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Overview & Research Note

Overview

Raising Minority Academic Achievement: A
Compendium of Education Programs and Practices
isthe culmination of a22-month effort to identify,
summarize and analyze eval uations of school and
youth programsthat show gainsfor minority youth
across abroad range of academic achievement
indicatorsfrom early childhood through advanced
postsecondary study.

The purpose of thisreportisto inform policymaking
and funding decisions by providing easy-to-read,
accessible, concrete, and research-proven evidence
of academic achievement gainsfor minority youth,
and information on successful program strategies.
Thereport also aimsto provide information that
researchers, practitioners (school administrators,
youth program directors, teachers, counselors,
youth workers), families, community membersand
young people can useto evaluate, design,
implement and advocate practiceseffectivein
raising minority academic achievement.

Thisreport isdivided into two major sections.
Section | contains four chapters. Chapter 1

provides background and summary dataon minority
academic achievement and, asthetitle suggests,
raisesthe question, isthere—Achievement for
All? Chapter 2, Measuring Academic
Achievement, introduces the 38 education
initiatives summarized in Section |1, and describes
the measures and level s of academic achievement
for minority youth reported by evaluators.
Chapter 3, The Search for the “ Magic Bullet,”
describes the most prevalent strategies used by
programsin which minority youth made
significant academic achievement gains. Chapter
4, Moving Forward, provides recommendations
based on the report’sfindings.

Section 11 containsthe 38 three- to five-page
summariesof program evaluationsand studiesin
alphabetical order. The summaries are preceded by
an introduction, A Journey Through Educational
Research, which reflectson thedifficulty of finding
evaluations meeting the criteriafor inclusion and
makes several observations regarding educational
research. The Glossary defines research terms used
in the report.

Research Note

Followingisadetailed description of the processby
which AY PF chose the 38 educational initiatives
that appear in thisreport.

1. AcceptanceCriteria
At the outset of this project, asearch was set in
motion to collect evaluations of programsand
initiativesaimed at improving the academic
achievement of minority youth. Before
initiating the search, the editorial team
established thefollowing criteriato guidethe
acceptance of documents:

+ Population — The evaluations had to
contain dataon racial or ethnic minoritiesas
defined in the adjacent box.

~
In this report, the term “minority” is used to

identify racial/ethnic groups in the United
States other than whites of European origin.
The report uses the U.S. Census terminology
for “minorities” including African Americans,
Asians/Pacific Islanders, and Native
Americans/ Eskimos, but adopts the broader
category “Latinos” rather than “Hispanics.” In
addition, Asians/Pacific Islanders has been
shortened to “Asians” and Native American/
Eskimos to “Native Americans” except in the
summary of the Alaska Rural Systemic
Reform program. The terms African American
and Latino are used in this report even when
evaluators used the terms Black or Hispanic.
Although an effort was made to cover all
groups, more information was found on African
American and Latino youth than on other
minority populations.

- J
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Measurements — The studies had to include
measurable (quantitative) datarelated to
academic achievement of minorities.
Preferably, they would present a set of
measuresincluding: school attendance;
grades; credits compl eted; test scoreson
state mandated tests and/or national
achievement tests (such as SAT, ACT,
Achievement Testsand Advanced
Placement Tests); high school graduation,
college access, retention, and receipt of
undergraduate and graduate degrees.

Methodol ogy — Since expected findingswere
quantitative, theevauationsshould adhereto
accepted standardsfor quantitativeresearch.
Therefore, thefollowing requisiteswere
delineated: (a) research design—experimental
or quasi-experimental, pre- and post-
treatment, and longitudinal studies; (b)
research period —the study should cover at
least one school year; (c) researcher —
preferably independent, that is, not directly
associated with the program’ sfunding source
or implementing organizationto avoid bias; (d)
sample—randomized sampling procedures,
control and comparison groups should be
matched to the treatment group by
demographicsand leve of academic
achievement; and (e) the datashould be
andyzed Setidtically with levelsof sgnificance
not to exceed 5% (for discussion about the
methodology used intheevaluations, see
Section 11, Introduction).

Period—Preferably, programsand initiatives
should be current. For thisreason, the search
waslimited to eval uations conducted within
the past fiveyears, with two exceptions:
ongoing longitudina studies, suchasthe
Abecedarian report, and studiesthat are till
frequently citedindiscussionsof initiatives,
such asthe Tennessee STAR research.

Scope — In adeparture from previous AY PF
compendiadedicated solely to successful
programs and practices, we decided to
include studiesof large, well-known

programs and relevant federal initiativesthat
fit these criteria, evenif they had mixed or
negativefindings. Another group of
acceptable studieswere qualitativeresearch
that provided avoiceto minorities on the
factorsthat they saw asinfluencing their
academic success.

2. Search Strategies
The search for evaluationsincluded the
following sources:

*

Large databases, including the
Educational Resources Information
Center (ERIC) and library collections.

Internet search of over 50 associations
and research centers dedicated to
education and minorities.

Direct contact with program coordinators,
policymakers, funding officers, and
researchers.

Distribution of flyersrequesting
evaluations during forums, conferences
and similar events.

A request for evaluations posted at the
AY PF web site (http://www.aypf.org).

The search also relied on the expertise of the
project’s Advisory Board to indicate relevant reports
and researcherswho specialized inthisfield.

3. TheReview Process
Thewritten summaries passed through areview
processdivided into four steps:

*

Internal review — The editorial team
reviewed all summaries, making comments,
and suggesting changes or documentsto be
eliminated.

External review — The summaries approved
inthisfirst review were then sent to an
external reviewer to assess once morethe
quality of theresearch, propose
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improvements, and suggest further
elimination of weaker documents. Atthis
stage, members of the Advisory Board also
had the opportunity to read the summaries
and make comments and suggestions.

Researchers’ review — After another round
of editing, the summarieswere provided to
all the program evaluators and directorsto
review for accuracy.

+ Final review — The AY PF directors and the
editorial team read the summariesonce
morefor final editing and approval.

Of the more than 200 documents reviewed, 38
madethefinal cut. Althoughthisreportisa
collaborative effort, it should bereiterated that the
final decision on which summariestoinclude and
the opinions expressed in thereport arethe sole
responsibility of AY PF.
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Chapter 1: Achievement for All?

Schooling isatop concern of many Americans,
including the subject of presidential and legidative
debates. No matter how wide ranging theissue, the
overriding questionis. “How canweraise academic
achievement?’

Thisquestion has been approached with increasing
gusto since the 1983 A Nation at Risk? report
decried “mediocrity” in education and has
intensified after resultsfrom the Third I nternational
M athematics and Science Study (TIM SS) showed
U.S. studentstrailing students from other devel oped
nations. The reaction has been aheightened interest
in testing student achievement and aflurry of
education reforms, many of which have not been
subjected to strict analysisand rigorous eval uation.

We know from a number of indicatorsthat progress
isbeing madein advancing academic achievement
in American schools. 1n 2000, Do You Know the
Good News about American Education? reported
positiveinformation about our public schools,
including decreasesin high school dropout rates;
increasesin the number of studentstaking more
challenging courses; improvementsin mathematics
and science achievement; increased SAT and ACT
test scores; more studentstaking Advanced
Placement classes; more students going on to higher
education; and more Americans completing four-
year college degrees.?

However, there is evidence that these gains are not
evenly distributed across populations of students.
Arehigher averageindicators hiding pockets of low
performance or large gapsin achievement? While
thisquestion isrelevant to many categories of
students (e.g. across gender, socio-economic status
and disability status) the focusof thispublicationis
onracia and ethnic minorities.

Are we keeping the promise?
In effect, A Nation at Risk set the bar of high

achievement—" Our goal must beto develop the
talentsof all totheir fullest.” It also provided the

cavest: “that apublic commitment to excellence
and educational reform must [not] be made at the
expense of astrong public commitment to the
equitabletreatment of our diverse population.”
Finaly, it honed in on the repercussions of failureto
includeall young peoplein these elevated
expectations. The concern with excellencewas
maintained in the educational |egid ation that
followed, including the Goal s 2000: Educate
American Act, the Improving America’s Schools
Act and others. States have aso enacted |egislation
requiring high standardsfor all studentsand more
accountability for public schools.

The question is, are we keeping the promise?—a
promise echoed over and again in challengesto
“leaveno child behind” and reflected in the
collective voice of many education |eadersthat
minority academic achievement may bethe most
important educational and social issue of the
century.®

Despite the encouraging stati stics on educational
achievement for young peoplein the aggregate,
thereisno denying that, for the majority of African
American, Latino and Native American youthin the
United States, the educational systemisnot fulfilling
itspromise. Infact, when datais disaggregated by
race or ethnicity, disparities appear. Assessments of
kindergartenersalready show that African American
and Latino children are over-represented in the
lowest quartiles of achievement tests.*

Asminority children movethrough their school
years, the differences persist. For the past 30 years,
minorities (except for Asians) have scored
consistently lower than whiteson all National
Assessment of Educational Progress (NAEP) tests.®
For instance, the average 1975 NAEP reading
scoresfor 9-year-old African American and Latino
students were about 30 pointslower than the
average scoresfor white students. After some
improvement in the early 1980s, the gap in 1996
increased again, asshownin Figure 1. For 17-year-
old students, the 1980s represented a period of
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Fig. 1 - Average NAEP reading scores
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Fig. 2 - Average NAEP reading scores
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improvement, with gapsin average scoresbeing
reduced by 40 pointsfor African Americansand
morethan 20 pointsfor Latinos, but again falling,
although less sharply, inthe 1990s (Figure 2).

It istrue though that more Americans are graduating
from high school now than 30 years ago, and the
graduation gap between white and minority students
has narrowed significantly. In 1971, 82% of whites
intheir mid-twenties had graduated from high
school compared to 59% of African Americansand
48% of Latinos. In 1999, white and African
American high school graduation rateswere much
closer at 93% and 89%, respectively. However, the
Latino high school graduation rate still lagsfar
behind both white and African American high
school graduation rates at 62%.°

Similarly, SAT scoresreveal anincreasein minority
academic achievement in recent years, yet agap
remains. Thegapislargest for African American
students, whose mean scores on the math and
verbal sectionsof the SAT are approximately 100
points lower than the mean score of white students.
L atino and Native American students have less of a
gap, between 45 and 75 points lower than the mean

score of white students. Asian students outscore
white students by 35 points on the math test, but
have a mean that is about 30 points lower on the
verbal test.’

Although college accessfor minority students has
increased in the past 30 years, an achievement gap
still remains. Between 1971 and 1999, the
percentage of white high school graduateswho
completed abachelor’sdegree or higher increased
13%, from 23.1% to 36.1%. In this same period,
theincreasewasonly 5% for African Americans,
from 11.5% to 16.9%, and 4% for Latinos, from
10.5%t0 14.4%.8 AsFigure 3indicates, in 1999
whitesweretwiceaslikely to obtain abachelor’s
degreethan their African American and Latino
peers. Asiansout-performed all other subgroupsin
the compl etion of postsecondary degrees, except for
the associate’ sdegree.

