
health status. They were a protected
group with respect to vocational skill
development and employment. They

were assisted in the acquisition of

wealth as represented by assisted home

ownership, and the social ethos even
gave them privileged positions in the
political arena where they were enabled
to access political capital through the
jingoistic and patriotic bias of the popu-
lists. This national effort may have
begun as a reward for service in the

nation’s defense, but in reality it was a

massive human development endeavor

that positioned the nation’s labor force
for the economic and technological
expansions of the latter half of the
twentieth century. The affirmative de-
velopment of the nation’s underutilized
human resources is in the best interest
of the entire United States.

The affirmative development of
academic ability should include compo-
nents like the following:

e Generic interventions, such as
excellent pedagogy, adequate and
equitable opportunities to learn,
and ubiquitous support for aca-

demic development;

e Customized diagnostic and tar-
geted remediation;

e Academic acceleration and
enhancement;

e Personalization;

e Expectations and rewards;

e Early exposure to rigorous instruc-
tion;

e High-performance learning commu-
nities; and

e Explicit socialization of intellect to
multiple cultural contexts.

Income and wealth have greatly
reduced the significance of the color
line in our society. Race continues to be
important, but economic, political, and
social planning may be more appropri-
ately directed at reducing the growing
disparities between the haves and the
have-nots. Thus, the twenty-first
century requires a quantum leap in the
development and utilization of all
people. It will require the affirmative
development of large numbers of per-
sons who would not necessarily be
selected because of their developed
abilities, but because, in the maldistri-
bution of human resource development
capital, they have undeveloped abilities
that the nation needs to have devel-
oped. Rather than specifically address-
ing racial disparities, such an effort
would favor the lower and under
classes in our society.

Unfortunately, classism may be a
more recalcitrant illness than racism.
While it is, at times, acceptable to talk
of racial justice, the same is not true of
economic justice. However, the pursuit
of universal economic justice may be
critical for the survival of our demo-
cratic nation. 38

Visit LSS’ newly
renovated website at

www.temple.edu/LSS

Developing Successful Intelligence in All Children

Adding Creative and Practical Abilities to Analytic Thinking
Robert J. Sternberg, Yale University

Successful intelligence is defined
as the ability to achieve success in life
in terms of one’s personal standards,
within one’s sociocultural context. The
field of intelligence has, at times, put
“the cart before the horse,” defining the
construct conceptually on the basis of
how it is measured rather than vice
versa. This practice has resulted in
tests that stress the academic aspect of
intelligence, but the construct of intelli-

gence needs to serve a broader pur-
pose that accounts for the bases of
success in all of one’s life.

The use of societal criteria of suc-
cess (e.g., school grades, personal in-
come) can obscure the fact that these
measures often do not capture people’s
personal notions of success. Although
scientific examination requires analysis
of group data, success is defined on an
individual basis. In the theory of suc-

cessful intelligence, however, the
conceptualization of intelligence is
always within a sociocultural context.
Although the processes of intelligence
may be common across such contexts,
what constitutes success is not. For ex-
ample, being a successful member of
the clergy of a particular religion may be
highly rewarded in one society and
viewed as a worthless pursuit in an-
other culture.
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Dealing With Strengths and
Weaknesses

Theories of intelligence typically
specify some relatively fixed set of abili-
ties. Such a fixed specification is useful
in establishing a common set of skills to
be tested. But people achieve success,
even within a given occupation, in
many different ways. For example, suc-
cessful teachers and researchers
achieve success through many different
blendings of skills rather than through
any single formula that works for all of
them. In short, the ability to achieve
success depends on capitalizing on
strengths and compensating for weak-
nesses.

Balancing Abilities

Analytical abilities are the abilities
that are primarily measured by tradi-
tional ability tests. However, success in
life requires not only the ability to ana-
lyze one’s own ideas, but also to gener-
ate ideas and to persuade other people
of the value of these ideas. This neces-
sity occurs in the workplace, as when a
subordinate tries to convince a superior
of the value of his or her plan; in per-
sonal relationships, as when a child at-
tempts to convince a parent to do what
he or she wants or when a spouse tries
to convince the other spouse to do
things his or her preferred way; and in
school, as when a student writes an
essay arguing for a point of view.
Success, then, is attained through a bal-
ance of analytical, creative, and practi-
cal abilities—a balance which enables
one to adapt to, shape, and select envi-
ronments.

Negotiating the Environment
Definitions of intelligence tradi-
tionally have emphasized the role of ad-
aptation to the environment. But
intelligence involves not only modify-
ing oneself to suit the environment (ad-
aptation), but also modifying the
environment to suit oneself (shaping),
and, sometimes, finding a new environ-
ment that is a better match to one’s
skills, values, or desires (selection).
Not all people have equal oppor-
tunities to adapt to, shape, and select

environments. In general, people of
higher socioeconomic standing tend to
have more opportunities than people of
lower socioeconomic standing. The
economy and political situation of the
society can also be factors. Other vari-
ables that may affect such opportuni-
ties are education and literacy, political
party, race, religion, and so forth. For
example, someone with a college educa-
tion typically has many more possible
career options than does someone who
has dropped out of high school in order
to support a family. Thus, how and how
well an individual adapts to, shapes,
and selects environments must always
be viewed in terms of the opportunities
that the individual has. Children from
challenging environments may acquire
important adaptive and other skills, yet
not those skills most schools currently
value and reward.

Teaching and Assessing for
Successful Intelligence

In order to help remedy this situa-
tion, work has been done at Yale
University to try to restructure the pro-
cesses of ability testing, instruction,
and assessment of achievement. A
group-administered research version of
a test, the Sternberg Triarchic Abilities
Test (STAT), was developed. There are
two levels currently available for re-
search purposes: one for children at the
high-school level (ages 15—18) and one
for children at the intermediate, fourth-
grade level (ages 9—10). A variety of
abilities, including conventional, is mea-
sured.

One third of the test measures the
kinds of memory and analytical abilities
evaluated by conventional tests of in-
telligence and scholastic abilities. An-
other third of the test measures abilities
more germane to creative thinking and
coping with novelty—the ability to
think in novel ways. And the last third
of the test measures practical abilities of
the kind needed to adapt to everyday
life.

When high-school students were
selected for a summer program on the
basis of this test, some interesting
things happened. Students all around

the country took the test. They were
classified into five groups: high analyti-
cal, high creative, high practical, high in
all three abilities, low in all three abili-
ties. The first finding was unexpected:
the high-analytical group looked pretty
much like a standard high-ability group:
mostly White, middle class, and attend-
ing strong schools. But the high-cre-
ative and high-practical groups were
much more diverse in terms of ethnic,
socioeconomic, and educational back-
ground. In other words, more minority
students were selected not through any
program of affirmative action, but
through a program of recognizing and
valuing abilities that schools typically
neglect, both in their instruction and in
their assessments.

The test was also found to be reli-
able and predictively valid. In a study
of a summer program at Yale, the ana-
lytical, creative, and practical sections
all predicted achievement in a high-
school psychology course. This course
had been taught in different ways to
value analytical, creative, or practical
abilities. So, for example, an analytical
task might involve analyzing the
strengths and weaknesses of a scien-
tific theory or experiment; a creative
task might involve generating a new
theory or experiment; and a practical
task might involve applying a theory or
experiment to one’s own life. In the
study, the best predictor of performance
was analytical abilities; the poorest was
practical. However, all three test compo-
nents—analytical, creative, and practi-
cal—predicted achievement.

It was also found that students
who were placed in an instructional
program that matched their pattern of
abilities outperformed those who were
mismatched. In other words, if students
are taught in a way that at least partially
values their strengths, they perform
better than if they are taught in stan-
dard ways that always value the same
abilities—namely, the memory and ab-
stract-analytical abilities. Ultimately, the
goal is to help students recognize and
capitalize on their strengths and to cor-
rect or compensate for their weak-
nesses.
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Perhaps it is not always feasible to
match instruction to students’ patterns
of abilities. In anticipation of this prob-
lem, a study was designed that taught
either third-grade social studies or
eighth-grade science in one of three
ways: in the traditional way, with an
analytical (critical-thinking) emphasis,
or with a three-pronged emphasis on
creative, practical, and analytical abili-
ties. The achievement of all students
was assessed via analytical, creative,
and practical performance assessments,
but also via standard multiple-choice
assessments that emphasized the kinds
of memory-learning that are emphasized
in most standardized achievement tests
and statewide mastery tests. It was

found that the three-pronged instruc-
tion not only resulted in better scores
on the performance assessments, but
also on the multiple-choice memory-
based assessments. In other words, by
allowing students to learn the material
in three different ways, and thereby
make the most of their patterns of abili-
ties, students learned better, even when
achievement was measured in conven-
tional ways.

