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~ HELPING mSPANIC STUDENTS REACH 
IDGH ACADEMIC STANDARDS: AN IDEA BOOK 

Hispanic' students represent the fastest growing minority population in the United States. Since 

the late 1970s, the percentage of Hispanic students in public schools has increased nationwide from 6 

percent to 14 percent (National Center for Education Statistics [NCES], 1998): By 2050, Hispanic 

Americans are expected to comprise 25 percent of the total school-age population (Bureau of the 

Census, 1993a). In Texas, California, and Florida, Hispanic students are the majority in many large 

urban districts (Secada, Chavez-Chavez, Garcia, Munoz, Oakes, Santiago-Santiago, & Slavin, 1998), 

The number ofstudents learning English as a second language overall-of which 73 percent are 

HispaniC-increased substantially between 1990-91 and 1994-95, not only in places that have long had 

large Hispanic populations, but in states with new and growing populations, such as Arkansas (a 120 
! 

percent increase), Oklahoma (a 99 percent increase), and Kansas (a 118 percent increase) (U.S . 

. Department of Education, 1998). 

Despite their growing.number, Hispanic students remain among the most educationally 

disadvantaged groups in the country: 

• 	 Hispanic children are more likely than white children to enter elementary school 
without the preschool experiences on which academic success depends (NCES, 1998). 

• 	 Hispanic students tend to score significantly lower than white students in reading and 
mathematics on the National Assessment of Educational Progress (NAEP) (U.S. 
Department of Education, 1997c).2 .' 

• 	 The dropout rate among Hispanic students has persisted at about 25 percent, much 
higher than that of white and black students, whose dropout rates have decliried steadily 
(NCES, 1999). 

. 	I We use the term "'Hispanic" and "Latino" throughout this report to refer to a widely diverse group of students 
with family origins in Spanish-speaking countries other than Spain. About 64 percent of Hispanic Americans are 
U.S ~-born citizens residing in the United States (Bureau of the Census, 1993a). The vast majority of the Hispanic 
population five years of age and over who speak Spanish also speak English (Bureau of the Census. 1993b). 
Although unambiguous definitions of membership in racial and ethnic groups are elusive for a number of reasonS. 
the term is adequately descriptive for our purpose here: to inform efforts to improve education outcomes for a 
historically underserved student group. 

2 These scores do not include English language learners (ELls): ELL students are those whose native language 
is not English and who come from an environment where English is not the dominant language spoken. They 
may have been born inside or outside of the United States. ELL students are often referred to as limited English 
proficient (LEP students). as in Title I and Title VII legislation. 
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• 	 The supply of teachers qualified to teach English language learners falls far short of the 
demand; furthermore, the percentage of Hispanic teachers iS,much lower than the 
percentage of Hispanic students (Reyes, Scribner, & Scribner, 1999), 

• 	 About 40 percent of Hispanic children live in families with incomes below the poverty 
line, a factor closely associated with lower educational achievement. This percentage 
has risen from 33 percent in 1985, While the percentage ofwhite children living in . 
poverty declined slightly (Federal Interagency Forum on Child and Family Statistics, 
1998). ' 

• 	 Hispanic students are more likely than white students to attend schools that lack 
sufficient educational resources and 'are segregated (Orfield, 1993; White Hour:r 
Initiative on Educational Excellence for Hispanic Americans, 1999).' 

The, likelihood that Hispanic students, like other students, will successfully complete their education 

rises with family income and parent education levels. However. significant gaps in Hispanic and non­

Hispanic students' high school graduation rates remain even after holding students' social class, 

English language proficiency. and immigrant status cOflStant. This is true across the Hispanic 

population,J although the odds of completing high school are even lower for Hispanic immigrants and 

ELLs, (Krashen, 1998; NCES, 1998; Reyes et aI., 1999; Secada et aI., 1998; White House Initiative on 

. Educational Excellence for Hispanic Amer;icans, ,1999). 

Many schools and communities across the country-both those that have long served Hispanic 

students and those iliat have new and growing populations-are taking steps to' improve the likelihood of 

Hispanic students reaching the same high standards expected of all students. This Idea Book highlights 

promising strategies schools and communities are implementing to help Hispanic students succeed as 

they prepare for responsible citizenship, further learning, and productive employment. 