In summary, minority youth have showed steady
gainsin many academic indicatorsin the past
decades, but they still have along way to goto
reach parity with their white peers. Explanations
about the reasons for this discrepancy are many and
agreementsarefew. On average, minoritiesare
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Fig. 3 - Percentage of population 25 years
and older with postsecondary education by

race-ethnicity (1999)
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starting from much lower baselines, at least in part a
reflection of long years of segregation and
discrimination. Inequalitiesinincome, school
resources, and the quality of teachers have also
been frequently cited. A discussion onthe many
theories about the academic achievement gapis
beyond the scope of this report. However, asthis
publication shows, when programs and policies
emphasi ze academic achievement and provide
quality supports, minority youthriseto the
occasion.

Master's

Why is minority academic achievement
such an important issue?

Although non-L atino whites constitute more than
70% of thetotal U.S. population,® the term
“minority” disguisesthefact that the proportion of
non-white studentsin America s public schoolsis
rising and already representsthe majority of
studentsin many localities. AsFigure4indicates,
between 1972 and 1998, the proportion of minority
studentsin public schoolsincreased from 22%to
38%. For Latinos, the proportion morethan

doubled from 6% to 15%. Enrollment varies
according to regions and in the West and South
minoritiesalready constitute 47% and 45% of the
student population. Theincreasein the proportion

of “minority” youth meansthat the prosperity of the
nation will beincreasingly dependent onthe
knowledge and contributions of minority young

people.

From speculations about our nation’s poor
performance oninternational tests of knowledgeto
areal lack of skilled workers, it isincreasingly
apparent that every American counts. Asthe
United States turns overseas to recruit more and
moreworkersfor highly skilled job openings, we
abandon our own undereducated youth at our own

peril.

Moreover, failureto deliver on the educational
promise only alienates young peoplefrom schools
and other socia institutions. For example, asKati
Haycock, Director of Education Trust comments,
“Many young people aretotally undone by the gaps
between high school and college. They do
everything their high schoolstell themtodoto get a
diploma. But when they show up at even the local

( Fig. 4 - Percentage of public school )

students enrolled in grades K-12 who are
minorities by region. October 1972-1999.
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community college, they do not have the knowledge
and skillsnecessary to begin credit-bearing courses.” 1

Over-represented among the poor, minority youth
are often in schools with the fewest resources, the
least qualified teachers, and theleast challenging
curricula. Low-level achievement leadstoless
prestigious employment, lower wages, and poorer
housing conditions served by the poorest schools.
Thiscycle, well known to many minority families,
further contributesto afeeling that school haslittle
promisefor change.

New research ismore hopeful that decreasing the
educational gap between racial and ethnic minorities
and white Americanswill reduce economic gapsas
well. In 1972, Christopher Jencks argued that
reducing educational inequalitiesin Americawould
not reduce economicinequalities. However, in
1998, thefindings of Jencksand Meredith Phillips
suggest that due to the progress Americahas made
on other social reforms, particularly inthe
workplace, the effect of increasing minority
academic achievement on earningsand other
measures of social equality would be more
substantial thanin 1972. On thetopic of the
academic achievement of African Americans, they
found that “the test score gap between blacks and
whitesturned out to play amuch larger rolein
explaining racial disparitiesin educational attainment
and income than many had realized.” If “racial
equality isAmerica’sgoal,” theauthorswrite,
“reducing the black-white test score gap would
probably do moreto promote this goal than any
other strategy . . .”* Other minoritieswould similarly
benefit from reductionsin the achievement gap.

Where have we documented the gap?

Thefocus on standards and accountability in
educational reform hasled to effortsto disaggregate
dataand sharethe resultswidely. Without this
attention to detail, the public would know less about
thewidth of the minority academic achievement
gap. Accordingto areport from North Carolina,
“thefacts about the ‘ educational condition’ of
minority children have been known by education
leadersfor years. Despite having thefacts, there

hasbeen areluctanceto tell parents, policymakers
and the public the truth about how school s are doing
in educating students of color.” 12

Exposing the gap may force school districtsto
eliminateit. Daniel Domenech, Superintendent of
Fairfax County Public Schools, VA, has stated that
an advantage of Virginia's Standards of Learning
(SOL'’s) has been to pinpoint disparities between
schoolswithin hisdistrict and to help him advocate
for resources targeted to the areas of greatest
educational need.’® Also, thetrend towards
collecting, disaggregating and sharing datahas given
anew empowering tool to youth, parents and
community membersin demanding better school
experiences and outcomes. For thefirsttime,itis
apparent exactly how much minority children are
denied.

While some states have collected enrollment data by
race/ethnicity for years, most arejust beginning to
grapplewith the extent to which educational
inequitiesremain. Texaswasthefirst to report
achievement data publicly and require that schools
show achievement gains not only for the student
population asawhole but a so for each subgroup.

In addition, 2000 was thefirst year in which the
federal Title| compensatory education programs,
designed to addressthe special needsof childrenin
high poverty schools, required all statesto collect
and publicly report disaggregated achievement data
by race and ethnicity.** Individual Titlel school
administrators and teacherswill be held accountable
for ensuring that each racial/ethnic group aswell as
the school asawholeismaking significant
educational progressagainst some external standard
(usually astandardized test based on state standards
of learning).

Asschool districts continueto disaggregate and
make public their achievement data, acomplex
picture of educational differencesisemerging,
wealthy well-resourced suburban communities have
been “shocked” to discover that evenin their
comfortable middle and upper-middle class
communities, with ameasure of economic equality
and high achievement on averagefor their youth,
goals of academic achievement for all have not
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been met. For instance, a suburban New York
school district, with areputation for diversity and
tolerance, hasrecently released statistics
disaggregated by race. The dataled parents,
African American and white, to accuse the school
district of systemic segregationincluding steering

African American students away from honors

courses and into special education, disciplining them

at disproportionate rates, and allowing their test
scoresto lag far behind those of whitesfor a
decade.®

-
Raising Academic Achievement vs.

Reducing the “Achievement Gap”

Much of the discussion on raising the academic
achievement of minority students focuses on
reducing the “achievement gap” between white
and Asian students, on one hand, and African
American, Latino and Native American students,
on the other. For non-Asian minority students, a
policy that focuses solely on closing the
achievement gap has several pitfalls:

First, gaps may close because the performance
of higher achievers falls, and equity is achieved
through the lowest common denominator.

Second, gaps may stay the same because the
performance of all groups increases. Or, gaps
may also increase, because even though all
groups perform better, the program has a
stronger impact on high achieving groups. For
example, the GE Fund College Bound program
was successful at raising the college enroliment
of all students, but white students experienced
greater gains. Though this was a positive
outcome, it actually increased the college
enrollment gap between white and African
American participants.

Third, focusing on reducing the gap in one state
may obscure pronounced academic achievement
differences between states. For instance, using
2000 NAEP data, reducing the 25 point gap
between Latino and white students in California
would increase Latino scores to 227, only 3 points
above Latino scores in Texas, yet still 19 points
below white scores in Texas (see Table). Therefore,
policymakers should work to decrease minority
academic achievement gaps, while also setting high
academic achievement goals for all youth.

é Average scores of students in selected h
states at the 4" grade 2000 NAEP
mathematics assessment

Race/Ethnicity | TX | CA
White 243 | 227
African American 220 | 191
Latino 224 | 202
Asian/Pacific Idl. 246 | 226
Average 233 | 214

Note: A ten point difference in the test corresponds
roughly to one year of learning.

Source:  National Center for Education Satistics,
The Nation's Report Card. 2000 Mathematics
Assessment, Grade 4 Public School Students.
Percentage of Students and Average Mathematics
Scale Score by Race/Ethnicity. Available at http://
nces.ed.gov/nationsreportcard/naepdata/.

J

Fourth, gaps may appear to close because the
focus has only been on the students still in
school, with no regard for the youth who drop out
of the system. Some educators are concerned
that the use of “high stakes” tests as a graduation
requirement may encourage less prepared youth
to drop out of school, thereby removing them
from the test-taking population.

Finally, the idea of raising academic
achievement recognizes the need for changes,
but says little about the overall quality of the
education provided. The challenge is to define
“quality” education and determine the
benchmarks against which students’ performance
will be evaluated. This discussion merits
continued national attention but is beyond the
scope of this report.
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Chapter 2: Measuring Academic
Achievement

This chapter addresses the question of “what is
happening in programsand initiativesthat aimto
improve the achievement of minority youth?” We
discussthe findings of the 38 eval uations chosen for
thisreport, taking ajourney through the school
experience of minority youth, from early childhood
to postsecondary education. Thereport relieson
measures and indicatorsimposed by states, school
districtsor researchers. Their findings are based on
different populations and varying program
objectivesand strategies. Recognizing these
limitations, no attempt is made to create acommon
denominator to define “success’ or to compare
programs among themselves.

Early Childhood Programs

Overview

Thisreport includesfive summaries of four early
childhood programs. The Abecedarian Project and
High/Scope Perry Preschool were experimental
preschools funded in the 1960s and 1970sto serve
low-income, African American children. Bothare
no longer in operation, although the High/Scope
curriculum isused in preschool s around the country.
Child Parent Centers (CPC) isan ongoing Title |-
funded program with multiple sitesin high-poverty
Chicago neighborhoodsthat are not served by Head
Start. Head Start isafedera program established in
1964 as part of the federal government’s“War on
Poverty.” It provides matching fundsto localities
for comprehensive programsthat offer low-income
children, ages 3to 5, with supports and stimuli to
improvetheir chances of academic success.

All summariesdescribelongitudina studiesof
participants. The evaluationsof the Abecedarian
Project, High/Scope and CPC compare program
participantsto matched control groups, following
the two groups through more than 20 years. The
small sample sizes (except for CPC withasample

size of 1500), determined in part by thelongitudinal
nature of the studies, |eave the conclusions open to
guestions. Whileitisdifficult toidentify precisely
what factorsinfluence anindividual’sbehavior over
20 years, the duration of these evaluations offersa
rareview of the potential impact of early
interventions on participants’ lives. Thetwo Head
Sart evaluationsreview ten yearsof national
databases. The 1995 evaluation compares the
impact of the program for African American and
white children, and the 1999 eval uation compares
Latino and white children.