To effect change in education, not
only the ability tests but also the in-
struction and the achievement tests
need to be changed. When all three
kinds of abilities—analytical, creative,
and practical—are emphasized, it will
become apparent that many of the stu-

dents who now seem rather inept actu-
ally have abilities that, under traditional
systems of testing and instruction,
remain hidden and ultimately go to
waste.

Since teachers already know how
to teach analytically, creatively, and
practically, the change can be made
with relatively little effort. Nevertheless,
teachers are often afraid to make the
change lest their students not do well
on mastery or other conventional tests.
However, students will actually perform
better on all tests—standardized and
otherwise—when given a chance to
learn in a way that best allows them to
bring their strengths to bear on their
classroom learning. 38

Children of Immigrants and Their Achievement

Relating Family and School to Engagement, Aspirations, and Achievement
Rubén G. Rumbaut, Michigan State University

Intergenerational relations in immi-
grant families are managed and shaped
within divergent contexts of reception
and incorporation and with differing
sets of resources and vulnerabilities.
Still, even after taking into account the
objective circumstances within which
children of immigrants are coming of
age, there is substantial and unexpected
variance in the children’s interpersonal
and intrapersonal responses. This
paper explores these dimensions of
their adaptation process which can
mold motivation and achievement: the
ways immigrant children perceive their
relationships with parents and families,
their school experiences, their school
engagement, and the way they imagine
their educational and occupational
adult futures. It also probes some pat-
terns and predictors of their educational
achievement.

The CILS Study and Sample
Characteristics

The Children of Immigrants Longi-
tudinal Study (CILS) has followed the
progress of a large sample of teenagers
representing 77 nationalities in two
main areas of immigrant settlement in
the United States: Southern California

(San Diego) and South Florida (Miami
and Fort Lauderdale). The initial survey,
conducted in 1992 (“T1”), interviewed
5,262 students enrolled in the eighth
and ninth grades in public schools in
these two regions, as well as in private
bilingual schools in the Miami area. The
principal nationalities represented in the
San Diego CILS sample are Mexican,
Filipino, Vietnamese, Laotian, and
Cambodian, with smaller groups of
other Asians (mostly Chinese,
Japanese, Korean, and Indian) and
Latin Americans. In the South Florida
sample, the principal national-origin
groups were Cubans, Haitians,
Jamaicans, Nicaraguans, Colombians,
Dominicans, and others from Latin
America and the Caribbean.

The sample was drawn in the
junior-high grades, a level at which
dropout rates are still relatively low.
Students were eligible to participate in
the study if they were American-born
but had at least one immigrant (foreign-
born) parent, or if they themselves were
foreign-born and had come to the
United States before age ten.

Several years later, in 1995-96
(“T2”), a second survey of the same
group was conducted—supplemented

by separate in-depth interviews with
their parents. The purpose of the
follow-up, which succeeded in reinter-
viewing 82% of the baseline sample,
was to ascertain changes over time in
their family situation, school achieve-
ment, educational and occupational
aspirations, language use and prefer-
ences, ethnic identities, experiences of
discrimination, and psychosocial ad-
justment.

Family Cohesion, Conflict, and Change

In immigrant families there are sys-
tematic differences that range from situ-
ations in which parental authority is
fully preserved to those in which it is
undermined by generational gaps in ac-
culturation—in English knowledge and
the degree of children’s retention of
their parents’ language. These patterns
should be reflected in the degree of
intergenerational cohesion or conflict
between immigrant parents and their
children, the extent to which these
youths report being embarrassed by
their parents, and the degree of attach-
ment to them by filial duty.

The CILS found significant differ-
ences in family structure by national
origin and socioeconomic status (SES).
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The higher the parental SES, the more
likely it is that families remain intact and
experience fewer stressful life events
over time. Asian-origin families are more
likely to remain intact and to experience
fewer family change events (except the
Hmong and Cambodian refugees), fol-
lowed by the European/Canadian and
Latin American groups, who occupy a
middle position in these indicators of
family stability. Among the Latin
Americans, upper-middle-class Cubans
whose children attend private Miami
schools are most advantaged, while the
Dominicans are the only Latin nation-
ality to exhibit the pattern of high family
structural instability seen among the
Haitians and West Indians.

Without exception, the Latin
American nationalities exhibit the most
cohesive families as well as the lowest
levels of parent—child conflict. Most of
the Latin groups also exhibit lower pro-
portions of youths who report being
embarrassed by their parents, with the
lowest (14%) found among Mexicans
and Dominicans. By contrast, all of the
Asian, European/Canadian, and Black
Caribbean groups were below the aver-
age (34%) in their percentage of high-
cohesion families and nearly all of the
Asian and Black Caribbean groups
scored above the average (40%) for
high-conflict families. The lowest family
cohesion scores were found among the
Haitians and Cambodians, and the
highest parent—child conflict scores
were found among the Hmong,
Haitians, and Cambodians. Those same
groups—along with the Chinese and
other Asians—also showed the highest
percentage of students who reported
feeling embarrassed by their parents.

Language dominance was mea-
sured by the students’ varying levels
of proficiency in both English and the
parental language. The data show that
as the youth’s level of acculturation
increases, the level of parent—child
conflict and of embarrassment over par-
ents’ ways increases, while that of fam-
ily cohesion and of familistic attitudes
decreases. Students who are fluent in
English but not in the parental language
exhibit much higher parental conflict

and embarrassment profiles, and much
lower family cohesion than youths who
are fluent in the language of their par-
ents.

School Environments and Peer Groups

Until they complete their formal
schooling, children and adolescents
spend more time in schools than in any
other setting outside their homes.
Therefore, schools play a critical role in
their development, shaping what they
learn as well as their motivation and
aspiration to learn. American public
schools serve as quintessential agen-
cies of acculturation for children of
immigrants, making a school’s environ-
ment particularly significant.

Nearly 30% of students reported a
high degree of unsafe and disruptive
conditions at their schools. In particu-
lar, 39% perceived that there were many
gangs at their schools, and 42% noted
frequent fights between racial-ethnic
groups. San Diego participants experi-
enced the most unsafe conditions, with
the Hmong, Laotian, and Cambodian
students reporting the highest preva-
lence of gang activity and violence in
their schools, followed by the Vietnam-
ese and the Filipinos. At the other ex-
treme, Cuban students in Miami private
schools reported the safest learning
environment, as well as the highest
quality of teaching. This is, in large
part, a function of parental socio-
economic resources. Thus, the lower
the family SES, the less safe the school
environment and the greater the inci-
dence of gangs and violence.

However, a very different pattern is
seen in exposure to the drug scene.
Twenty-six percent of the CILS sample
reported at least one or more incidents
with drug sellers. Colombians reported
the most frequent involvement (43%),
followed by Europeans and Canadians
(35%), and Cubans in public schools
(34%)—all of these students were from
the Miami area. Well below the average
in reporting such drug-related incidents
(hovering between 10 and 15%) were
Haitians, Jamaicans, and all of the
Asian-origin groups except one. In this
instance, parental socioeconomic sta-

tus again plays a significant role, but,
ironically, in a negative sense. The
higher the family SES, the more likely it
is that students have the disposable
income to buy illegal drugs and to
become connected with the drug trade.
Thus, while SES is linked to safer and
better suburban schools, it is also
linked to drugs. Moreover, the data
make clear that such involvement with
drugs is significantly related to associa-
tions with peer groups that disparage
academic achievement. That is, the
greater the level of connection with the
drug scene, the more a respondent’s
close friends were likely to have
dropped out of school—regardless of
their families’ socioeconomic advan-
tage.

School Engagement and Effort

School success and failure are in-
fluenced by complex factors, but among
the most fundamental are those which
involve the students’ motivation to
learn and their willingness to engage in
schoolwork with the effort needed to
achieve educational goals. In this
sample, the children of immigrants
almost universally value the importance
of a good education. In fact, 90% in the
second survey ranked a good educa-
tion as “very important,” and 85%
deemed becoming an expert in one’s
field “very important,” while only 41%
equally valued “having lots of money.”