Title I and Title VII Work Together to Serve Hispanic Students 

The 1994 reauthorization of the Elementary and Secondary Education Act of 1965 (ESEA) 

requires states, districts, and schools to hold all students-including Hispanic students-to high 

academiC standards. Two major federal education programs within ESEA target the special needs of 

Hispanic students. Title I of ESEA aims to close the achievement gap between economically 

disadvantaged children and their more advantaged peers. It helps schools provide ~pportunities for 

disadvantaged children to meet the same challenging academic standards as are established for all 

3 The Hispanic population, discussed as a whole here, is widely diverse. The largest subgroups include Mexican 
Americans. Puerto Ricans, and Cubans. Data are not generally available by subpopulatioo (NCES, 1995), 

/ 
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children. Part C of Title I-the Migrant Education Program-addresses the specific needs of migrant 

children, the vast majority of whom are Hispanic. 

Title VII of ESEA, the Bilingual Education Act, assists states, school districts, institutions of 

higher ef,iucation,and nonprofit organizations in developing and implementing high-quality, standards­

based instructional programs for students who need help learning English (including those whose native 

language is Spanish), so that these students, too, can meet the challenging academic standards 

. established for all children. 

Title I and Title VII work together and independently to help Hispanic students succeed in 

school. The 1994 reauthorization set forth a common framework for educational excellence for these 

two programs. This framework calls for Schools and districts that receive Title I and Title VII funds to , 
collaborate in setting common content and performance standards, planning staff development and 

developing organizational capacity, adopting guidelines for assessing student achievement, evaluating 
. 	 . 

programs, and developing parent involvement policies and plans. Both titles also promote 

comprehensive school i:eform by encouraging the implementation of schoolwide programs. 

In 1998, Congress authorized funds for the Comprehensive School Reform Demonstration 

(CSRD) Program. This program, which encourages schools to approach improvement through whole­

school reform models, awarded $220 million in grants to 2,800 schools in FY2000. About 80 percent 

.of the funding went to schools eligible for Title I programs. Many of these schools serve significant 

numbers of Hispanic students. While it is a small initiative by federal standards, in combination with 

Title I and Title VII, CSRD offers another incentive for schools to unify their efforts to serve Hispanic 

youth. 

This Idea Book Helps Educators to Help Hispanic Students Succeed 

, This Idea Book is for district administrators and curriculum coordinators, school principals and 

teachers, and other educators who seek to understand how Title I and Title VII help educators to design 

programs that support Hispanic students and Spanish-speaking ELLs in achieving high standards. It 

describes promising practices that current research attestS to as effective and illustrates how these 

practices can operate in schools and other community"settings that served Hispanic students for many 

years or that are learning how to best serve a new and growing population. The Idea Book describes 

how effective Title I and Title VII schools serve Hispanic students through four dimensions of quality: 

• 	 Effective, aligned, standards-based programs. Effective schools for Hispanic 
students and ELLs offer standards-based curriculum, appropriate assessment, and 
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sufficient time for all students to learn. Teaching, curriCula, materials, tests, and 
instructional schedules are aligned and mutually reinforcing. Whatever the language of 
instruction, all students have a chance to learn what schools are supposed to teach them. 

• 	 Enhanced professional and organizational capacity. Effective schools for Hispanic 
students develop the organizational capacity to meet the needs of their students. They 
offer professional development geared to new demands on faculty skills and knowledge, 
adopt governance structures that enhance collective learning, acquire the equipment and 
materials they need to implement their programs, and adjust the school environment to 
support their work. To the general knowledge and skills that might have worked with 
other students in other settings, faculty members regularly add new competertcies 
specifically geared to Hispanic students' needs. 

• 	 , Engaged family and community resourc~s. Effective schools Cor Hispanic students 
bring the resources of families and the broader community to bear on student success. 
They create conditions where Hispanic' students and their families feel welcome and can 
achieve success. Strategies for collaboration surmount barriers posed by differences in 
language, culture, and social class. 