Analysis

Findingsarequitesimilar inall fiveearly childhood
evaluations. When compared to control groups,
children who attended childhood devel opment
programsare morelikely to remainin school,
complete more years of education, and are less
likely to attend specia education. Attending
Abecedarian, for instance, cut in half the likelihood
of participantsreceiving specia education. Lower
graderetention rates are cited in CPC and Head
Sart. The 1995 Head Sart evaluation refersto a
nearly 50% reductioninthelikelihood that a
program participant will repeat agradein elementary
school. Participation in Head Start wasfound to
cut between one-quarter and one-third of the

L atino-white score gap on the vocabulary, math and
reading sections of the Peabody tests.

Thisimproved schooling may partially explainthe
positive social and work outcomesfor program
participants. High/Scope and CPC evaluations
report adeclinein arrestsfor youth who attended
early childhood programs, while High/Scope and
Abecedarian report that participants, now in their
twenties, have more skilled, better paid jobs. (CPC
reports that men benefit more than women.)
According to the CPC evaluation, longer attendance
produces stronger results.
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In contrast to long-term gains reported in the High/
Scope and Abecedarian studies, the 1995 Head
Sart evaluation found adeclinein the academic
gainsof African American children after leaving the
program. The benefits gained from Head Sart
weregradually lost and, by ageten, African
American participantsretained no gains, whilewhite
participantsstill retained an overall gain of five
percentage points. The evaluators hypothesizethat
differencesin the two sub-groups of children explain
thelossof gains, since African American childrenin
Head Sart are morelikely to be poor, livein poorer
nei ghborhoods and attend schoolswith fewer
resourcesthan their white peers.

Criticscontend that eval uations of early childhood
programs have biased samples, since parentswho
taketime and effort to enroll their childrenin these
programs are already more involved than parents of
children outside the programs. Thismay betrue,
althoughitisaleaptoimaginethat all childrenwho
arenot in early childhood programs have
uninvolved or uninterested parents. Many reasons
affect a parent’s decision not to use an early
childhood program, from lack of programs near
their neighborhoodsto cultural tradition. Asthe
1999 Head Start evaluation found, Puerto Rican
children who remained home did better in school
than those who went to Head Start or other
preschools. Remaining homein this case was not
an indication of inadequate parental motivation or
involvement with thechild. Truerandomized
control-treatment groups bypassthis discussion, but
such groupsaredifficult to defineinred life. Itis
alsotruethat early childhood programs can only do
so much for anindividual’slife and that many other
factorswill contribute to one’s success or failure 20
yearslater.

Even with such caveats, the evaluations of early
childhood programs show astrong pattern: such
programsincrease the chancesfor low-income
children, including minority children, todowell in
school and inlife. Ineducation, asin the health
carefield, investingin preventionisacost-effective
strategy. However, as no health care system can
rely solely on preventive care, no education system
can be satisfied without good K-12 schoolsto

maintain and expand the educational gains of the
early years.

Elementary Through Middle School
Programs

Overview

Themajority of evaluations focused on the early
elementary years, with only afew presenting data
for gradessix to eight. After-school programswere
included in the search for evaluations, but for most
of them, academic achievement was only aminor
focus of abroader social mission, mainly to offer
children asafe and supportive environment. Two
after-school programs had evaluationswith enough
data on academic achievement and strong enough
methodol ogy to justify their inclusion in thisreport:
Boys and Girls Clubs of America (B& GCA) and
Sacramento START.

B& GCAisaprivate, not-for-profit organization with
clubsnationwide. The evaluation focused on an
academic enrichment program offered to school -
aged childrenwholivein public housing projects.
The program showed statistically significant
increases on avariety of measuresfor program
participants. During the 18-month evaluation,
participants school attendancerates nearly doubled
and their average gradesincreased from threeto six
pointsin different subject areas, whilethe
comparison groups showed adeclinein both
measures in the same period. Sacramento START is
an after-school enrichment program for elementary
school childreninlow-income neighborhoods
financed by the City of Sacramento, CA. The
evaluation used school district dataand matched
comparison groups. It showed someimprovements
for all students, with striking improvementsin test
scores for students who had started the program
with thelowest grades.

Among the school programsincluded inthis
category, Calvertisatraditiona, highly structured
elementary school program transplanted from a
predominantly white, middle-class private school
into an all-African American low-income public
school in Baltimore City. The evaluation usesapre/
post-treatment design with three cohorts. Beforeits
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implementation, no first gradein the public school
had scored above the second quartile on the
Maryland statetests. Threeyears|ater, the
percentage of students scoring above the second
quartilewas 42%. For third graders, only 6% had
scored in thethird quartile before the program; one
year later, 38% of the students had reached this
guartile. The program’s 97% attendance rate was
among the highest in the city.

The Chicago Arts Partnership in Education
(CAPE) proposes aninnovative approach tolearning
that involvesartsin all subjects, taught by teams of
teachersand artists. The program targets low-
income K-12 schoolswith large numbers of African
American and Latino students. Theevaluators
found a50% increase in sixth grade scores on the
lowa Test of Basic Skills (ITBS) and nearly atwo-
year increasein thereading level of ninth graders, as
measured by the Test of Achievement and
Proficiency (TAP) for CAPE students between
1992-1998.

KIPP Academies are charter schools that serve low-
income African American and Latino studentsfrom
gradesfiveto nine. The academies offer a
curriculum that focuses on “ high standards’ and
college preparation. Withintwo years, the passing
rates on the Texas Assessment of Academic Skills
(TAAS) for KIPP studentsin Houston, TX,
increased from 33% in mathematics and 63%in
reading to approximately 100%. The KIPP
Academy in the Bronx, New York, has been
frequently rated the highest performing middle
school inthe areain terms of average attendance,
reading and mathematics.

Successfor All isareading program that has
become one of thelargest elementary education
initiativesinthe country. It usessmall reading
groups based on skill level rather than age, one-on-
one tutoring, and a structured school day. Of the
many evaluations of Successfor All, thisreport
includesarecent review of the TAAS database.
Project GRAD isacomprehensive K-12 school -
widereformthat usesamix of strategies, including
Successfor All and others. The evaluation focuses
on Texas schools and comparestest scores for

Project GRAD students with studentsin matched
schools. Urban Elementary Schools reports on nine
schools acrossthe country that areincreasing the
scores or passing rates of minority studentson
different tests, including the TAAS.

All three evaluations show increasesin the
percentage of students passing the TAAS. Success
for All students show higher rates of improvement
in comparison to students statewide, and athree-
fourthsreduction (from 25% to 6%) inthe TAAS
score gap between African American and white
students from 1995 to 1998 (statewide, the gap was
reduced from 25% to 14%). Project GRAD
doubled the TAAS passing rates, particularly in
math. Inaddition, it reduced disciplinary referrals
by 74%. Urban Elementary Schools describes a
school in San Antonio (Baskin Elementary) that
eliminated thegap in passing ratesfor African
Americansand Latinoswithin four years. Another
school in Houston (LoraB. Peck Elementary)
raised passing ratesfor Latino studentson the
writing section of TAASfrom zero to 90%inthe
same period.

Analysis

Unlikethe early childhood programsthat follow
studentsto the next level of schooling, the
elementary through middle school evaluations
appear more compartmentalized, providing
information only within the el ementary through
middle school boundaries. The school adopting the
Calvert Programisshowing incremental
improvementsin the Maryland state test, although
scoresare still below the state' s satisfactory levelsin
all grades and subjects.’* No research on Success
for All wasfound that follows students beyond
elementary school grades. Therefore, it cannot be
determined whether improvement in these test
scoresisreflected in better performance at the high
school level.

In most cases, improvements appear quite modest
whilethedisparitiesin achievement arestriking. Texas
isprobably the only placewhere achievement gaps
between minoritiesand white students are hal ved or
cut even deeper, but these students are being measured
0N passing rates on aminimum competency test.
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Asthereport indicates, many schoolsareworking
hard to improve achievement indicatorsfor all
students and not only aprivileged few. The schools
that areimproving their students’ academic
performance are starting from extremely low levels
and through incremental gains are approaching a
point closer to themiddle. How these programs
affect minority studentswho are already beyond the
middle point isnot clear. Thisobservationisnot a
criticism of those schoolsor their districtsand
states. On the contrary, these schools deserve
kudos and support for making a concerted effort to
rai se the achievement of their students. Moving the
studentsfrom unsatisfactory levelstobasicisa
good start. However, the ultimate objective must be
to bring al students, including minority studentsto
much higher levelsof knowledge.

District or State Initiatives (K-12)

Overview

Amongthelargeinitiativescovered inthisreport are
three statewide projects on reduced class sizes
(Project STARin Tennessee, Project SAGE in
Wisconsin and Class Sze Reduction in California);
the evaluation of three citywide experimentswith
vouchers (Moucher Schools); astatewideinitiative
for Eskimo and Native American studentsin Alaska
Onward to Excellence/Alaska Rural Systemic
Initiative; areview of the statewide accountability
reformin Texas, focusing on four school districts
(Texas School Reform); acompilation of dataon 48
urban public school systems nationwide (City
Schools); and adistrict wideinitiativetoimprove
the academic achievement of African American
studentsin North Carolina (Chapel Hill-Carrboro
City Schoals).

Project STAR was a groundbreaking study on the
impact of reduced class size on academic
achievement, mandated by the Tennesseelegislature
in1985. Theevauationinvolved 7,500 childrenin
grades 1 to 3 and compared children taught in
classes of 17 students per teacher with childrenin
larger classeswith and without ateacher’saide.
Evaluatorsfound that studentsin small classesdid

better than both control groupson all tests. The
effect size of small classeson African American
students was double that of white students. A
follow-up study of Project STARfollowed
participants from grades 4 through 6 and reported
ongoing, albeit small gains (effect sizesof 0.2 or
less) for studentswho weretaught in small classes.
(See Glossary for an explanation of “effect size.”)

A decadelater, Wisconsinimplemented the SAGE
project, apilot study involving more than 3,000
kindergartnersand first gradersstatewide. In
addition to using acontrol group in regular
classrooms (30 students), the evaluation also
compared different strategiesto reduce student-to-
teacher ratio, small classes being one of them. As
with the Project STAR, evaluatorsfound increases
intest scoresfor all students, particularly African
American studentsin thefirst year of the project.

In the second year though, the score gap between
African American and white students had increased
again. Different from Project STAR, the SAGE
evaluation found that score gainswere not limited to
small classes. Other strategiesthat reduced student-
to-teacher ratio, such asteam teaching or floating
teachers, were equally effective.