Fifty-six percent of the respond-
ents in both CILS surveys scored high
on school engagement (defined as the
percent of students for whom grades
were “very important” in both surveys);
26% regularly engaged by putting a
high level of effort into their school-
work. Yet, 24% spent excessive time
each day in front of the television.
There are significant differences by
nationality on all three indicators. On
school engagement, the Haitians and
the Latin Americans had the lowest per-
centages, and the West Indians and all
of the Asian groups had the highest.
On sustained schoolwork discipline,
the intergroup differences become
much wider, with all of the Asian groups
putting in at least twice the amount of
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time on homework as the Latin Ameri-
cans, the Europeans/Canadians, and
the Haitians. Forty-eight percent of the
Hmong reported spending over two
hours a day on homework—as did
about 40% of all of the other Asian-
origin groups. In contrast, only about
one sixth of the Cubans, Colombians,
Dominicans, and Mexicans devoted
two or more hours a day to homework.

In general, family cohesion signifi-
cantly correlates with each of these in-
dicators. The greater the level of family
cohesion, the greater the level of high-
school engagement and schoolwork
discipline, and the lower the proportion
of youth who spend an excessive
amount of time watching television.
Paradoxically, however, Latin Ameri-
cans, who show the greatest family co-
hesion, had among the lowest rates of
school engagement and effort; while
the Asian groups, who show less family
cohesion, had among the highest rates
of school engagement and effort.

These differentials are still more
pronounced by the types of close
friends with whom the students associ-
ate. Those with friends who plan to
attend a 4-year college engaged in
school more and watched TV less. And
parents’ educational aspirations for
their children make a difference. The
more ambitious the children perceive
their parents’ aspirations, the greater
the children’s level of school engage-
ment and effort.

Imagining the Future: Aspirations and
Expectations

Aspirations and expectations are
not the same thing. Aspirations refer to
desired levels of future performance
(what people want to happen); expecta-
tions are beliefs about a probable future
state of affairs (what people think might
happen). Aspirations are less realistic
than expectations, since desires tend to
exceed rational expectations. In this
study, the percentage of students aspir-
ing to an advanced degree (67%) is
much higher than the percentage who
realistically expected to attain it (44%),
although both figures reflect a very
high overall commitment to the pursuit

of ambitious educational goals by
second-generation youth. Interestingly,
the study showed remarkable stability
and resilience of students’ aspirations
and expectations, which remained virtu-
ally identical for the sample as a whole
over the span of several years from the
end of junior high to the end of high
school.

Clearly, there are significant differ-
ences by national origin in both the
level of educational ambition and in the
direction of change of these students
over time. The most ambitious groups
were the Cubans in bilingual private
schools and the Chinese and “other
Asians” (Japanese, Koreans, and
Indians), followed by the Europeans/
Canadians and the West Indians. In the
middle were the Vietnamese, Filipinos,
and the remaining Latin American
groups; and at the bottom were the
Dominicans, Mexicans, Laotians, and
Cambodians. The Hmong, who come
from the poorest immigrant families in
the country, are perhaps the most poi-
gnant example of the gulf that can open
up between educational desires and
probable realities. While 54% of Hmong
youth aspired to an advanced degree
(reflecting a robust increase of 14%
since the initial survey), a miniscule 6%
realistically expected that they would
be able to attain it (reflecting a decrease
of 6% since 1992). As this ethnic rank-
ing suggests, parental socioeconomic
status plays a major role in explaining
these differentials, with the gaps be-
tween lower- and higher-SES groups
becoming wider in the students’ expec-
tations of what they will achieve.

Much more so than family struc-
ture, the quality of family relationships
was strongly associated with the
youths’ ambitions. Educational expecta-
tions significantly increase as the level
of family cohesion increases and the
level of parent—child conflict decreases.
By language abilities, fluent bilinguals
exhibit the highest aspirations and ex-
pectations, followed by English-
dominant students. Strong associations
are also evident by the measure of
sustained schoolwork discipline: the
greater the number of daily homework

hours averaged by the students, the
higher their aspirations and expecta-
tions. Conversely, the greater the num-
ber of daily television hours averaged
by the students, the lower their aspira-
tions and expectations.

Results show that school environ-
ments and peer groups influence the
manner in which these youths imagine
their educational futures. Educational
aspirations and expectations are lower-
ed in school environments that are per-
ceived to be unsafe and in which
learning is regularly disrupted. The
same goes for involvement with drugs,
with the added observation that aspira-
tions and expectations increased over
time for students with no involvement
with drug dealers, whereas they de-
creased for those reporting any level
of involvement. Finally, 85% of youths
who perceived that their parents
wanted them to obtain an advanced
degree aspired to do so, and 58% realis-
tically expected to be able to achieve
that goal. Among youths who per-
ceived that their parents did not expect
them to graduate from college, only
29% aspired to an advanced degree and
amere 15% realistically expected to be
able to earn that degree.

Patterns of Achievement

A significant question raised by
this study was how the immigrants’
children compared to the children of
non-immigrants. On one issue of public
concern—school dropouts—a major
finding is that, in both the south Florida
and the southern California school dis-
tricts, a significantly greater proportion
of students from non-immigrant families
drop out of school than do the youth
from immigrant families. The multi-year
dropout rate for grades 9-12 in the Mi-
ami-Dade schools was 17.6%, about
double the rate of 8.9% for the entire
sample of children of immigrants there.
On the other coast, the dropout rate in
the San Diego schools was 16.2%,
nearly triple the rate of 5.7% for the
CILS sample there. Lower dropout rates
for children of immigrants were seen for
both males and females and for every
racial-ethnic category.
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Although children of immigrants
generally also outperformed their native
peers in GPAs, there are clearly very
large differences in educational out-
comes by national origin—results
which portend a significant ethnic
segmentation of the socioeconomic
trajectories of these youths as they
go on (or not) to post-secondary edu-
cation and make their transitions into
the adult labor force. Chinese stu-
dents on both coasts finished high
school with by far the highest GPA
(3.65) and the lowest dropout rate in
the study. They were followed by
other Asian-origin immigrant
groups—the Indians, Japanese and
Koreans, then the Vietnamese and
Filipinos, Laotians and Cambodians.
Jamaicans and other West Indians
had lower GPAs, and the Haitians
much lower still, but their dropout

rates clustered around the CILS aver-
age. Overall, the poorest performance
was registered by Latin American
youth, with the lowest GPAs in the
sample found among the Dominicans,
and, unexpectedly, the highest drop-
out rates among Cuban youth in
Miami public schools (10.1%), fol-
lowed by Nicaraguans in Miami
(8.9%) and Mexican-origin youth in
San Diego (8.8%).

CILS results illuminate the chal-
lenges confronting children of immi-
grants. They differ in their social,
cultural, and economic origins; face
complex circumstances that add to the
developmental stressors of adoles-
cence; and display wide variations in
achievement among national origin
groups. Nonetheless, despite these
added challenges, and despite the
paradoxes of acculturation observed,

the overall picture that emerges from
this study is one of noteworthy
achievement. Whether that level of
achievement can be sustained as
these increasingly acculturated
young adults make their way into the
world of work and form new families
of their own remains an open empiri-
cal question. A follow-up survey of all
the CILS respondents, who are now
reaching their mid-twenties, was
begun in early 2001 to address this
question. 36

In upcoming issues of the
CEIC REVIEW:

*Can Unlike Students Learn
Together?

*Social-Emotional Learning and
School Success

Family and Neighborhood Environment and the Adjustment

and Achievement of African American Adolescents
Ronald D. Taylor, Temple University

This paper reviews and dis-
cusses research linking African
American adolescents’ social
environments with their social
adjustment and achievement. Asso-
ciations between important aspects
of the home and family and adoles-
cents’ behavior and well-being are
the primary focus. For example, it is
known that the economic resources
of the home are linked to children’s
and adolescents’ social behavior
and that parenting style and prac-
tices in the home are linked to
African American adolescents’
behavior and adjustment.

Families with few economic
resources are more likely to have
adolescents who have behavioral
problems, who are psychologically
distressed, and who do less well in
school. Parental behavior and
psychological well-being in less
adequately resourced homes par-
tially explain adolescents’ poorer

functioning. Parents in economically
deprived homes are more distressed,
inconsistent, and harsh in their
parenting, and are less likely to cre-
ate an organized and structured
home environment. All of these can
lead adolescents to display psycho-
logical distress.

In linking home environment
and parenting to adolescents’ be-
havior, empirical work has not kept
pace with conceptual formulations
of the factors that may shape
parenting practices. Arguments
have been made claiming that
parenting behavior is shaped by
parents’ assessment of the qualities
adolescents will need in the family’s
social environment. Findings ad-
dressing this theory are in short
supply. But research has shown that
parents’ emotional support, control,
supervision, and home organization
are positively linked to adolescents’
psychological well-being and func-

tioning. Also, African American
parents who have higher academic
expectations for their adolescents
and who prepare them for the experi-
ence of racism and discrimination
tend to have adolescents who per-
form better in school.