• 	 Sturdy foundations for postsecondary options. Effective schools for Hispanic 
students keep paths to postsecondary options visible, attainable, and inviting. They 
help Hispanic students and their families see the'long-tenn personal, social, and 
economic benefits of high academic achievement. 

Each section of the Idea Book ends with a checklist that educators can use to see how their 

schools and districts are addressing the needs of Hispanic students. The Idea Book concludes with .lists 

of resources. These include: information on relevant demographics, federal funding, program 

components, evidence of success, and contact information for the schools, districts, and programs we 

describe in this Idea Book; related publications for further research and readirtg; and organizations 

specializing in serving Hispanic families and students. 
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. IMPLEMENTING EFFECTIVE, ALIGNED, 
STANDARDS-BASED PROGRAMS 

Learning occurs through guidance, practice, and experience. Effective school programs· 

provide the kinds of guidance, practice, and experience that enable Hispanic students to absorb their 

schools' curriculum and to demonstrate their learning on tests designed for that purpose. Different 

types of learners may n~ed different opportunities to master the same curriculum. For example, a 

beginning reader who has little experience with books needs to be guided through the basics-how to 

hold a book, where to find the first page, and how the pictures and words fit together. A beginning 

reader who is familiar with books may already know this. Similarly, different types of kitl f:CIr: JURy 

need different tests to demonstrate the same mastery. ~ preschooler who comes to school speaking 

only Spanish may welJ be able to demonstrate academic readiness skills such as retelling a familiar 

story, elaborating on the plot and characters, or counting to 10-but not in English. Appropriate 

practice and experience for learning vary according to the learners, even when the learning goals are 

the same for all. 

Classroom Instruction Is Aligned with Standards and Assessments 

During the late 1980s and through the 1990s. efforts to improve student achievement led to 

widespread adoption of state standards and development of related assessment systems and. in many 

. cases, curriculum frameworks. As communities fleshed out the details of these ambitious agendas, 

districts and schools began to change what they taught and tested to reflect their overarching standards 

for achievement. 

Translating standards into classroom teaching strategies has posed a major challenge, both for 

schools that have long served Hispanic populations and those just beginning to do so. Faced with 

students who lack the requisite skills to complete a standards-based lesson, teachers may opt for an 

easier lesson at which students might succeed; or they may intend to teach to the standards but do not 

have the training.to do it successfully. The tale often told in studies of compensatory education is about 

the curriculum that never gets covered. Furthermore, some conventional methods of teaching 

unprepared students that have appeal on other grounds-for example, extended skill drills and engaged 

but unfocused conversation-may not efficiently lead to achieving standards. 4 

, 
Oakes has written extensively about the nature and impact of different opportunities to learn offered to students 

viewed as academically able and those viewed otherwise; see, for example, Jeannie Oakes' Keeping Track (1985). 
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Programs ~at are successful in helping Hispanic students achieve high standards provide 

students with lessons that take into account not only students' starting points but also the finish line. 

Effective schools that accommodate differences in culture and language do not dilute or defer academic 

experiences but enrich opportunities to learn by building a bridge between what students know and what 

they need to know. Successful programs for Hispanic students share some key features with successful 

programs for other students, but they are distinct ina few ways: 

• 	 They provide curriculum and instruction that lead to mastery of standards set for all 
students in forms that accommodate the particular resources and needs of Hispanic 
students. . . 

• 	 They offer special support for Hispanic students who are English language learners. 

• 	 Programs serving migrant students tailor their services to enhance continuity and 
progress in the educational experience., 

Planning for Success: Florida's 'Curriculum Planning Tool 

The FloridaDepartment of Education and partner districts have created an online Curriculum Planning Tool 
(CPT) that enables teachers to easily access and share classroom activities that are aligned with the Sunshine State 
Standards and Florida Comprehensive Achievement Test (FCAT). Each activity in the CPT consists of a lesson 
plan and classroom assessment that are identified by benchmarks derived directly from the state standards. 
Through the Florida Department of Education's website (www.fim.edu/doe/curric/preK12/ECPT), educators 
select CPT lesson plans keyed to specific state standards. 