Unlike Wisconsin and Tennessee, Californiadecided
toforgo apilot program; instead, launching a
massive, statewide Class S ze Reduction (CSR)
initiative that affected approximately 1.8 million
students by itsthird school year of implementation
in 1998-99. The state funded theinitiative on aper
pupil basisonly after small classeshad been
implemented. Therefore, inthefirst years of
implementation, schoolsthat did not havethe
facilitiesto create small classes—often high-poverty
schoolswith large popul ations of minority
students—received an average of $100 less per
student than wealthier, predominantly white schools.
When these schoolsdid create new classrooms,

they often did so at the expense of existing facilities
used for special education, child-care, music, art,
computersand libraries. After threeyears, the
evaluatorsnoted small (but statistically significant)
achievement gains, with no differential impact for
minorities.
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School Vouchersanalyzesthree privately funded
experimentsto test theimpact of voucherson
studentsin urban school districtswith high
percentages of minority youth (Dayton, OH, New
York City and Washington, D.C.). The vouchers,
awarded by alottery system, covered only part of
the private school tuition with the recipients
families paying for theremaining tuition costs.
African Americans constituted about 70% of the
approximately 3000 studentswho received vouchers
inthethree experiments. Using the California
Achievement Test (CAT) as the measure of student
performance, the evaluators found areduction for
voucher recipients of approximately one-third of the
test score gap between African American and white
students. There was no positive or negative effect
of statistical significancefor any other ethnic group
inthe study. When controlling for family
background, the overall difference between voucher
and non-voucher studentswas not significant in
Dayton and New York City,'” but was significant at
the.Ollevel inD.C.

The Alaska Onward to Excellence/Alaska Rural
Systemic Initiative began a decade ago through a
partnership between public schools, universities, and
Eskimo and Native American communitiesin rural
Alaska. Most participant districtsinvolve small
fishing villageswith difficult access. The project
incorporated the cultural traditions of the native
popul ation with an academically demanding
curriculum. One of the eval uations comparesthe
scores of studentsin asingle project district on a
number of standardized tests (ITBS, CAT, ACT) to
scores statewide, where white students are the
majority. A ten-year trend analysisverified asteady
increasein all standardized test scoresfor
participating students. Inthe ACT test, for
instance, the district experienced anincreaseinthe
number of seniorstaking the test and areduction of
about 14% in the score gap between local seniors
and the state average. The percentage of project
students attending college rose from 10%in 1988-
89 to 50% in 1996-97.

Texasrequiresthat a specific percentage of students
in each school passthe state assessment in reading,

writing and mathematics skills. Schoolsthat do not
attain this percentagerisk losing their state
accreditation. As part of the state reform, an
emphasi s has been given to monitoring the
performance of minority students. The Texas
School Reformsummary coversfour school districts
with diverse populations. TAAS passing rates
increased for all studentsinthefour districts, but
theincreasefor African Americansand Latinoswas
steeper. Forinstance, inthe Aldinedistrict, with
83% minority students, between 1994 and 1999,
passing ratesfor African Americansamost doubled
(from 36% to 73%) and the rate for Latinos
increased by 63% (from 49% to 80%). In the same
period, white students' passing ratesincreased by
29%, from 68% to 88%. Similar findingsare
shown for the other districts. Evaluatorsdid not
highlight strategies devel oped by thedistricts,
emphasi zing therole of the state accountability
system asthe catalyst for change.

The City Schools compilation cites anumber of
urban school districtsin Texas and elsewherethat
haveimproved academicindicatorsfor minority
students. Theseindicatorsrangefrom moving
students up to basic levels of performance (such as
passingthe TAAS), to earning higher-level diplomas,
to reading at or above gradelevel. El Paso cut by
half the gap in TAAS passing rates between African
American and white students and Fort Worth
reduced the passing rate gap between Latino and
white students by 42%. The El Paso school did not
adopt any special policy, while the Fort Worth
school adopted a series of strategieswith emphasis
on professional development and support.

Memphis school s doubled the number of African
American students earning honors diplomas after
thedistrict eliminated lower level coursesinthe
curricula. Boston schoolsincreased the percentage
of African American students scoring at the basic
levelsin the Stanford-9 tests after raising academic
standards became apriority for thedistrict in every
subject and every grade. Charlotte schoolsalso
increased the percentage of African American
studentsreading at or above grade level after the
district adopted achievement goalsto reduce
disparitiesin academic achievement.
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Recognizing that their African American students
werelagging academically, Chapel Hill-Carrboro
City Schools (CHCCS) formed a“Blue Ribbon
Panel” to analyze the problem and propose
recommendations. Composed of school
administrators, teachers, parents, and students, the
panel presented amultifaceted plan that
incorporated nationally known programslike
Reading Recovery and AVID, and homegrown
solutionslike*“ Sister-to-Sister” (amentoring
program that pairs minority women in the nearby
medical school with African Americanfemalehigh
school students). Theresultsfor the African
American students were mixed, with large
increases in the mathematics scores, but lower
increases, and even some decreases, in the
writing assessments. After one year, the
academic gap between African American and
white students was still noteworthy. For instance,
93% of the white tenth graders achieved
proficient reading scores on the state test,
compared to only 43% of their African American
peers. However, the reform promoted a four-fold
increase in the percentage of African American
studentsin Gifted and Talented programs (from
2% to 8%).

Analysis

Aswasfound in the previous category, the data
indicate that minority students start from aposition
of serious academic disadvantage and must walk a
long path before they can reach basic levels of
competency. Theaccountability movement has
pushed these differencesto the front stage. The
condition of public schoals, particularly funding
differentialsthat lead to large class sizes, low
teacher pay, lack of support or unprepared teachers
may explain some of the large gaps between
students at the high end (generally white middle
class) and thelow end (generally low-income
minority) of the achievement spectrum.

Itisalso possiblethat even at very early ages,
society creates stereotypes about studentswho can
succeed and those who cannot, and future
interactionsin school will be based upon these

stereotypes. Asindicated in Chicanosin Higher
Education, which reports on interviewswith 50
Mexican American professionalswith MD, PhD or
JD degrees, poor minority students do not fit the
idealized image of the successful, college-bound
student. Teachers and counselors often tell these
studentsthat they cannot succeed and should not
take challenging coursesor apply to challenging
schools. 1t took ahighly focused and publicized
reform for Chapel Hill teachersto find a“ new
group” of African American students ableto attend
Gifted and Talented classes, when these students
had probably been ready for such a program for
many years. Teacher preparatory schools should
seriously examinetheir rolein helping teachersto
overcome such stereotyping behavior.

Thefact that schools across the country areraising
the scores of students, including minority students,
on different testsis commendable. It bringsthe
hope that someday achievement gaps based on race
or ethnicity will be only amemory. However, in
fairnessto the children, anote of caution must be
sounded. By relying solely on test scores, these
evaluations and reports miss other indicatorsthat
provideimportant information on academic
achievement, including: dropout, expulsion and
retention rates; referral to special education; and
curriculum changesthat may be occurring dueto an
emphasison tests, such asthe elimination of “non-
testable” subjects (like music and art), or an
emphasison “testable” subjects at the expense of
broader content. Moreover, since no follow-up of
graduatesisincluded (except for the Alaskareform),
nothing isknown about what happenswith students
from these districts or states after they leave K-12
schools. Texas, for instance, despite its success
with TAAS, ranks 34" among 50 states and the
District of Columbiafor the percentage of graduates
who go immediately on to two- or four-year
colleges, and 45" on the percentage of graduates
who enrall in college within four years of
graduation.’® The debate on how to measure
student achievement and the type of education that
the country needs are essential components of the
discussion onimproving the academic achievement
of minority youth.
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High School/Transition Programs

Overview

Thiscategory reflectsamix of whole school
programs and add-on interventionsthat proposeto
facilitate college accessfor studentsunder-
represented in postsecondary institutions, that is,
low-income, minority students and studentswith
“average” academic performance. Three are four-
year, school-based programs geared toward students
with agrade point average of C or better and who
are motivated to pursue postsecondary education.
All three programs have large proportions (80% or
more) of minority students and require studentsto
enroll in academically demanding courses.

AVID isanationwide program that targets C-
average studentswho would bethefirst in their
familiesto attend college. AVID offersone-on-one
tutoring by college students, workshop classeson
study skillsand other supports. High School
Puenteaimsto increase L atino participationin
higher education by raising student skillsand
aspirationsthrough critical thinking and writing
assignments, college counseling and mentoring.
Gateway to Higher EducationisaNew York City
program with an emphasison careersin science,
medicine, and technol ogy serving 95% minority
students. To enter Gateway, students must score at
least at the 50th percentile on New York City’s
math and reading tests, have regular attendance, and
GPA’s of 80 or better (on a 100-point scale).
Summer and Saturday enrichment programs,
tutoring and internships are some of Gateway's
strategies.

Three other evaluations describe high school
programswith a college focus but do not mention
selection criteria: Dareto Dream, Equity 2000 and
GE Fund College Bound. Dareto Dreamincludes
projectsthat propose agreater rolefor school
counsel orsin keeping postsecondary options open
for all students, including those who are considered
at high-risk for school failure. The schoolsinvolved
inthe project werelocated in poor neighborhoods,
with large proportions of minority students, and low
levels of academic achievement. Equity 2000isa
whole school reform that requiresall studentsto

take advanced mathematics courseswhilein high
school. The program provides extra support to
studentsthrough voluntary Saturday math
academies and summer math programs. Minorities
make up 72% of Equity 2000 participants. Like
Equity 2000, the GE Fund College Bound provides
block grantsto schoolsand communitiesto institute
programsthat increase college access. Unlike
Equity 2000, however, the GE Fund College Bound
allowsfor greater flexibility inthe strategies used by
the grantee schools.

Career Academiesistheonly representativeinthis
report of high school programs dedicated to
preparing studentsfor fulfilling careersthat are not
necessarily dependent on acollege degree. Career
Academies are school s-within-school sthat offer
students an integrated academic and occupational
curriculum and work-based | earning experiences.
More than 50% of the studentsin the Academies
studied were Latinos and 84% had GPAs of 2.1 and
above.

The evauation of | Have a Dream (IHAD) includes
two Chicago programs, one predominantly L atino
and another 100% African American. IHAD
connectslow-income, inner city public school sixth
graderswith wealthy sponsorswho provide
mentorship and supportsto help the youth pursue
postsecondary education. The program offerslong-
term relationshipsfrom sixth grade until high school
graduation, or evenlonger. LikelHAD,

Philadel phia’s Sponsor-A-Scholar program provides
academic supportsto economically or academically
disadvantaged high school studentswith B or C
average gradeswho want to attend college. Inthis
evaluation, 93% of participantswere minorities of
whom 76% were African American. The program
matches these youth with trained mentors who
accompany them from ninth grade through the
freshman collegeyear. Both IHAD and Sponsor-A-
Scholar offer financial help to participantsto defray
tuition costs.

Upward Bound operates parallel to theregular four-
year high school, with students participating in after-
school and Saturday classes often on college
campuses. Upward Bound isthe oldest of a set of
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TRIO initiatives established by the Higher
Education Act of 1965. TRIO programsaim at
hel ping low-income and first generation college
students enter and successfully complete
postsecondary education. Thisnational evaluation
covers 67 siteswith approximately 1,500
participants. Nationwide, half of the Upward
Bound participantsare African American, 22% are
Latino and 21% white.