Findings on the effects of
neighborhoods suggest that factors
reflecting the economic status of
the neighborhood (median income,
percentage of professional workers,
percentage of abandoned houses)
are associated with adolescents’
psychological functioning and their
likelihood of engaging in problem
behavior. Processes mediating these
relations are less clear but suggest
that lower emotional support may
explain some of the problematic
behavior.

The prevention of some of the
problems of poor adolescents and
their families calls for the invest-
ment of social and financial capital
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in disadvantaged communities.
Many of the problems of poor,
inner-city families may be rooted in
the absence of both jobs and people
working for pay at regular hours. It
is argued that the lack of employ-
ment means that individuals do not
have regular, legitimate forms of in-
come; models of persons using their
skills to lawfully maintain a living;
or activities that structure the flow
of events in the community.

The investment of capital may
also include the introduction of
resources into communities (mar-
kets, stores, banks, schools) that
will enhance the quality of life of its
residents. The presence of greater
capital would likely lead to a reduc-
tion in the stressful conditions of
inner-city communities (e.g., lower
crime, greater availability of re-
sources) and families. Consequent-
ly, parents—Iless psychologically
distressed than before—would en-
gage in better parenting that would
result in fewer adjustment problems
for adolescents.

Inner-city ethnic minority fami-
lies and their children, without the
introduction of increased resources,
are at considerably greater risk for
problems than the population as a
whole. Thus, it is important to as-
sess the socioemotional functioning
of poor, ethnic minority youngsters
and the circumstances that pose a
threat to their well-being. Compre-
hensive, family-centered child
development programs in urban
communities could, with parental
consent, regularly assess the well-
being of children and adolescents.
It is important that such programs
be designed with an awareness of
the relationships between neighbor-
hood characteristics, family environ-
ment, parenting, social networks,
and adolescent adjustment. For ex-
ample, adolescents identified with
behavioral problems may also have
problems at home that are rooted in
the risky circumstances and stres-
sors of their neighborhood. There-
fore, treatment of the adolescents’

problem behavior would need to
consider the possibility of initiating
changes in multiple domains.

A more concerted effort must
be devoted to using empirical re-
search to assist at-risk families. For
example, research has shown that
the lack of availability of vital
resources in neighborhoods is asso-
ciated with reduced functioning in
families. This indicates the impor-
tant need of neighborhood revital-
ization in terms of community
resources for families and their
members. Mothers’ psychological
distress has also been shown to be
positively associated with the lack
of availability of medical or financial
resources. Thus, the introduction of
these needed resources to commu-
nities would mean lower levels of
distress and anxiety for caregivers.
Less caregiver distress is likely to
result in more positive interactions
with youngsters in the home. Simi-
larly, mothers experiencing financial
problems are prone to depression
because they are not hopeful about
the future. As a result, mothers and
adolescents may experience prob-
lems communicating, leading to
adolescents’ depression. So two
goals of intervention should be the
improvement of the economic
opportunities and the development
of resources for such families, in-
cluding the creation of therapeutic
services aimed at both mothers’
sense of hopelessness and parent—
adolescent communication prob-
lems.

There is a positive association
between social support and the
functioning of adults and children.
It is important that—whether
through churches, schools, social
agencies, or other media—informa-
tion on important family practices,
such as organizing a structured fam-
ily environment, be conveyed to
families. Indeed, the creation of an
organized and structured family
environment among at-risk families
helps buffer the impact of stressors
they face. Family organization is

positively associated with good
parenting practices and adolescent
adjustment. Given this relationship,
it is possible that, by creating or uti-
lizing mechanisms in the community
(schools, churches, support groups)
through which families may access
social support, families may func-
tion more adequately than is cur-
rently the case. Also, when they are
linked to support networks, parents
and adolescents may develop new
community ties.

Finally, it is important to
acknowledge that there are limits to
the resilience of individuals and the
power of social institutions to over-
come poverty or race problems. As
important as social support may be
to families, it may not enable fami-
lies to overcome all of the chal-
lenges they face. For example,
individuals facing discrimination
in the workplace may not be as de-
pressed as expected because of
support they receive from family.
However, the fact remains that such
discrimination limits the individual’s
capacity for job advancement and
increased financial resources for the
family. Indeed, there has been an
overreliance on services in the
United States when many problems
of poor families have their roots in
social and economic policies and
practices that may require contro-
versial political solutions. &8

Recent LSS Book Releases:

Successful Reading
Instruction

Taking Small Class Sizes
One Step Further
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Bridging Multiple Worlds

Inclusive, Selective, and Competitive Programs, Latino Youth, and Pathways to College
Catherine R. Cooper, University of California at Santa Cruz

In the United States, as each
group of students moves from high
school to college, the percentage of
Latino and African American stu-
dents shrinks, a pattern known as
the “academic pipeline problem.”
This pattern begins to emerge as
early as the elementary school
years, a critical time in the lives of
students as they begin to look
ahead in their own lives and look up
to older siblings, peers, and adults.
Some children’s pathways lead them
toward college, while others lead to-
ward school dropout and the risks
of “underground” occupations. For
example, by the third grade, large
gaps emerge between Latino chil-
dren and national norms in reading,
written language, and math. Unfor-
tunately, these gaps often widen in
subsequent years. In 1995, 30% of
Hispanic young people were school
dropouts, compared with 9% of
non-Hispanic White youth and 12%
of non-Hispanic Black youth.

This paper reports findings
from ongoing research partnerships
with inclusive classrooms and with
selective and competitive outreach
programs that seek to bridge school,
college, and college-based occupa-
tions for Latino and other under-
represented youth. It focuses on
immigrant families from Mexico be-
cause they represent the largest
group of immigrants in the United
States. Findings draw on qualitative
methods (interviews, field observa-
tions, and case studies) and quanti-
tative methods (surveys, grades,
test scores, and statistical analyses)
involving over 700 students. This
study sought to respond to the
following questions:

a.  What are the immigration his-
tory/histories and parents’ edu-
cation?

b. What challenges do students’
families, peers, schools, and

communities present, and what
resources do these different
“worlds” provide?

c.  What are students’ pathways
through the classes required for
college eligibility? and

d. How do students’ family
backgrounds, resources,
challenges across worlds, and
school pathways predict
college eligibility and
enrollment?

In answering these questions,
five key findings on how Latino
children build pathways to college
were discovered.

Finding 1: Demography Is Not
Destiny, but Democracy Requires
Vigilance

The demographic profiles of
students participating in the com-
petitive outreach programs revealed
very different patterns for African
Americans and Latinos. The African
American students in the competi-
tive program sample, all but one
born in the United States, were
likely to have college-educated,
American-born parents. The Latino
students, more than 20% of whom
were born outside the country, were
likely to have immigrant parents
with a high-school education or
less. Thus, African American youth
in the sample were following their
parents’ pathways to college, and
Latino youth were beginning to ex-
ceed their parents’ education. How-
ever, in other research studies,
differing rates of participation
across social class, generation of
immigration, and gender in univer-
sity outreach programs have consis-
tently been found among African
American and Latino youth, who are
underrepresented in the same way
in four-year colleges throughout
California; and there is concern as

to why more low-income African
American youth and second- and
third-generation Latino youth were
not participating in outreach pro-
grams. One possibility is that the
Saturday and summer academies of
the outreach programs conflicted
with students’ work schedules;
another is that the information dis-
tribution and recruiting of outreach
programs do not reach all families
equally.

When factors predicting stu-
dents’ long-term school pathways
were examined, little predictive
power was found in family demo-
graphic backgrounds for either
Latino or African American families.
Other research shows correlations
between parents’ education and
children’s academic success, SO
why were none found here? One
possibility is that parents’ educa-
tion generally predicts activities like
getting children into programs such
as those in this study. Focusing
only on students in such programs
may have prevented detecting the
impact of parental education. But
families’ actions may matter more
than demographic background.

Finding 2: Ethnically Diverse Youth
Start Developing Career and
College Goals in Childhood from
Unique Challenges and Resources
Across Their Worlds

One hundred sixteen Mexican-
descent sixth graders applying for
the selective community college
outreach program described their
dreams of becoming doctors, law-
yers, nurses, and teachers, as well
as secretaries, police officers, fire-
fighters, and mechanics. The chal-
lenges children saw to achieving
their dreams included not having
enough money to pay for school, as
well as the expectations of family
members (“my parents wanted me to
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work in the [farm] field”) and peers
(“friends who will pressure me to
take drugs”). The children saw their
families (parents, siblings, and
cousins); their teachers, school
counselors, and coaches; their
friends; and themselves as their
greatest resources.