Beginning in 1996, nine participating districts each assumed responsibility for creating and evaluating CPT 
activities in designated content areas and grade levels. Each summer, teams of teachers spend time being trained, 
agreeing on expectations for the product and process, developing and evaluating activities, and submitting them to 
the state department of education. Pasco County, for example, creates lesson plans for science (K-12) and health 
(6-12). Each lesson plan provides information for teachers on how to modify the activity for students with limited 
profiCiency in English. ELL experts from the district assess all the lesson plans and their modifications for 
quality and usability. 
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Helping Teachers Focus on Instructional Objectives 

Two teachers discovered differences between the way they aimed to teach and the way they actually taught as part 
of a long-tenn study of a two-way bilingual program in Texas (Calder6n & Carre6n, forthcoming) .. The teachers 
had participated in extensive, state-of-the-art professional development to learn· new skills in teaching, how to 
analyze professional perfonnance, and howto use peer coaching. Their goal was to offer their shared class-I5 
English-dominant and 15 Spanish-dominant students-a learning experience that valued and used English and 
SpanIsh equally and engaged students actively in a literacy-focused curriculum. Early in the project, they 
observed each other's lessons, kept careful notes on activities, and critiqued what they saw. In one 90-minute 
literacy lesson, they clocked only 78 minutes spent on academics. Of this stretch, students spent only two 
minutes actually reading. None of the activities addressed the standards that the teachers had explicitly designed 
the lesson to address. The teachers learned that they had not been fulfilling their intent to focus on particular 
learning objectives, as they had assumed they were. Their continued participation in the pr()ject eventually 
~elped them meet their goal of challenging and engaging students. 

Creating Challenging, Aligned Local Standards 

Corpus Christi Independent School District's (CCISD) Real World Academic Standards are aligned with the 
Texas Essential Knowledge Skills (TEKS) and have been implemented in core curricular areas for four years. 
CCISD has developed both content and performance standards. Academic performance standards define students' 
expected level of performance in the attainment of content standards. For instance, at the sixth-grade level, the 
content standard for listening, viewing, and speaking is "Develop skills in listening, interpreting what others say, 
and making presentations." The performance standards for this content standard are"After listening to a 
presentation, analyze the content inCluding main idea, purpose, and speaker's bias; evaluate message's delivered 
through visual media" and "Give a lO-minute presentation as pan of a gr01.lP using visual images created with 
computer technology or other media." Academic standards are disseminated to parents, students, and teachers, 
and are posted in every classroom. 

To help teachers implement the standards in language ans, the district developed an extensive curriculum book 
written in both Spanish a~ English, Celebrating Literacy. The book provides K-12lessons and assessments that 
are aligned with the district's standards. According to one Corpus Christi educator, "Celebrating Literacy offers 
supplements to every bit of reading instruction. Celebrating Literacy is a great tool kit." Teams of teachers 
were involved in its creation and teachers were trained to teach other teachers about the new reading curriculum. 

Curricula Are Challenging and Literacy-Focused 

Curricula. that help Hispanic students succeed academically close the gap between (I) 

. conventional assumptions about students' resources for learning and demonstrating mastery, and (2) 

students' actual cognitIve, social, and cultural resources. These curricula are based on sound research 

on how best to stimul~te student lea.rning and are closely tied to the standards of achievement. Literacy 

is a priority because it underlies mastery. of all other academic subjects. 
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Serving an Emerging Population in Georgia 
! , ' 

, '. 

Roan Elementary School, a Title I schoolwide program, . has seen a' drastic increase in Hispanic students in th~ last 
10 years, from'I4 percent in 1989-90 to about 80 percent in 1999"2000. Roan is located in rural Dalton Public 
Schools iIi northwest Georgia, where carpet and poultry industries have attracted many former migrant workers, 
and they, in turn, have brought their families tathe area from Mexico. The district's school enrollment has 

. increased overall from 3,876 in 1989-90 to 5,027 in 1999-20oo,mainly due to the rapid influx of Hispanic 
families: In 1998-99, Roan served 743 students in grades preK-2, 74 percent of whom were Hispanic, 10 percent 
of whom were white, 13 percent of whom were African American, and 3 percent of whom were multiracial. 
About 25 percent of Roan students ,are ELLs. and 81 percent are eligible for free or reduced-price lunches. 