Analysis

Unlikethe elementary school program eval uations,
and despite theincreasing numbers of high schools
requiring standardized testsfor graduation, the high
school evaluationshad little emphasison test
scores.® The broader range of academic
achievement measures examined offersabetter
perspective of what isactually happening with
students. Most documentsinclude dataon high
school graduation and creditstaken. A few have
data on college entrance tests, such asthe SAT and
AP, and dropout rates. Follow-upismostly limited
to college enrollment, but GE Fund College Bound
has data on college retention and Gateway for
Higher Education collects college graduation
information.

All three programsthat indicate sometype of
selection criteriafor admission show good results,
suggesting that alarge group of C average students
are ready to move up the academic ladder if
provided adequate supports. AVID students
maintain an average GPA of 2.94 and a 95% college
enrollment rate. African American, Asian and L atino
AVID students have disproportionately high
enrollment ratesin the California State and the
University of Californiasystems. High School
Puente students, in relation to a matched
comparison group, were morelikely to take college
entrance tests (SAT, ACT), complete more high
school credits, and attend college, particularly four-
year colleges, although no statistical differences
were found in dropout rates and grade point average
(GPA). Thelack of differencein grades may reflect
the fact that Puente students attend more
academically demanding coursesthan the control
group. African American studentsin Gateway are
morelikely to take chemistry and physicsin high

school than African American high school graduates
nationwide. They arealso morelikely to have
higher SAT scores. A 1996 survey with 330
Gateway alumni reveal ed that 74% had graduated or
would graduate from four-year collegesor
universitieswithin five years and 59% had remained
in ascience-related major or profession.

Themajority of programsfeatured in thisreport did
not include cost data, but cost information was
availablefor these three programs. The annual cost
per student for Gateway in 1997 was $1,600 above
the mean per pupil expenditurein New York City.
The state’sannual per pupil expenditurefor High
School Puente was $480, but training costs were
partially subsidized by the University of California.
The average cost of AVID for schoolsand districts
in Year One per student per year outside of
Californiais $540 (about $3 per day). By year
three, the cost drops, on average, to under adollar
per student per day. In California, where AVID isa
state-supported program with 11 regional centers,
the average cost of AVID for schoolsand districtsis
about $180 per student per year.

Of the programsthat do not indicate admission
criteria, most Dareto Dream high schoolsdoubled
the enrollment of African American and/or Latino
studentsin Advanced Placement and college
preparatory courses (the report did not publish
passing rates). Districts adopting the Equity 2000
program also showed increased enrollment of
minority studentsin college gateway courses.
However, passing ratesin these courses did not
increase accordingly. The number of students
taking college entrance exams (SAT, ACT)
increased in all GE Fund College Bound schools
after five years, but the program had little impact on
test scores, high school graduation rates, or dropout
rates. When compared to anational database, GE
Fund students, particularly Latino students, had
higher college enrollment and retention rates. The
evaluation of Career Academiesfound statistically
significant improvementsfor studentswho had
entered the program with high risk of school failure
but not for those in the middle and low risk
categories (see the summary’s methodol ogy for an
explanation of therisk categories).
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Evaluators of | Have a Dream used a matched
group of studentstaken from other sixth grade
classesin the same schoolsasIHAD participants.
Participantsweretwice aslikely to graduate from
high school and threetimesmorelikely to enroll in
college than the comparison group. The Sponsor-A-
Scholar evaluation examinesasampleof high
school graduates from 1993 through 1997. The
samplewasdivided into matched sub-groups of
program partici pants and non-participantsand
compared interms of GPAsand college enrollment
oneyear and two years after high school graduation.
In general, program students had statistically
significant higher GPA and enrollment ratesthan
non-participants. Gainswere higher for students
who started the programswith lower grades, stayed
in the program longer, and met more frequently with
their mentors.

For Upward Bound, program participantswere
compared to amatched control group. Differences
between the two groupswere not statistically
significant for average GPA and enroliment in
postsecondary institutions (including vocational/
technical schools). Latino and white participants
earned two more high school creditsthan peersin
the control group while African Americans earned
more Advanced Placement credits. Resultswere
correlated to timein the program and expectation
about attending college at the onset of the program.
Thelonger the student remained in the program and
thelower theinitial expectation, the stronger the
results. However, more than 55% of the
participants|eft the program before high school
graduation, afinding evaluators attributed to
students’ needsfor paid employment competing
with Upward Bound's after-school and Saturday
classes.

Overall, programsthat provide extraattention and
supportsto high school students, particularly those
who average C or better, are succeeding in moving
them to postsecondary education. The majority of
the evaluations do not describe what happenswhen
the students get to the next level. However, afew
do: GE Fund College Bound students have higher
collegeretention rates; asmall group of Gateway
students show high college graduation rates; and

Upward Bound students are lesslikely to need
remedia classeswhilein college.

Postsecondary School Programs

Despite theintensive search for eval uations of
postsecondary programsthat serve minority
students and disaggregated the data, few studies
were found and most of them were not evaluations,
but descriptivereports. At the beginning of the
search, we contacted alarge number of

organi zationsthat provide college scholarshipsfor
minority youth. None had evaluations. We
received suggestionsand indications about “ great
studies’ being donein one state or another, only to
find that these studies would not meet the
acceptancecriteriafor rigorousevaluations
disaggregated by race or ethnicity. The landscape
of evaluations of postsecondary interventionsfor
minority studentswith disaggregated dataisasarid
as the programs are numerous.

The six postsecondary reports are examples of the
variety of programsthat are being implemented at
the postsecondary level to help minority students
break the barrier of the K-12 years and enter higher
education. Three summaries describe programsthat
support minority students at different pointsaong
thejourney through college and graduate school :
the Emerging Scholars Program (ESP) helps
undergraduatesto remainin college; the Puerto
Rico Louis Stokes Alliance for Minority
Participation (PR-LSAMP) offers support for
women and minorities pursuing graduate degrees;
and Compact for Faculty Diversity provides a
bridge for minority studentsasthey completetheir
doctorates and enter college or university teaching
positions. While Compact does not emphasizea
particular specialization or field, both ESP and PR-
LSAMP focus on the fields of mathematics, sciences
and engineering, whereminoritieshave been
traditionally under-represented. Two studiesfocusing
on Higtorically Black Colleges and Universitiesand
Tribal Collegesoffer descriptive dataon therole of
theseingtitutionsin thelivesof African Americansand
Native Americans. Chicanosin Higher Educationis
an exampleof anumber of quditative studiesthat
provideavoiceto minority individualsand shed
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somelight on factorsthat influencetheir
professional success.

The Emerging Scholars Program (ESP) was
initially developed at the University of California, in
the 1970s, to improve the retention and success of
minority studentswho enter mathematics-related
majors. Currently operating under several different
namesin over 100 universities across the country,
the basic ESP model utilizes extended discussion
seminarsand small study groupsto help students
succeed in the cal culus course sequence at the
beginning of their majors. With additional professor
and peer support, these studentsform small learning
communitiesthat work asteams. Evaluationsin
Texasand Wisconsin reveal ed that ESP students
weretwo to fivetimes morelikely to get Asand Bs
in calculusthan their peers outsidethe program. A
study at the California Polytechnic Institute showed
that only 15% of ESP students had changed majors
or left college within three years, compared with
52% of the students in a control group. They were
also morelikely to complete their mathematics
reguirement one academic quarter earlier than the
control group.

The Puerto Rico Louis Sokes Alliance for
Minority Participation (PR-LSAMP), funded by
the National Science Foundation and thefederal
government, hasadual goal: to foster the
involvement of women and minoritiesin thefields
of mathematics, science, and engineering; and to
promoteinnovativeteaching strategiesthat improve
students’ performanceinthosefields. Accordingto
thereport, of all bachelor’s degreesin science, math
and engineering earned by LatinosintheU.S.in
1997, 25% went to PR-LSAMP students. From
1993 to 1998, PR-LSAMP students earned 11% of
engineering PhDsand 17% of natural science PhDs
received by L atinos nationwide.

Compact for Faculty Diversity isaconsortium of
regional education organizationsand universitiesthat
providesfinancial support and a peer network for
minority graduate students. The Compact’sannual
Institute for Teaching and Mentoring bringstogether
minority graduate studentsand professorsfrom
acrossthe country to discuss possibilitiesand pitfalls

in theworld of higher education. Of the 435
scholars served by the program, 92% had
completed or were continuing their degrees. Of the
Compact alumni who had earned a PhD, 70% were
intenure-track faculty positionsand 18% werein
post-doctoral positions. Aswith the ESP model,
Compact promotesasmall supportive community of
peersand professionalsthat guidesthe graduate
studentsinto careersin higher education.

Historically minority-serving institutions continueto
play acrucial rolein minority higher education, and
thisreport includes studies of Historically Black
Colleges and Universities (HBCUs) and Tribal
Colleges.# The study of HBCUs shows that
HBCUsgraduate more African American students
than other institutions. Inthe mid-1990s, 21% of all
African American undergraduates attended HBCUS s,
but 28% of African American graduatesgot their
degreesfrom HBCUs and 33% of the African
American college studentstaking the Graduate
Record Examination came from HBCUs.

Tribal Colleges' original purposewasto facilitate
accessto higher education for Native Americans
living on reservations and to provide educational
opportunitieswithout forcing assimilation into
mainstream white culture. Today, there are 33
Tribal Colleges serving more than 10,000 Native
American students. Tribal Colleges have an
important rolein diversifying faculty composition.
Compared to other institutions of higher education
that employ on averagelessthan 1% Native
American faculty and staff, 30% of the faculty and
70% of the staff at Tribal Colleges are Native
Americans.

Chicanos in Higher Education reports on
interviewswith 50 Mexican American professionals
with MD, PhD or JD degrees. All camefrom low-
income, immigrant families, composed mostly of
farm workers and other unskilled laborers. Most
began school with Spanish astheir primary
language, yet al completed adoctora-level
education from the country’ smost prestigious
institutions. Theinterviewees stressed the
importance of supportive parentsand afamily
environment that was conducivetolearning. At
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least half cited the presence of acaring adult outside
the family who functioned as amentor, encouraging
and prodding them toward academic success.
Though most of them eventually got into college
preparatory programsin high school, they had to
fight asystem that insisted on tracking theminto
lessdemanding curricula. Latino recruitment
programs, scholarshipsfor high-achieving scholars,
stipendsfor low-income students, and alot of hard
work completethelist of factorsthat, according to
theinterviewees, contributed to their success.