Finding 3: Math Pathways to
College Diverge Early but Some
Get Back on Track

Math classes and grades are
useful indicators of university eligi-
bility and career opportunities. In
the competitive program sample,
slowly declining, rapidly declining,
increasing, and “back on track”
pathways (declining then increas-
ing) were found. Youth who stayed
on track or got back on track to uni-
versity eligibility and enrollment
found resources from families,
teachers, coaches, tutors, or youth
workers and reported challenges
from siblings’ and parents’ modest
levels of education.

Finding 4: Challenges and
Resources in Students’ Lives Affect
Program Participation, College
Eligibility, Enrollment, and
Progress

Addressing the realities of
students’ lives—at home, in school,
the community, and with friends—is
crucial to both program improve-
ment and cost-effectiveness.

“THE Goob MoORAL PATH”

In the inclusive classroom
sample, parents considered their pri-
mary role to be their children’s moral
guide and sought to protect their
children from negative peer influ-
ences. To these parents, a strong
moral upbringing includes support-
ing academic achievement. However,
not all parents are aware of the aca-
demic rigors their children face. For
example, Mexican immigrant parents
held high aspirations that their chil-
dren become doctors, lawyers, or
teachers; yet many were unaware
these goals required a college edu-
cation.

ScHooLs: GATEKEEPERS AND EDUCA-
TIONAL BROKERS

Teachers and school counselors
can act as institutional gatekeepers
when they assess students against
standardized benchmarks of
achievement that determine eligibi-
lity for college-prep, vocational, or
remedial classes. When elementary
school teachers and counselors
disproportionately place Latino stu-
dents in special education classes
and low-ability reading and math
groups, they send these students
towards remedial tracks in middle
and high school. But teachers and
counselors—from any ethnic back-
ground—can also act as cultural
brokers who help Latino children
succeed in school and achieve their
dreams.

COMMUNITY ORGANIZATIONS

Students report that religious,
sport, and outreach organizations
and leaders influenced them to take
jobs that would help their communi-
ties. For these reasons, underrepre-
sented youth and their families
often benefit from instrumental sup-
port of community organizations
that bridge school, college, and
college-based occupations.

Finding 5: Ingredients of Effective
Bridging Programs

Beginning in elementary school,
teachers can discuss the links be-
tween career dreams and going to
college, define grade-point averages
and scholarships, and explain prac-
tical college issues like dormitories
that would be meaningful to school-
aged children. Such education can
excite young children about college
and help them set realistic goals for
getting there.

At the middle-school level, tu-
toring by college students, parent
involvement activities, and aca-
demic advisement can help “at-risk”
students stay on track to college.
Continuing these programs into
high school, as well as increasing
minority enrollment in college pre-
paratory classes, will also help am-

plify the number of college-bound
students.

EFFECTIVE PROGRAMS CREATE
INTERGENERATIONAL PATHWAYS

In helping Latino youth find
pathways to success, programs can
forge links across generations that
encompass senior staff, young
adults, and the families they serve.
These loosely knit networks can
foster new leadership with cultural
skills today’s children need to suc-
ceed in an increasingly diverse
world.

YOUNG ADULT FRONT-LINE STAFF LINK
HoME anD COLLEGE

The young adults whom Latino
children encounter in programs play
key roles that help students feel
confident and safe in their neigh-
borhoods, learn alternatives to vio-
lence, gain educational experiences,
and acquire bicultural skills for suc-
cess in school. Young adult staff
also provide children a chance to
talk and write about their dreams for
careers, education, families, and
their communities. Young adults
value students’ home communities,
and many share both a common lan-
guage and family history with the
children. Many have learned to be
bicultural and can pass on their un-
derstanding of how to retain com-
munity traditions while entering and
succeeding in schools, colleges, or
local government. In the selective
program sample, it was found that,
like Latino parents, young adult
staff defined success in life both in
moral terms and in terms of school
success. In guiding youth, staff
drew on positive and negative as-
pects of their past experiences.
They understood the importance of
grades, helped children with home-
work, and offered a broad view of
schools, colleges, and other main-
stream institutions that helped chil-
dren link their family, school, and
community with their personal
dreams and fears for the future.

(Bridging, continued on p. 19)
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Sisters in Science

Confronting Equity in Science and Mathematics Education
Penny L. Hammrich, Temple University

In the context of broadening the
concept of teaching and learning for
all students, Temple University’s
College of Education and Center for
Intergenerational Learning developed
the Sisters in Science (SIS) program,
which is based on an Experimental
Project for Women and Girls in
Science, Mathematics, and Engineer-
ing, a program sponsored by the
National Science Foundation (NSF).
SIS is one of over 40 science educa-
tion programs for women and girls
sponsored by NSF.

SIS is a two-year intervention de-
signed to address the achievement
inequities in mathematics and science
for females. In year one, fourth-grade
female students, their teachers, and
families participate in the program. In
year two, the fourth graders continue
to participate with their fifth-grade
teachers.

The SIS program provides fourth-
grade girls with cooperative interde-
pendent science exploration. The
rationale is that when girls are allowed
to work in a manner that is intrinsic to
their collective learning style (i.c.,
with the manipulation of materials),
learning will occur. Additionally, the
program’s designers are interested in
the reformation of girls’ perceptions
of science education and science as a
career option. At the core of the de-
sign is a program of research on fos-
tering young females’ positive
attitudes toward science by building
connections among schools, parents,
and the community.

The program also provides sup-
port for parents and professional de-
velopment opportunities for inservice
and preservice teachers. In this
intergenerational program, women
who are currently employed in or re-
tired from careers in science, engi-
neering, or mathematics and female
university students who are pursuing
careers in science and science educa-

tion serve as role models for the girls
and share life and work experiences.
In addition to acting as individual and
small-group mentors, the role models
also serve as resources for teachers
on a continual basis and facilitate stu-
dent and teacher understanding of
how classroom experiences translate
into employment experiences in urban
environments.

Goals and Objectives
In year one, SIS seeks to:

a. Improve fourth-grade females’
attitudes toward, interest in, and
achievement in science and math-
ematics;

b. Create a more positive learning
environment for fourth-grade
females and their families on
academic and community/social
levels; and

c. Increase the knowledge base and
understanding of the influence
parents and teachers have in
promoting females’ interest in
science.

Program Components

In order to attain these goals, the
SIS program has three major compon-
ents: an in-school constructivist and
gender-sensitive science program, an
after-school enrichment program, and
a “city rivers exploration” summer
camp.

The components of the program
work in concert to provide fourth
graders with a physical environment
that is psychologically, emotionally,
and socially safe and accessible to all
students. The activities clearly con-
nect subject matter to real-world is-
sues that are culturally relevant to
students. Whereas in the past, “a cur-
riculum” has often meant a set of an-
swers to be transferred from teacher to
student, the SIS curriculum is a set of
questions to be posed to a class. In
this way, the process of inquiry is

coconstructed by the students and
teachers and fosters a true community
of learners. During each component of
the program, students take responsi-
bility for generating and gathering
data, posing questions and problems,
formulating possible explanations, and
proposing methods for evaluating the
best explanations. Across all of the
events, teachers, parents, volunteers,
and Temple University students are
providing a level of mentoring that ex-
tends the students’ learning base be-
yond the walls of the classroom.

IN-scHOOL PROGRAM

The in-school program was con-
ducted for two hours a week for each
classroom at six participating schools.
Classroom activities focused on the
urban environment and used gender-
sensitive approaches to teaching
science/mathematics. As part of the
program’s teacher-enhancement com-
ponent, students in science education
methods courses at Temple Univer-
sity facilitated the program sessions
with the classroom teacher. The pre-
service teachers’ coursework explored
gender-equity issues in the class-
room, the constructivist approach to
learning, and the community service
learning concepts presented in the
program.

AFTER-SCHOOL PROGRAM

The after-school program was
conducted from 3:00-4:30 p.m. one
day per week in each of the six
schools. The program coordinator fa-
cilitated the after-school component
with assistance from graduate and
undergraduate elementary education
students and intergenerational volun-
teers. The after-school component ex-
tended the classroom activities by
focusing on the concepts of systems,
constancy/change, model, and scale.
The students also engaged in reflec-
tion activities designed to help them
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better understand their personal
learning, challenge stereotypical no-
tions about science, and develop criti-
cal thinking skills. These reflective
activities included writing and interac-
tive discussions.