Roan student.l receive at least three hours per day of reading instruction, about half of which is integrated into the 
content areas. AILinstruction is aligned with Georgia's state standards and curriculum. Roan, like other 
elementary schools in Dalton, uses Direct Instruction (a CSRD model). Direct Instruction is a highly structured, 
phonics-based program that emphasizes decoding skills, language· development, and compre\hem;ion skjJlf'. 
Teachers assess students conthiuously so that students can proceed at their own pace in small instructional groups. 
Students participate in Direct Instruction for one hour each 'day. Both teachers and paraprofessionals receive 
intensive training to implement and support Direct Instruction. To ensure that students also have experience with' 
literature, Roan uses Accelerated Reader, a computer-based program that assesses children's reading skills, 
recommends appropriate books. and tests students' comprehension of those 'books before they move on to another 
text. 

ESL instruction is well integrated at Roan. ELLs participate in Roan's regular reading program and, based on 
their individual needs, also receive assistance from the schoo1'.s ESLteachers. ESL teachers panner with 
classroom teachers, often during Direct Instruction, to coordinate instruction. Students who need more intensive 
assistance attend ESL classes. Roan (like all schools in Dalton) also uses reading and math software from ,the' 
Computer Curriculum Corporation. Included is'an ESL component forstu~ents who need it. . 

Dalton has implemented a systemwide elementary Spanish foreign language program for all students. Roanuses 
commercially av~iIable programs, Estrellita and Estrellota. The programs incorporate language skills, ~eading 
strategies, and native language literature. ELLs whose native language is Spanish can move through the program 
at an accelerated pace. Roan students participate in Spanish instruction for about 30 minutes each day. 

To serve its growing Hispanic student popUlation, Roan has actively recruited certified teachers who are bilingual 
as well as well-qualified bilingual paraprofessionals. Three paraprofessionals ,at Roan are funded under a 
systemwide Title VII grant to recruit graduates ofMonterrey University in Mexico to serve as paraprofessionals 
in Dalton. Several of these paraprofessionals have gone on to earn Georgia teaching credentials. Local funds 
have made .it possible for some Dalton teachers to spend up to a month during the swIuner learning about Mexican 
culture at Monterrey University. 

In May 2000, 87 percent of Roan first-graders were reading at or above grade level in English. Of the 61 
kindergartners who had attended Roan's preK program and participated in Direct Instruction, 85 percent were 
reading at or above grade level. 

Effective and Flexible Program Models, 

Evidence suggests that schools have found many w.ays to engage Hispanic students in learning.
.' . . ( 

Some schools take advantage of resources and conditions tHat are specific to a school; district, or. 
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region. Other schoqls have assembled strategies with widely documented effectiveness, including those 

that have been disseminated nationally. 

From syntheses of thousands of studies, researchers at the Center for Research on Education, 

Diversity, and Excellence (CREDE) at the University of California at Santa Cruz have identified five 

principles to govern programs intended to help Hispanic students achieve high standards (Rueda, 1998; 

Tharp & Gallimore, 1988): ' 

• 	 Joint productive activity. Teaching and l~arning are social activities, and learning 
takes place when students collaborate to solve problems. Joint activities, such as 
cooperative learning, generate the kinds of engagement and conversation that promote 
learning. Among learners with different levels of skill or knowledg,c., Ii.ovic~;.;' 

questions elicit explanations from more, advanced fellow students that extend the 
learning of the novices while consolidating the learning of explainers. 

• 	 Reading and language development is embedded in the curriculum. Good programs 
stimulate growth in studentS' reading and language skills in all instructional settings. 
Language proficiency at the level needed to succeed academically is one key to success ' 
in all subjects (Collier, 1985). Whether the focus <;>f a given lesson is science, math, or 
any other core subject, one theme is reading and language development. 