Conclusion

All the selected evaluations of early childhood
programsincluded follow-up, and some of them for
substantial time periods. They aso provided a
variety of datato indicate that these programs are
attaining their objectivesof providing low-income
children, including minority children, with more
resourcesto succeed in later years. The evaluations
of K-8 programsand district or statewide school
initiatives have alimited focus on test scores. They
tell usthat many schoolsand states areraising the
scores of minority students on different testsor are
raising their passing ratesin thesetests. What this
representsfor the children’sfutureisnot clear.

However, it must be emphasized that, at |east the
programsand initiativesareraising thesechildren’s
scoresand passing rates. Doing nothing would be
much worse. Rather than being a criticism of the
existing data, thiscomment representsalonging for
more data.

The evaluations of the high school programs
diversify their measures. Althoughlittleissaid
about students' test scores, the information indicates
that minority studentsin those programsare, in
general, graduating from high school and goingto
collegein greater numbers. The summarieson
postsecondary education end this chapter with a
message of hope, showing minoritieswho are
succeeding in demanding careers, such asthose
related to sciences, mathematics and technol ogy,

and attaining faculty positionsin universities. This
message cannot be missed, because, asthe
summary on Chicanos in Higher Education
suggests, many of those successful youth start their
school yearsinthe“high risk” category. Onthe
whole, the summariesin thisreport highlight the fact
that no student should be discounted as alost cause.
The opportunities and supports necessary to achieve
success at the highest level s of our educational
system must beavailabletoall.
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Chapter 3: The Search for the
“Magic Bullet”

What makes programs successful ? What do they
offer so that young peopl e challenge themsel ves and
succeed? These questions are at the core of this
report asthey werein AY PF stwo previous
compendiaand of amore recent AY PF report,
Raising Academic Achievement: A Sudy of 20
Successful Programs.? That report identified five
overarching strategies shared by programsthat
raised academic achievement:

+ High standardsfor participants, programs and
staff, including strategiesthat ensured the
quality of implementation, and demanded high
performance from youth and staff alike.

+ Personalized attention, that is, strategiesthat
enabl e the staff to know the program
participants asindividual s, with unique needs,
strengths and weaknesses.

+ |nnovative structures where the needs of the
students, rather than tradition or bureaucracy,
guidetheteaching/learning process.

+ Experiential learning, bridging school and

society.

¢ Long-termsupport that gave youth timeto
create trust and devel op stabl e rel ationships and
supports.

For thisreport, the same analytical processwas
used. A matrix was created with the program
components and “ contributing factors” ascited in
the evaluations and program literature. Through a
process of coding, thedifferencesand similarities
among componentswere highlighted and/or
aggregated into categories, until agroup of ten
strategies remained that were shared by nine or
more of the programs. In contrast to the previous

reportsthat focused solely on “ successful”
programs, thisreport includes programsthat have
both positive and negativefindings. Weincludeall
evaluationsintheanalysis, regardlessof findings, in
an attempt to understand whether good results can
be attributed to specific components, to aspecific
mix of components, or to some other variable that
meritsfurther investigation. In the case of reports
describing different programs, the shared strategies
cited in the documentswere a so included.

The overarching strategiesfound in Raising
Academic Achievement are again reflected in this
report except for “ Experiential Learning,” whichis
cited only oncein connection with the Career
Academies summary. “High Standards’ is
represented here by the three most frequent
components: program quality, academically
demanding curriculaand professional development.
“Personalized Attention” isdiscussed in two
contexts: school strategiesto reduce the student-to-
teacher ratio and strategiesto provide youth with
extra, individualized supports. Thetwo remaining
overarching strategies, “Innovative Structures’ and
“Long-term Supports,” are also represented.

This chapter discussesthe strategies used by
programswhose eval uations we have summarized.
However, afew words of caution must be shared.
First, no “magic bullet” wasfound, that is, no one
strategy is common to all programs that have
good findings. Second, the sampleislimited to 38
reports, several of which havelessthan stellar
evaluations. Therefore, thesefindings should be
considered asguidelinesfor further inquiry rather
than prescriptionsfor success.

Theten most frequent strategiesidentified inthis
report are listed below from most to least frequently
cited inthe program eval uations:
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Program quality

Academically demanding curriculum
Professional development

Family involvement

Reduced student-to-teacher ratios
Individualized supports

Extended learningtime

Community involvement

L ong-term supportsfor youth
Scholarshipsand/or financial support

® 6 6 6 6 6 0 0 0

Program Quality

“High standards’ isacatch phraseintoday’s
education policy debates. Virtually all programs
affirm their commitment to “ high standards”

without defining the concept. AY PF s perspectiveis
that high standards must include aconcern with the
quality of the program and its staff before demands
are made from participants. Quality of
implementation, leadership and accountability are
three essential strategiesthat help ensure high
program standards.

Quality of implementation

The quality of implementation isdemonstrated
through careful planning and timely and efficient
resourcesthat are targeted to specific goals. For a
school to receive certification asan AVID center, it
must fulfill aseriesof requisites, including training
for the site administrator, program coordinator,
teachers and tutors; identification of resourcesfor
implementation and sustainability; selection of
students; and integration between the program and
the regular school day. When the Calvert Program
was introduced at the Woodson School, afull-time
coordinator was hired to overseeimplementation of
the program and its daily operations. GE Fund
College Bound stressesthe substantial size and
long-term support of its GE Fund grants—at | east
$250,000 for five years—as giving adequate time
and resourcesto plan and implement the reforms
necessary to improve school-wide academic
achievement. Evaluators note that one reason that
Class Sze Reduction in Californiamay not have
shown minority academic achievement gainswas
that the program did not include timely and

sufficient resourcesfor successful implementationin
high-poverty, predominantly-minority schools.

Leadership

Leadership isessential to ensure program quality
and sustainability. Ascharter school principals, the
directors of KIPP Academies have complete control
over budget and personnel decisions, thusallowing
them to be better |eaders at the school level. KIPP
principalslead by example. Inadditionto being
administrators, they are teacherswho do not
hesitate to step out of their offices and into the
classroom to do the nitty gritty work of education.
With the help of Gap, Inc., they have also started a
fellowship program that will train acorps of
educational |eadersto found their own charter
schools across the country serving disadvantaged
youth. Gateway for Higher Education has had the
same co-directorssinceitsfounding in 1986 and,
according to the evaluators, this continuity has
contributed to the program’ s strong sense of
purpose. Dareto Dream and the Alaska Onward to
Excellence/Alaska Rural Systemic Initiative are
based on the concept of shared leadership. Inthe
projects described in Dare to Dream, school
administrators, teachers, school staff, outside expert
teams and studentswork together to find solutions
for existing problems or to propose new options.
The Alaskaproject relies on a sense of shared
ownership between program staff and community.
GE Fund College Bound describes some of their
program efforts as being enhanced by strong
|eadership exhibited by the schoolsand their GE
partners, while others were hampered by frequent
|eadership turnover or weak support from principals
and school administrators.

Accountability

Public school “accountability” isagrowing concern
of local, state and federal governments. Tests,
particularly state-devel oped tests and school report
cards, aretools commonly used to provide
stakehol derswith feedback about the performance
of their schools and students. In many states,
schoolsthat do not attain some pre-established
benchmark on the state tests are threatened with
sanctions. The accountability movement has been
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particularly well documented in Texas. The Texas
Assessment of Academic Skills(TAAS) isa
criterion-referenced test administered annually that
measures student achievement in reading and math
(for grades 3-8 and 12), in writing (for grades 4, 8,
and 12), and in science and social studies (grade 8).
Texas students must passthe TAASto graduate
from high school. The evaluations of programs
using TAA S data show schoolsincreasing the
percentage of minority students passingthe TAAS
by 40% or more, while in many other states, test
scoreimprovementsfor minoritiesareincremental .
Yet successful school programsin Texasare quite
varied. Infact, the evauation of four school districts
(Texas Digtrict Wide Initiatives) attributes their
successto the palitically-imposed accountability system
rather than to specific Strategies.

It appearsthat the political climatefavoring
accountability has positive facetsthat must be
considered. Asstatesbegintorequireall childrento
perform, even those labeled “ at risk,” educators
must pay attention to all children, defining clear
expectationsfor all, and find waysto help those
who arefailing to achieve academically. Itis
important to observe that accountability should not
be confused with high standards, since many states,
including Texas, still rely on minimum competency
tests. How tofairly and equitably use the
advantages of accountability for minority academic
achievement gainsisstill an open question.

Academically Demanding Curricula

All early childhood programsincludedin thisreport
provide pre-school aged children with challenging
educational activitiesthat are also developmentally
appropriate. Abecedarian’scurriculumincludes
arts, language, and literacy, in addition to fine motor
skillsdevelopment. The Child-Parent Center
curriculaemphasi ze language and mathematics
through avariety of learning experiences. Head
Sart programs have incorporated academic
activitieswith their full-servicemission. High/
Scope Perry Preschool offersawell-structured
curriculum with emphasison language, literacy,
music and mathematics.

Concernwith challenging curriculawas equally
apparent in K-12 programs. The Calvert Program
emphasizes reading comprehension and required
weekly compositionseven for first graders. Since
Memphis City Schools (described inthe City
Schoolsreport) eliminated lower level coursesin
high schools, the percentage of African Americans
graduating with an honors diplomadoubled. The
Alaska Onward to Excellence/Alaska Rural
Systemic Initiative is based on adual commitment
to equity and excellence. Eskimo and Native
American childrenfromrural villagesaretaking
college-entrance tests and going to collegein higher
numbers since theintroduction of the program. All
Gateway for Higher Education students are
expected to compl ete aminimum of three Advanced
Placement courses.

However, the requirement to attend academically
demanding courses must be accompanied by
appropriate supports. Thelow algebrapassing rates
for studentsin Equity 2000 may have been due to
thelimited supportsfor studentsenrolled in algebra
and lack of support relating to other types of high
school coursework or college attendance. The
persistent gap between minority and white students
in High Schools That Work, which eliminates
general education and sets high standardsfor all,
indicatesaneed for additional supportsgeared
toward these students.

Professional Development

To maintain the quality of any program, itisnot
enough to create mechanismsfor quality control.
Staff must be prepared to respond to the challenge.
Gateway, which creates a school-within-a-school for
academically talented students, carefully selectsits
teachers based on their background, experience, and
dedication. For other programs, particularly those
with lessability to select staff, professional

devel opment and training isan important program
component.

AVID and High/Scope require staff training before
implementation. Successfor All providesathree-
day summer training session and continued on-site
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staff training during the year. Project GRAD offers
training and ongoing support for teachersto reduce
turnover. According to the evaluator, asthe
facilitators operate outside theteachers' assessment
process, teachersfeel comfortable asking for help
with classroom problems. The schoolsdescribedin
Urban Elementary School sintroduce professional
development activities at the time when changesin
curriculum or school structure areimplemented.
Programsthat rely on tutors or mentors, such as
High School Puente, | Have a Dream and Sponsor -
A-Scholar, offer them training and supervision. At
the Boys and Girls Clubs of America, trained staff
provides support to volunteers.