SUMMER PROGRAM

The summer program was con-
ducted for two weeks during July to
reinforce learning that occurred dur-
ing the academic year. Fourth-grade
girls spent two weeks exploring the
city rivers. Activities included taking
four field trips to environmentally fo-
cused sites in the area, mapping local
waterways, creating model rivers, and
designing improvement plans to pre-
vent the city rivers from becoming
polluted. At the end of the summer
program, the participants shared their
learning with their families and other
students from neighborhood elemen-
tary schools.

Program Evaluation

Conducted at six schools located
in inner-city Philadelphia, the
program’s first year involved 577
fourth-grade girls in six elementary
schools, an intergenerational corps of
10 women volunteers, 182 under-
graduate elementary education stu-
dents, and 19 inservice teachers.

Pre- and post-program question-
naires regarding changes in partici-
pating students’ science and
mathematics skills, attitudes toward
science and mathematics in school,
and perceptions of scientists were ad-
ministered to students at the start of
the first and second in-school ses-
sions and again during the final two
sessions of the SIS program. The
questionnaires contained 30 items,
each with a five-point Likert response
scale (strongly disagree, disagree,
neutral, agree, and strongly agree).

A science process skills and
mathematics skills instrument was em-
ployed to measure the increase in sci-
ence and mathematics achievement.
These two instruments were validated
in one or both of two ways. The skills
instruments, developed from material

contained in the current fourth-grade
curriculum documents of the School
District of Philadelphia, involved
skills deemed to be critical, and thus
were held to have content validity. In
addition, reliability figures were calcu-
lated on a test-retest correlation
model and confirmed using the
Kuder-Richardson (formula 22) proce-
dure. Another measure of achieve-
ment was to review the Stanford Nine
scores at the fourth-grade level.

SumMARY OF FINDINGS

Results showed that the girls’ at-
titudes toward science and the possi-
bility of pursuing a career involving
some aspect of science and/or math-
ematics were positive before program
implementation. Anecdotal informa-
tion regarding the girls revealed that,
while they enjoyed science and per-
haps someday wanted to become a
doctor or have a career in science,
they were not aware that taking more
science classes would be necessary.
Therefore, their attitudes did not
match their understanding of how sci-
ence courses fit into their eventual ca-
reer path. However, their expressed
positive attitude towards science is
consistent with research that states
girls at this age level tend to enjoy
science. What remains to be docu-
mented is if the fourth-grade girls will
continue to have positive interest in
year two of the program.

Achievement was also measured
using the grade four Stanford Nine
science scores. All fourth graders
tested at each school saw an increase
in their scores over the years of SIS
intervention. There was a range of
growth scores for the six schools from
1.2 to 14.9, with the average gain
score 7.9 overall. The rate of change
was 50% higher for SIS than non-SIS
fourth-grade schools in the district.
While it is not possible to single out
the SIS intervention as the only con-
tributing factor to the increase in
scores, principals at all schools were
very generous in their praise for SIS
intervention being a contributing fac-
tor for their schools’ score increases.

IMPLICATIONS

The SIS program seeks to in-
crease elementary girls’ interest and
achievement in science and math-
ematics, to create a more positive
learning climate for minority school
girls and their families on academic
and community/social levels, and to
increase the knowledge base and un-
derstanding of parents with respect
to their influence in promoting girls’
interest and achievement in science
and mathematics. Findings to date
show that the girls started the pro-
gram with positive attitudes and per-
ceptions of science and about
science career possibilities. There
was a significant increase in their sci-
ence and mathematics skills levels
after participation in the program. It
could be stated that the girls’
achievement scores on the skills test
increased significantly because the
girls’ attitudes and perceptions were
high before program implementation.
If their attitudes and perceptions were
low to begin with, perhaps their skills
would not have increased signifi-
cantly.

In the successive years of the
program, the researchers will attempt
to look at longitudinal effects on the
girls’ attitudes, perceptions, and
achievement levels. Because the girls
held positive attitudes towards sci-
ence before the program implementa-
tion, a closer look at the cultural and
familial factors that may have contrib-
uted to the girls’ attitudes may be
warranted. Researchers will also at-
tempt to document more substantive
qualitative data to generate more in-
formation on the achievement gains
realized in the first year. While year
one of the program has been promis-
ing, many questions still remain and
new ones have developed. 3

Watch for Class Act, a new
publication series that turns
research into practical
applications for teachers
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Gifted Programs Promoting Academic Success in Early Childhood

Project EXCEL and Project First Step
Rosa Isela Pérez, San Diego City Schools

About half (47%) of students in
San Diego City Schools (SDCS) live
below the poverty level, and one in
every three children who enroll in
SDCS is an English-language learner
(ELL). Prior to Project EXCEL and
Project First Step, the ELL students
had to wait until they were fluent in
English before they were eligible for
testing in the district’s all-English
Gifted and Talented Education
(GATE) program.

In 1986, the Developing Gifted
Potential Project (DGP) was estab-
lished at the 10 elementary school
sites with the highest percentage of
minority students. ELL students
posed a special problem, however,
since they could not be tested in
English. Projects EXCEL and First
Step focused on early interven-
tion—setting about to provide an
appropriate educational experience
to low-income, culturally diverse
gifted students, and facilitated their
successful transition into the GATE
program. Project EXCEL operated
officially for five years, from 1989—
1994, with a focus on Hispanic
ELLs. Project First Step operated
from 1992-1995, and its participants
included African American, Asian,
Filipino, Hispanic, Indochinese, and
White students. These students
were either English-only speakers or
English-language learners.

The projects aimed to identify
and develop the academic potential
of low-income, culturally diverse,
primary-age students by providing
a developmentally enriched curricu-
lum. K-5 students meeting the crite-
ria participated in EXCEL, and
students in grades preK-2 took part
in First Step. The intent was to have
the students participate in an en-
riched curriculum prior to formal
identification for entry into the pro-
gram for the gifted.

Evaluation Study of Project EXCEL
Evaluation questions addressed

over the five-year funding period of

Project EXCEL were:

a. Did students in the project tal-
ent pool demonstrate greater
achievement over time in Span-
ish, reading, and math, as com-
pared to the control students?

b. Did the identification of gifted
Hispanic ELLs increase at the
project schools?

c. How did the project influence
teachers’ professional
development over time? and

d. How did the project influence
parents over time?

EvaLuatioN DESIGN

The study design utilized two
experimental groups and one control
group (referred to hereafter as the
“project talent pool students,”
“project non-talent pool students,”
and the “control students”) to re-
port various measures of student
progress (most specifically, scores
on Aprenda, a standardized achieve-
ment test in Spanish, and GATE
identification). Hispanic students
who were English-language learners
and enrolled in project classrooms
comprised the experimental groups.
The one control group was com-
prised of Hispanic English-language
learners who attended project
schools but were not enrolled in
project classrooms.

Achievement instruments. To
measure achievement in Spanish,
reading, and math, project students
who demonstrated limited English-
language proficiency were adminis-
tered Aprenda, a standardized
achievement test in Spanish. The
academic achievement of project
students was assessed, in part, by
comparing the Aprenda reading
scores of project students with

those of the control students. The
students’ progress in reading during
the project’s fourth year was mea-
sured by comparing their 1993
Aprenda scores with baseline data
from 1992 when Aprenda replaced
La Prueba (the former Spanish stan-
dardized achievement test formerly
used by the district).

Gifted identification proce-
dure. During each year of the
project, GATE staff psychologists
administered a nonverbal/spatial
test instrument, the Raven Progres-
sive Matrices, to students in project
and in non-project classrooms who
were recommended for testing to de-
termine eligibility for the gifted pro-
gram.

Teacher and parent surveys.
Survey data from teachers were col-
lected in order to assess
their opinions about various as-
pects of the project, including the
teacher training program, the imple-
mentation of newly acquired in-
structional strategies, and student
performance. Similarly, data from a
parent survey provided information
regarding parents’ attitudes and
opinions about the project and its
implementation, student perfor-
mance, and parents’ participation
in the project workshops.

Evaluation Findings

Longitudinal Aprenda results
from Spring 1992—Spring 1993 indi-
cate that project talent pool and
project non-talent pool students at
all grade levels except grade three
increased proficiency in Spanish
reading. Furthermore, both groups
of second-grade project students
showed the greatest gains, followed
by students in grades five and four.
A separate analysis compared 1993
Aprenda results for all project stu-
dents who were in the project for
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one, two, and four years, and these
data indicate that performance was
highly correlated with number of

years of participation in the project.