• 	 Connections to everyday life. Good programs root their explanations of new concepts 
and skills in students' everyday experiences., Using familiar language, concepts, 
materials, and examples enables students to extend what they know to new directions. 
Making families and corrununities teaching partners can lead to learning that endures. 

i 

• 	 Challenging expectations. Good programs expect great fhings Of all students. All 
students need cognitive challenges, regardless of their primary language or cultural 
background. Analyzing and evaluating are essential skills for learners, even those who 
need to spend time memorizing basic skills as well. Effective lessons take into account 
both the limitations of students' existing knowledge and skill and the potential inherent 
in their general intelligence. 

• 	 Instructional conversations. Good programs engage students in instructional 
conversations. These conversations help them relate formal school knowledge to the 
knowledge they share with family and corrununity. They go beyond the conventional 
strategy of recitation, when teachers ask questions for the purpose of hearing students ' 
report what they have learned in a lesson. In "instructional conversations, " teachers 
stimulate students to describe how they think and what they know so that teachers can 
link new knowledge with the familiar. 

Programs that promote the academic success of Hispanic students will show the influence of these 

principles in appropriate ways. 
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Nationally disseminated models. Nationally disseminated programs that have demonstrated 

success in helping Hispanic students meet high standards have several .characteristics in common· 

(Fashola, Slavin, Calderon. & Dunin.1997). The methods and materials in these models connect 

explicitly ~o the goals of instruction: Teachers measure students' progress toward those goals regularly 

and use the.results to adapt instruction to student needs. Furtherrhore, these models have well-defined 
. 

program components, including plans and materials for professional development. And, equally 

important, the group responsible for disseminating the model focuses on the quality of implementation. 
. . 

. Among those programs that have successfully designeq parallel models to serve both English 

and Spanish speakers are Success for AII/Exito Para Todos, Consistency Management and Cooperative 

Discipline/Discip/ina Consistence y Cooperativa, and Reading Recovery/Descubriendo La tectum. 

Carefully controlled, extended studies have documente~ significat:lt academic gains on state assessments 

and other measures among students who participated in these programs (Fashola et a1.. 1997). 

Success for All/Exito Para Todos, the most widely adopted CSRD model. provides a 

comprehensive pre-K-6 curriculum in reading, writing, and language arts. Students across grade levels 

form small homogeneous instructional groups for 90 minutes every day. During this time they engage 

in direct instruction in phonics and comprehension, reading silently and in pairs. group discussion of 

comprehension and vocabulary, and individual and small group writing. Cooperative learning 

strategies promote critical thinking and language development. Tutoring by highly trained staff speeds 

up the lowest achievers' progress. Regular, program~specific testing ensures that each student is . 

working at the appropriate instructional level. A program support person serves as project manager 

and coach, and a family support team provides a kind of "triage" for troubled students, solving some 

problems and referring others to appropriate specialists. The Spanish version of Success for All is not 

simply a translation, but 
, 

an adaptation that reflects the influence of language and' culture on content and 
. 

materials. A third version, adapted for use with ELLs in multilingual, high-poverty schools, is also 

producing large gains in student literacy. 
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Promoting "SucceSs for AU" through CIRC/DCIRC 

Developed by Dr. Margarita Calderon in conjunction with the originators of Success for All, BCIRC is a Spanish 
bilingual adaptation of Johns Hopkins University's Cooperative Integrated Reading and Composition (CIRC) 
curriculum. Schools, including those using CSRD and Title I schoolwide program funds, can choose to 
implement CIRC and BCIRC in grades 2-8 without becoming Success for All schools. CIRC and BCIRC have 
become the reading and writing components of Success for All for programs implementing bi1in~al and ELL 
models. 

CIRC and BCIRC draw on instructional practices designed to develop social, academic, and communication 
skills. The CIRC and BCIRC programs contain three principal elements: direct instruction in reading 
comprehension, "treasure hunt" activities, and integrated language arts and writing. In all of these activities, 
students work in heterogeneous teams of four. All activities follow a series of steps that involve t.~acher 
presentation, team practice, independent practice, peer pre-assessment, additional practice, and testing. 