However, asthe CAPE evaluators observed,
offering professional development doesnot
necessarily ensurethat teacherswill profit fromit.
CAPE offered extensive professional devel opment
toteachersand artists, including nearly adozen
workshops throughout the year. Yet, most
participants attended no more than three workshops
dueto lack of time.

Family Involvement

Approximately 40% of the selected evaluations
report activitiesgeared toward improving
communication with families, or increasing family
involvement with the programs. Although such
effortsare concentrated on initiativesfor young
children, at least two high school programsa soinclude
activitiesto promotegreater involvement of families.

Early childhood programsfocus on hel ping parents
provide adequate support for their child's
development. Therefore, these programs offer a
range of activitiesthat include family education,
advocacy and support. Information on childhood
development, health and nutritionisprovidedin all
the programs, either through workshops or home
visits. In High/Scope, families and staff met
monthly to discuss developmental issues. Program
staff also made weekly homevisitsto families,
meeting with the child and the family to model
classroom activities. Abecedarian and Head Start
used home visitswith the objective of information
and support and involve families on advisory boards

and committeeswith planning and managerial
functions.

Thetwo after-school programsin thisreport, Boys
& Girls Clubs of America and Sacramento START,
includefamiliesintheir activities, generally as
volunteers, athough START hires participants
familiesto staff the program. Among theK-12
programs, AVID, Alaska Onward to Excellence/
Alaska Rural Systemic Initiative, Calvert Program,
Chapel Hill-Carrboro City Schools, High School
Puente and Project GRAD have family involvement
components. Of these, AVID and High School
Puente are exclusively for high school-aged youth,
and Calvert isan elementary school program. The
remaining initiatives serve K-12 students.

AVID emphasizes communication between families
and the program, offers workshops on the college
application process, and includesfamilieson its
advisory board. Local familiesand community
members are also part of advisory boardsin the
schoolsinvolved with the Alaskareformsthat
encompassgradesK to 12. Another K-12 initiative
inthe Chapel Hill-Carrboro City Schoolsincludes
familiesas volunteersand members of the Blue
Ribbon panel that designed thereform. Teachers
and administrators are encouraged to set up
meetingsinfamilies homesor workplacesto
facilitate participation. In addition, the schools offer
assistance for students who are parentswith a
Young Parent | nstitute and the Adol escent Parenting
Program that provide monthly support groups and
infant health education. Project GRAD implements
acomprehensivefamily outreach program that
includesactivitiesto recruit studentsand their
parents. During itscommunity-wide Walk for
Success, alumni, teachers, staff, mentors, university
volunteers, and community leaders go door to
door to over 1,600 families per year to raise
awareness of the program. Project GRAD also
has Parent Universitiesto improve parental
literacy and involvement. In addition, alongside
teachers, principals and other community
members, Project GRAD families participatein
decision-making committees that manage the
project’s feeder schools (elementary and junior
high schools).
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Reduced Student-to-Teacher Ratios

Many selected programsthat show academic gains
for minority studentsinclude strategiesto reduce
student-to-teacher ratios. Tennessee's Project
STAR and Wisconsin's SAGE are statewide
experimentswith reduced classsizesfor gradesone
through three. STAR used classes with 17 students
per teacher and SAGE'’s classes averaged 15
students per teacher, compared with traditional
classes of 20 to 25 students. Participantsin the
small classes, particularly African Americans, had
higher averagetest scoresthan studentsin thelarger
classes. STARdid not find gains when two teachers
or ateacher and teacher’s aide werein the
classroom, but SAGE found similar gainsin
strategiesthat reduced student-to-teacher ratio by
increasing the number of teachersin regular
classrooms, including team teaching and floating
teachers. In California, asdescribed in ClassSze
Reduction, classes were reduced from 30 to 20
studentsor less. Different from STAR and SAGE,
two carefully designed and implemented reforms
that began as pilots, the Californian project was
imposed statewide and, particularly inthosein low-
income areas, the class reduction occurred at the
expense of other resources, such asmusic
instruction and school libraries.

Rather than reducing the number of children per
classroom, Child-Parent Centersincreasethe
number of staff, placing two teachersfor each
classroom of 17 toddlersor 25 kindergarteners.
The Chicago Arts Partnership in Education uses
the co-teaching system, with ateacher and an artist
working together to integrate artsinto the academic
curriculum. Career Academiesare schools-within-
school sthat provide self-contained environments
withinlarger institutionswhere students have closer
interaction with staff. KIPP Academiesare small
charter schools with no more than 300 to 400
students. High School Puente selects about 30
students per cohort. Success for All uses small
reading groups divided by literacy level, rather than
age; this program isalso acomponent of Project
GRAD. The Urban Elementary Schools report
indicates that some schools al so reduced the number
of students per class.

Cost isanissuein projectsthat demand expansion
in buildings and/or personnel, but only one of the
studies (Child-Parent Centers) included acost
benefit analysis. Itisimportant to observethat
other programs such asthose described in Texas
District Wide Initiatives and City Schools that
show significant academic gains, particularly for
minority students, do not report the use of smaller
classesor small learning environments.

Individualized Supports

For studentswho are struggling academically,
individualized support may bethedifference
between falling behind and moving ahead. In
addition to theinvolvement of the students
families, many programsutilize community
members, college students, employersand other
groups as tutors and mentors to address the
academic needs of specific students, or offer
support, feedback and encouragement. Tutors or
mentors can a so function asrole model s, guiding
theyouth through difficult transitionsand into a
college and/or career path.

Tutors and mentors are found at all levels of the
educational ladder. For instance, Success for All,
aprogram for elementary school children, uses
trained tutorsto help studentsin need. Minority
students from the University of North Carolina
providetutoring for elementary, middle, and high
school youth at Chapel Hill-Carrboro City
Schools. Their “ Sister to Sister” program pairs
African American femalesin medical school with
ninth grade “sisters” for support and role
modeling. At the undergraduate level, Emerging
Scholars pairs ateaching assistant with one to
two undergraduate students to tutor cal culus.
Compact for Faculty Diversity organizes an
annual institute where university and college
professors sharetheir experienceswith PhD
candidates and mentor them through the process
of moving from graduate studentsto faculty
members.

The use of tutors and mentorsis frequent among
high school programsaswell. AVID usescollege
studentsto provide one-on-one tutoring to C-
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average high school studentswho dream of
entering college. Employersareactively involved
in Career Academies, sitting on boards, helping
with curriculum planning, and al so mentoring
studentsin work-based experiences. Gateway to
Higher Education offers after-school tutoring
programs. At High School Puente, “peer
partners’ help the studentsto transition from
middleto high school. Inaddition, adult mentors
work with the students throughout high school. A
Community Mentor Liaison (CML) isdedicated
to recruiting, training and matching the mentors
with the students. GE employees tutor students
at GE Fund College Bound schools, offering
homework assistance and other supports. Tutors
are also procured among community volunteers.

| Have a Dream, Sponsor-A-Scholar and Upward
Bound all use mentors. The mentorsin | Have a
Dream and Sponsor-A-Scholar areintensely
involved with the students, monitoring their
academic performance, providing opportunities
for recreational activities, and internships, and
offering financial support through college.

Using tutors and mentorsisaless expensive strategy
to reduce the student-to-adult ratio than using
certified teachers, but it isalso ariskier strategy.
Unqualified, untrained and unsupervised tutorsor
mentors can sometimes do more harm than good.

Extended Learning Time

Some programs use longer school hours, extra
school days, Saturdays and summer coursesto
provide studentswith morelearning time. For
preschool aged children, any formal instructiontime
may be considered extratime, and that is offered by
all early childhood programsin thisreport.
Abecedarian functioned 8 hours aday, 5 daysa
week for 50 weeks. Child-Parent Center preschool
programs are offered for 3 hoursin the morning or
inthe afternoon, and kindergarten programs are
either half day or full day. High/Scope Perry
Preschool had 12 %2 hours of instruction per week.

Boys and Girls Clubs of America (B& GCA) and
Sacramento START are after-school programsthat
providelow-income, mostly minority children with

extra educational supports. B& GCAsare open 5to
6 daysaweek, 6to 7 hoursaday. Inadditionto
recreational and social activities, some clubs offer
an educational program that includes homework
support, structured discussions on educational
topics, 1 to 2 hours aweek of writing, 4 to 5 hours
per week of reading, and additional timefor
educational games, such asword and math games.
For middleto high school students, the clubsalso
offer technol ogy training and career exploration
programs. Sacramento START functions 9 hours a
week and al so i ncludes homework assistance,
literacy training and other educational activities.
The program staff maintainsongoing
communication with the schoolsto align curricula
and learning goalsfor their participants. Childrenin
both programs show academic gains.

Among the school programsthat offer extra-time,
Gateway functionsfor 11monthsayear and Project
GRAD offers after-school programs. Emerging
Scholars and Equity 2000 have Saturday and
summer activities, although attendanceisvoluntary
in Equity 2000. The activitiesin| Have a Dream,
Spoonsor-A-Scholar and Upward Bound areall an
added value to the regular school day. The KIPP
motto isthat “there are no shortcuts,” and the time
commitment of students and teachersexemplifies
this philosophy. Studentsattend classfrom 7:30
AM until 5:00 PM Monday through Thursday and
until 4:00 PM on Fridays. They spend four hours
at the school on most Saturdays and attend
additional coursesfour weeksevery summer.

Community Involvement

Alaska Onward to Excellence/Alaska Rural
Systemic Initiative and Chapel Hill-Carrboro City
Schools (CHCCS) highlight the power of
communitiesto promote and support school
changes. The Alaskareformwas guided by
community members upset with the state of their
schools. Community participationisessential to the
program, reinforcing cultural traditionsand
knowledgethat areinterwoven with the more
traditional curricula. In North Carolina, community
representatives sat on the Blue Ribbon panel that
proposed the CHCCSstrategiesto improve the
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academic achievement of African American
studentsin the school district.

CAPE representsan innovativeway toinvolve
artistsand community organizationsin schoolsto
enhance education through arts. Career Academies
involvethe business community in planning and
supporting the program, in addition to offering
work-based opportunities for the students. Some of
the Urban Elementary School s al so report business
involvement, while Gateway has partnershipswith
museums and research centersto provide students
with educational and internship opportunities.

Long-Term Supports for Youth

Severa programsencouragelong-term, stable

rel ationshi ps between participants and
knowledgeable adults. Abecedarian, Child-Parent
Centersand High/Scope are all five-year programs
with long follow-up. Abecedarianalsoincludesa
summer program to help participantsin their
transition to public school. The mentor-youth
relationshipin | Have a Dream and Sponsor-A-
Scholar remains for more than five years, and helps
youth transition into postsecondary education.
Evaluations of Sponsor-A-Scholar and Upward
Bound found that the longer youth stay in the
programs, the greater their academic gains. Since
transitions areimportant periodsin any person’slife,
particularly for youth who haveweak social
supports, it is puzzling that so few of the programs
reviewed offer extrasupports during transition,
particularly from middlieto high school.