GIFTED IDENTIFICATION

By the end of the first year, 34
project talent pool students were
identified for participation in GATE.
In comparison, none of the ELL
comparison group students were
identified as gifted. In the second
year, 46 additional project students
were identified as gifted, and 41 of
the project talent pool were GATE
identified during the third year. In
the fourth year, an additional 49
project talent pool students were
identified as gifted, compared to
only four students in the control
group during this same year.

PrOJECT TEACHERS

A survey of the 19 teachers was
conducted in the first year of the
project. These returns suggested
that the typical level of use of in-
structional strategies by the partici-
pating teachers was “once a week,”
and inservice training was modally
rated by the teachers as “very use-
ful.” An external consultant made
three classroom observations per
teacher. The consultant’s findings
indicated that teachers continued to
try out the strategies throughout
the first year.

ProOJECT PARENTS

Attendance at the parent work-
shops was generally low, and only
about one fifth of the parents who
participated in the training returned
the evaluation questionnaire they
received. Those who did, however,
revealed considerable knowledge
about the instructional strategies
used by the program, special
parenting skills for nurturing gifted-
ness at home, a greater awareness
of the phenomenon of giftedness in
children, and indicated a somewhat
greater understanding of whom to
contact and how to help their chil-
dren than they had in year one. The

returns, however, are comparable to
other surveys conducted by the dis-
trict. The parents who responded
knew about EXCEL and liked it, had
discussed the project with their
child’s classroom teachers, and had
grown in their understanding of gift-
edness and of their role as parents
in supporting the development of
this trait. Nevertheless, the results
were disappointing, since such an
unrepresentative number of parents
returned the questionnaire.

Evaluation Study of Project
First Step

Project First Step was one of
seven projects reviewed in its sec-
ond and third year of implementa-
tion. Both the data collected on
students and the data collected
through the questionnaires, inter-
views, and observations with stu-
dents, parents, staff, and community
were consistently supportive of the
project’s intended effects.

EFFECT ON PARENTS

One of the significant impacts
of this project was on parent in-
volvement in school activities.
Project First Step’s activities ranged
from formal presentations to parents
about the program to specific in-
struction in talent development to
museum visits that provided parents
a model for enriching experiences
for their children.

Parents in First Step also re-
ported greater participation in
school conferences, helping their
children with homework, taking their
children to the library, buying
books, encouraging achievement in
school, and planning for college.
The parents were even willing to
make decisions about where they
will live on the basis of the avail-
ability of the program and/or trained
teachers.

EFrFECT ON PROJECT STAFF

Staff development is an integral
part of model projects that attempt
to institute new programs in school

settings. The classroom practices of
teachers, as assessed with teacher
interviews and reviews of action
plans, have become more child-
centered, are more open-ended and
inquiry-oriented, use more higher-
order questions and group problem
solving, and incorporate more inde-
pendence in learning. Teachers gave
students more time to explore and
engage in problem-solving activi-
ties, allowed extended periods of
time on a single activity, and en-
couraged student self-directed
learning.

One other very positive effect
of Project First Step was the devel-
opment of teacher leadership skills.
For example, teachers were given
increasing responsibilities for con-
ducting parent workshops that
helped increase teachers’ own self-
confidence.

STUDENT OUTCOMES—TESTING

In Project First Step, the out-
comes for the first year of the
project were assessed using Apre-
nda. The scores of students in the
talent pool increased an average of
17 percentile points in comprehen-
sion (from the 67th to the 84th per-
centile), and an average of 14
percentile points in vocabulary
(from the 71st to the 85th percen-
tile). In the project classrooms
where teachers had been using the
strategies from the training with all
children, students increased an av-
erage of 18 percentile points in com-
prehension and an average of 31
percentile points in vocabulary. In
contrast, comparison groups (those
not in project classrooms) gained
only an average of seven percentile
points in comprehension and an av-
erage of 27 points in vocabulary. It
should be noted that, since the tal-
ent pool students started with
higher percentile rankings, changes
for them in percentile points are
more difficult to attain statistically
than for those closer to the mean

(Application, continued on p. 19)
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Minority Academic Achievement in a Selective Public University

The Role of the Campus Environment
Melanie Domenech Rodriguez, Angela Stewart, Ana Mari Cauce, Phyllis Sanchez, University of

Washington, and PALIS

Twenty years ago, the nation’s
goal of having college enrollment
rates for all youths of color equal that
of Whites was within reach, but now
it is rapidly fading. The incessant
threats against affirmative action in
college admissions call even further
attention to the relatively small num-
bers of underrepresented minorities
that attend selective colleges or com-
plete college—any college—with a
four-year degree. While there are
some programs that have proven ef-
fective in helping poor and/or minor-
ity students get into college, they do
not typically raise students’ academic
profiles enough for them to be con-
sidered for selective colleges. States
where affirmative action legislation
has been introduced are investing
millions of dollars to get minority stu-
dents “into the pipeline,” but there is
little evidence that, when selectivity
of college is taken into account, this
works. These dual factors—the stag-
nation in academic achievement
among underrepresented minorities
and the waning of affirmative action
—have combined to call the attention
of both researchers and policymakers
to college achievement amongst these
groups.

PALIS and the University of
Washington

The study reported here was
conducted in order to help define
those factors in the college campus
environment that help or hinder the
academic achievement and retention
of college students, with a special fo-
cus on underrepresented minorities.
The study was conducted by the Post
Affirmative Action Legislation Impact
Study Group (PALIS), which was es-
tablished in the fall of 1998, just after
the state of Washington passed  Ini-
tiative-200, effectively ending affirma-
tive action in college admissions.
PALIS is comprised of a small number

of faculty members, professional staff,
and graduate students at the Univer-
sity of Washington who were con-
cerned about tracking the impact of
Initiative-200 on the campus climate
generally, but especially in terms of
how changes in campus climate might
affect the achievement of underrep-
resented minorities.

The University of Washington
represents an ideal place in which to
address today’s most urgent and
compelling questions about what
helps or hinders the academic
achievement of underrepresented mi-
norities. As a selective, public univer-
sity, it is exactly the kind of higher
educational institution that will be
most affected by anti-affirmative
action legislation.

The focus on campus climate in
this study was chosen both because
it has been found to be an important
predictor of African American student
achievement and retention in other
studies and because it is an aspect of
college campuses that will change as
fewer students of color attend selec-
tive colleges as a result of bans on
affirmative action. In view of this pro-
spective change, it is worth noting
that a secondary purpose of this
study was to collect baseline informa-
tion on campus climate and other po-
tential correlates of college student
achievement before Initiative-200 took
effect.

Data was collected from about
10,000 college students chosen to
represent a cross section of the
University of Washington student
body. Underrepresented minorities
were overrepresented in the sampling
in an effort to track the correlates of
achievement and retention.

SELECTIVITY

Like the Los Angeles and Berke-
ley campuses of the University of
California, the University of Washing-

ton is the state’s most selective uni-
versity.

PuBLIC vs. PRIVATE

Only public universities are at the
mercy of voter initiatives and court
rulings where affirmative action is
concerned. Private universities, in-
cluding selective private universities
like Harvard, Yale, and Stanford, may
continue to practice affirmative ac-
tion. However, unlike private universi-
ties, which largely offer opportunities
to the economic or academic elite, se-
lective public universities serve as a
conduit for high-achieving, middle-,
working-, and lower-class underrep-
resented minorities into the profes-
sional ranks. For example, about 50%
of African American students at the
University of Washington came from
homes with earnings of less than
$40,000 a year, compared to 26% of
White students. While going to
Harvard or Stanford may be out of
reach, and will continue to be out of
reach for many of these students,
there is now good evidence that go-
ing to a selective institution increases
the earning prospects and college
completion rates of underrepresented
minorities.

Campus CLIMATE

While many factors, ranging from
past educational background to fam-
ily income, have been found to affect
educational achievement, the focus of
this study was the campus social cli-
mate. The social climate of college
campuses, especially with regard to
discrimination and racism, is often
cited as a factor that stands in the
way of minority student achievement
and retention. Indeed, even when mi-
nority students make it into college,
they are much less likely to leave with
a college degree. Admission test
scores and college grades explain
very little of the variance in retention.
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Thus, other factors, such as the expe-
riences of such students on campus,
are likely candidates for examination,
and there is some evidence to sug-
gest that this is a fruitful avenue for
exploration.

Numerous studies have found
that campus climate affects the educa-
tional experiences of African Ameri-
can students at predominantly White
campuses. More specifically, institu-
tional support and affiliation and
perceived discrimination from admin-
istrators, faculty, and peers have
been found to affect the achievement
of African American students at
these campuses. However, we know
relatively little about the link between
campus climate and achievement for
other students of color. For example,
most of the research on the effects
of campus climate has focused exclu-
sively on African American students.
Indeed, much of this work has been
conducted to expand the knowledge
base on why African American stu-
dents do so much better at histori-
cally Black colleges than at predomi-
nantly White colleges. Research on
the correlates of college achievement
for Latino students is only just begin-
ning, and it is still virtually absent
when Native Americans are the pri-
mary focus.

Moreover, while there is a great
deal of research trying to understand
better the factors behind the high
achievement levels of Asian American
students, relatively few investigations
have included a specific focus on
Asian Pacific American students
whose achievement levels are not par-
ticularly high. For example, Filipino
Americans comprise one of the larg-
est Asian Pacific American groups in
several West Coast cities, but we
know little about the correlates of
their academic attainment.

Findings

Analysis of Variance (ANOVA)
was used to examine the group differ-
ences between ethnic groups on their
perceptions of racial climate. Differ-
ences between groups were found to

be significant. African Americans
perceived a more negative racial cli-
mate on campus than all other groups.
Other ethnic minority groups—
Latinos, Native Americans, Asian
Americans, and Filipinos—perceived
a significantly less negative racial cli-
mate than the ratings of African
American students. White students
had the least negative climate percep-
tions.

In order to further examine
whether ethnic group differences in
perceptions of campus climate varied
by more specific aspects of the cam-
pus atmosphere, an item-by-item
analysis was conducted. Results sug-
gest that, with regards to most nega-
tive aspects of campus climate,
whether perceiving racial conflict and
tension, being exposed to overt racial
discrimination, or believing that there
are different expectations based on
ethnicity/race, students of color per-
ceived more negativity or discrimina-
tion than White students. Moreover,
African American students generally
perceived a more negative climate
than did Latinos, Native Americans,
Asian Americans, or Filipino Ameri-
cans.

Do the differences observed in
ethnic group perceptions of campus
climate affect their academic achieve-
ment or retention? Institutional com-
mitment was examined because
previous studies have found it to be
highly related to student retention.
That is, students who report higher
levels of institutional commitment are
more likely to graduate, and more
likely to graduate from the same uni-
versity they are attending.

Results indicate that campus cli-
mate is significantly related to aca-
demic achievement, as represented by
GPA, for African American students,
accounting for about 11% of the vari-
ance. However, campus climate was
not related to GPA for any other eth-
nic group. In contrast, campus climate
was related to institutional commit-
ment amongst all ethnic groups, ac-
counting for between 13% and 20% of
the variance in this measure.

Conclusions and Implications

The widening gap between the
college achievement of White stu-
dents and that of underrepresented
students of color combined with a
number of increased threats to affir-
mative action make it imperative that
we focus our energies on improving
the achievement and retention of
those students of color who do make
it to college. This imperative is par-
ticularly strong for selective public
institutions, which have traditionally
served as a conduit into the profes-
sions and other positions of influence
for working- and middle-class stu-
dents. The present study was con-
ducted to shed light on the role that
campus climate might play in helping
or hindering achievement and reten-
tion, especially among underrep-
resented students of color. This is
one of the first studies to look at this
question using an ethnically diverse
sample of students attending a selec-
tive, public institution, the type of in-
stitution most impacted by anti-
affirmative action legislation.

Our results suggest that campus
climate plays a significant role in the
achievement of African American stu-
dents. For these students, campus cli-
mate predicted 10% of the variance in
their college grade-point averages.
While this is a modest level of predic-
tion, it is a stronger prediction than
we get from SAT scores (e.g., 9.5% of
the variance) or high-school GPA (5%
of the variance). Furthermore, campus
climate significantly predicted the
commitment of all students to the in-
stitution, accounting for up to 20% of
the variance. Institutional commitment
has been found, in other studies, to
be a strong predictor of retention and
graduation.

It is important to note that most
students, including students of color,
reported low levels of negative racial
climate and high levels of a positive
educational climate at the University
of Washington. But the ethnic group
differences in these scales suggest

(Minority, continued on p. 19)
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(Bridging, continued from p. 12)

Conclusion

Our common goal is to enhance
access to higher education for chil-
dren of diverse ethnic, racial, and
economic communities. The capac-
ity of the United States to be a na-
tion “where diversity works” rests
on customizing outreach programs
for communities while attending to
common goals and collaborating
among many diverse stakeholders—
students, families, schools, com-
munity organizations, legislators,
the business sector, and media.
These goals will be achieved by
building clear conceptual models of
change, testing them with evidence,
and strengthening communication
among stakeholders.

Students’ progress through the
academic pipeline from kindergarten
to college and careers is often por-
trayed like a ball rolling straight
through a sturdy pipe. On the con-
trary, unlike the ball, which remains
unchanged as it moves through the
pipe, students change as they
progress through elementary, junior
high, and high school towards col-
lege and adulthood. Indeed, stu-
dents’ developmental pathways
look more like those of explorers
navigating through unmapped terri-
tories, here the worlds of families,
peers, schools, and communities; as
students pursue their school, career,
and other personal goals, they en-
counter barriers that may divert or
stop their progress. Finally, unlike
the sturdy pipe, the programs that
offer bridges across the gaps or
barriers in students’ pathways are
themselves changing in response to
funding resources, pressures, and
losses, as well as shifting political
sands. &

(Application, continued from p. 16)

(non-talent pool and comparison
group students).

Conclusions and Recommendations

Projects EXCEL and First Step
were part of a major change in the
San Diego City Schools Gifted and
Talented program demanded by the
community. Identification proce-
dures were modified throughout the
district. Overall, the number of
GATE-identified Hispanic ELLs at
the six project schools increased by
a factor of nine over the project’s
five-year history. This significant
increase was due in no small part to
a change from traditional testing in-
struments, including such tests as
the Henman-Nelson, DCAT,
WISC-R, and Stanford-Binet (LM),
to tests like the Raven Progressive
Matrices that measure fluid intelli-
gence without relying on English
proficiency alone. These changes
also reflect the influence of the
projects on the district’s GATE pro-
gram. Today there is an effective
program in place in the ten project
schools to educate young gifted
children. Projects EXCEL and First
Step brought attention to the
promising practices of programming
for identification and academic com-
petence.

The long-term effects of these
projects have extended to teachers
and parents. Primary grade and bi-
lingual teachers of the gifted not
only have access to the GATE pro-
gram, they now play a dual leader-
ship role as trainers in the long-
standing GATE teacher certification
program. Also, the parents of low-
income, culturally and linguistically
diverse students have acquired the
knowledge base to demand appro-
priate programs for their children.

School districts eager to serve
the culturally and linguistically di-
verse gifted learners must make a
long-term commitment. This kind of
ongoing commitment will require a
collaborative effort among categori-
cal programs to ensure that the
educational principles of each
program—state preschool, bilingual,
regular education, and gifted—are
honored. Finally, school boards

must hold gifted programs account-
able for the inclusion and participa-
tion of minority students. 38

(Minority, continued from p. 18)

that there is still room for improve-
ment in these areas for students of
color. Improvement of these aspects
of the campus climate for students of
color, especially African American
students, represents a promising av-
enue for supporting and improving
their academic achievement and reten-
tion in American higher education.

¥

The CEIC
REVIEW

Lydia Hoag
Editor

This publication is supported in
part by the Laboratory for Student
Success at Temple University
Center for Research in Human
Development and Education
(CRHDE).

The opinions expressed do not
necessarily reflect the position of
the supporting agencies, and no
official endorsement should be
inferred.

For more information, write
CEIC, Temple University Center
for Research in Human
Development and Education, 1301
Cecil B. Moore Avenue,
Philadelphia, PA 19122-6091 or call
(215) 204-3000.

Selected CEIC publications,
abstracts of articles, and back
issues of The CEIC Review, are
available at www.temple.edu/LSS/
publibrary.htm

19

The CEIC REVIEW « May 2001



Temple University Center for Research
in Human Development and Education
1301 Cecil B. Moore Avenue
Philadelphia, PA 19122-6091

Non-Profit
U.S. Postage Paid
Philadelphia, PA
Permit No. 1044