Scholarships and/or Financial Support

Several K-12 programs offer financial help to
studentswho demonstrate high academic
performance. CHCCSoffersscholarshipsto
African American studentswho enroll in two- or
four-year colleges. Scholarshipsare aso provided
in some GE Fund programs. | Have a Dream and
Sponsor-A-Scholar supplement the costs of college
that are not covered through other scholarships or
loans. The voucher movement proposes
scholarshipsto defray the costs of private school
tuition for familieswhose children areinfailing

public schools. The summary of School Vouchers
describes athree-city experiment. Thereport
indicatesthat the scholarships did not cover thefull
tuition but does not explain how low-income
familieswere ableto cover theremaining costs, a
requirement that may hamper the use of vouchers
for familiesin thelowest income brackets.

Among the postsecondary programs, only Emerging
Scholars does not report financial aid. Chicanosin
Higher Education, which interviewed Latinoswho
excelled professionally, citesthe importance of
minority recruitment programs, scholarshipsfor
high-achieving students, and stipendsfor low-
income students as toolsto break the cycle of
poverty for low-incomeminority studentswho
aspireto acollege education. Compact for Faculty
Diversity workswith states and graduate institutions
to ensure continuity of funding and supportsfor
minority students asthey completetheir doctoral
degrees and enter academic life. The Puerto Rico
Louis Stokes Alliance for Minority Participation
offers stipendsfor low-income studentswho excel
academically and paystravel costs of studentswho
participatein conferences.

Conclusion

These evaluations highlight programsthat are
succeeding inimproving the academic achievement
of African American, Latino and Native American
students. Most programsare bringing minority
students at the lowest |evel of academic
performance to the minimum required level of
competency for their grades, such asthose
described in Texas District Wide Initiatives. A few,
like AVID, are hel ping students already at themiddie
to attain higher level s of achievement, while
programslike Gateway improve the performance of
studentswho are close to becoming high achievers.
Evaluations such as those for the GE Fund and
Upward Bound reinforce the value of investingin
low achieving students, proving that they can profit
from supportiveinterventions.

What can be learned from this chapter? Thefirst
lessonistointervene preventively, even beforethe
child enters schooal, to avoid the gap between high
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and low achievers. A concernwith early
intervention does not imply abandoning youth who
arestruggling academically inthe remaining school
years. The evaluation of Head Start showsa
declinein academic gains asthe child moves
through grades, and so doesthe eval uation of
Project STAR. Indeed, learning isadynamic
process that must be supported throughout the
school years.

The second lesson learned isthat no one approach
guarantees academic success, although afew
strategies carry more promisethan others. Highly
structured programs, such as Calvert or Success for
All, have successful outcomes, but so does a
creative, flexible program such as CAPE. Overall,
the summaries suggest that demanding high
performance from programs, staff and studentsis
essential for asuccessful program. Most programs
that show positive resultsimplement mechanismsto
ensure program quality, maintain well-trained
teachers and support staff, and provide
academically demanding courses.

A lesson from theless successful programsisthat
pushing youth who are already struggling
academically into demanding courseswithout the
necessary supports may simply create awave of
failuresand frustration that will eventually drivethe

youth out of schools, rather than toward graduation.

Thisfinding, far from leading to the defeatist
conclusion that these youth have no hope, should
guide usto the question of “what needs to be done
that these programs are not doing?’ Strategiesto
support students are varied and many successful
programs mix strategiesto reduce the student-to-
teacher ratio (such asreduced class sizes, small
school s and team-teaching) with the presence of

volunteers, tutors or mentors to ensure more
individualized attention for all students. |n addition,
good programs provide high quality professional
development for staff, tutors, and mentors.

Financia support isessential for low-income
studentswho dream of pursuing postsecondary
education. Programsthat encouragethe
participation of familiesand community
representativesincrease the support network and
create aculture of academic achievement around
the student.

The evaluations summarized here al so teach about
the power of persistence. The Texas accountability
system and the Alaskareforms are adecade ol d.
Changesin education do not occur in ashort period
of time. Unfortunately, many reforms come and go
abruptly, leaving educatorswithout timeto
implement them adequately, and students without
timeto profit from them.

One common denominator among the selected
programsisaheightened level of attention toward
all studentsin an attempt to reach benchmarks that
were established by the school, district or state.
Interviewswith successful Mexican American
professional s (Chicanos in Higher Education)
suggest that educatorstend to give up on low-
income, minority studentswho do not fit their
idealized image of the successful, college-bound
student. By disaggregating their data, school
districtshighlight inequalitieswithin their system, a
necessary step toward correcting them. A final
lesson that may be taken from these evaluationsis
that commitment to all students, more than
specific strategies, appearsto prevail asthe main
contributing factor of success.
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Chapter 4: Moving Forward

Summary of Findings

Inthisreport, adetailed pictureis presented of the
availabl e research on programsthat have been
found to improve minority academic achievement.
Despite continuing achievement gaps, the youth
programs and schoal initiativesincludedinthis
report provide concrete examples of effortsto
increase achievement for minority youth.

+ Evauation findingswereparticularly strong and
positive at the early childhood level. When
compared to control groups, minority children
who attend early childhood devel opment
programsaremorelikely to remainin school,
complete more years of education, and require
less special education. These eval uations show
apattern of improvement that cannot be denied.
The message from this body of evidenceisthat
early childhood programsincrease the chances
for minority childrento dowell in school andin
later life. However, no education system can be
satisfied with good early intervention programs
without strong K-12 school sthat will maintainand
expand the educational gainsof theearly years.

+ Theeementary through middle school
evaluationswere almost exclusively focused on
test scores. In most cases, improvements were
incremental and even where minority academic
achievement increased, the disparitiesin
achievement between minority and white youth
were highly apparent. Texasis probably the
only state where achievement gaps between
minorities and white studentsare being halved
or cut even more. However, Texas students are
measured on passing rates on only aminimum
competency test. The question of whether
higher levels of achievement are reached
remains unanswered.

+ Because they focus on more than test scores,
the high school/transition programs offer a
better perspective of what isactually happening
with their minority students. Among the

positive findings of some of these programs
were one or more of thefollowing: increased
high school graduation, more high school credits
earned, higher GPAs earned or maintained,
more college prep and Advanced Placement
coursestaken, increased enrollment in higher
level mathematics and science classes, more
college entrance exam-taking and higher scores,
lessneed for remediation in college, higher
levelsof college enrollment at two- and four-
year colleges, higher levelsof collegeretention
and graduation, and continuation in science-
related majorsor professions.

+ Fewer quality evaluationswereavailable at the
postsecondary level with data disaggregated by
race or ethnicity. The postsecondary programs
included in thereport show African American,
L atino and Native American youth succeeding
in demanding careersand entering universities
not just as students, but as professors aswell.
However, their numbersare still quitesmall.

Recommendations

Based on AY PF sreflections on the reported
evaluations, following are actions policymakers,
practitioners, researchers, parents and community
members can take to improve minority academic
achievement.

1. Focuson Improved Academic Achievement and
Outcomesfor All.

+ National leaders should continueto build
consensus around acceptable achievement
gainsand require that these gains be shown for
all student groups. National attention should
focus on achievement differences among the
states and waysto eliminate these differences.

+ States should create benchmarksfor
improving academic achievement for all
student groups and provide resources for
school districtsto attain those benchmarks.
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States and school districts should support and
maintain high quality leadership and ensure
the adequate implementation of programsto
enhance minority academic achievement.

School districts and schools should expect
high achievement from all students and
provide academically demanding curriculathat
are meaningful and available across schoolsand
gradelevelsto bring all studentsto higher levels
of knowledge and achievement.

States and localities should develop a multi-
layered “ check” of achievement using a
variety of test measures, such as NAEP, state-
mandated tests, Stanford-9 or ITBS; and aso
useindicatorsthat provide abroad perspective
about students, such as classroom-based
assessments, attendance, behavior (disciplinary
incidents), course enrollment and passing rates,
types of courses completed and graduation
rates, among other measures.

School districts and schools should provide
professional development and support to
ensure that teachers (and other involved adults,
as appropriate) have adeep understanding of
curriculum, arefamiliar with innovative
instructional methods, and have knowledge and
interpersonal competencewith cultures other
than their own.

Schools should provide students, familiesand
communities with specific information on
what constitutes high academic standards and
support their expectationsfor excellenceinthe
educational system.

Families, youth advocates and communities
should hold schoolsaccountablefor high
|levels of achievement for all students, reinforce
academic skillslearned both at home and at
school, and ensure that every child hasan
advocate outside of the school system or

program.

2.

Statesand L ocalities Should Providethe
Necessary Supportsto Ensure Student Success,
including:

Reduced student-to-teacher ratios. A range of
strategies should be employed by schoolsand
programsto provide more personal teaching and
learning environmentsto foster higher level s of
academic achievement. These strategies may
include smaller classes, small learning
communities, teacher’s aides, team teaching,
tutoring, mentoring and ancillary supports.

Extended learning time. To accelerate and
reinforce student learning, programs should
encourage or require additional timeand
opportunities (such aslonger days, weekends
and summer courses).

Long-term supports. Programs should
encourage student participation over an
extended time (two years or more) to create and
sustain stabl e rel ationshi ps between participants
and knowledgeabl e adults, and to hel p youth
make successful transitionsasthey progressup
the educational |adder.

Scholarshipsand/or financial support.
Programs should providefinancial support to
youth as needed to motivate participation and
persistencein quality educational experiences.
Programs should al so provide continual
guidance to youth and monitor the impact of the
funds on student achievement, retention and
graduation.

Start Early, Don’t Stop.

National leaders, states and school districts
should prevent minority studentsfromfalling
behind by expanding early childhood programs
and providing continuous guidance and supports
through the elementary and high school years.

National leaders, states and school districts
should boost effortsto increase minority
students' entry into and graduation from
postsecondary education.
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At amost every educational level, schoolsand help the nation move beyond afeeling of
community-based programs acrossthecountry are  hel plessnessregarding achievement gaps by
reporting good news about the academic providing specific information on program design
achievement of the minority studentsthey are and strategies about “what works” to enhance
serving. Although gapsoveral aretill large, and academic achievement. Thelarger chalengeis
most reported achievement gainsare small, these creating the national will to set in place
programs have proven thereisevery possibility of mechanismsthat will eliminate differencesin
succeedinginraising achievement for all. academic achievement among students correl ated
I mplementing the recommendati ons above could with race or ethnicity.
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