, 
BCIRC helps students succeed in reading their home language. Spanish, and then in making a successful transition 
to reading English. Success for All and BCIRC are aligned to the standards of the states where they operate. The 
activities and recommendations in the program's teacher manuals help teachers teach students to achieve those 
standards. Teacher manuals give teachers everything they need to present their lessons. 

BCIRC integrates students' experiences with literature and .with reading and writing. As students begin to move 
from Spanish to English reading, teachers use an adaptation of CIRC. The ELL CIRC curriculum makes the 
language more comprehensible tei students who are stillieaming English. The combined sequence of activities 
offers students rich language experiences that integrate speaking, listening, reading, and writing and focuses on 
students' cultural backgrounds as much as possible. Because students learn strategies in Spanish first, they can 
transfer these strategies to the English-language context. As students begin reading in English, they know the 
routines and their role and function within each instructional event. ' 

During CIRC/BCIRC's 90-minute reading blocks, students first build the background and vocabulary they need to 
understand the lesson, make predictions, and read a selection. Teachers ask students to read alone silently and' 

.with partners aloud. 

After partner reading, pairs~who are carefully selected by reading ability-discuss key elements of ~e narrative: 
characters. setting, plot, problem/solutions. Teams of four then map the story, retell the stories to partners within 
their teams, and do writing activities related to the story. About 10 words found throughout the story become a 
word bank that students use throughout the week orally and in their wri\ing. 

To assess their own progress, partners initial a student assessment form indicating that they have completed the 
task and achieved its criterion based on a list of activities that they are expected to complete at their own pace. 
Panners have a vested interest in making sure all students complete their work correctly because individual 
students' scores become the team's score. At the end of three class,periods, students are assessed on what they 
have learned. 

. Consistency Management and Cooperative DiscipIinelDisciplina Consistente y Cooperativa 

(CMCD) is a school wide program, and also a CSRD model, that has generated measurable 

improvements in learning environments and student achievement. The latter is attributed to significant 

increases in academic learning time. The .program emphasizes students' and staffs shared 
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responsibility for making and keeping rules that maintain jSafety and order, largely through a framework 

that emphasizes caring, prevention, cooperation, organization, and a sense of community .. Staff assess 

school needs in the spring, participate in summer workshbps conducted by local and national program 

trainers, and continue meeting throughout the school year to improve the program's implementation .. 

School staff, eventually in cooperation with students, write explicit behavior expectations grounded in 

their own school's needs. Students and staff, including s~pport staff such as office aides and 

custodians, enforce the rules. Evaluations document drabatic reductions in ratesof serious and minor 
I 

misbehavior (Freiberg. 1996), and teachers report having up to 40 minutes a day longer to invest in 

academics (Opuni, 1998). r . 

Reading RecoverylDescobriendo fA Leclo,.. Ja tutoring program .. A speciaJJytrained 
. . I 

teacher works 30 minutes a day individ~ally with ~e IQy.'est-achieving first-grade readers. Tutoring 

focuses on helping students use effective strategies for reading and writing. Sessions include reading 

familiar stories together, writing stories, re-assembling but-up sentences, and reading new stories. 

Teacher training focuses on diagnosing srudents' literac~ problems and teaching students coping 

strategies. It features "behind the glass~ sessions in w~ich one teach~r works with a student while 

others observe from another room, followed by a colIaJorative analysis of the lesson and its 

applications of the program's principles. Studies CO~dJcted 'by program developers and others show 
I 


substantial, enduring effects on reading performance in: 
! 
both the English and Spanish versions (Fashola 


et at., 1997). I 

I 
"Made to order" models. Many schools and districts find it efficient to adopt programs created 

close to home or to invent programs specifically tailor~d to their community's population and ' 
. I ' 

resources. Because these often have the advantage of local appeal and ownership, they may elicit more 

.thoughtful and whole-hearted implementation. These bodels differ considerably in format and 

approach, but their effectiveness arises from the aforebentioned key principles of good practice. Like 
. I· 

national models, they all expect schools to conduct ongoing analyses of students' performance to ensure 
I 

that they are achieving to high standards. For examp(e, to serve its large and growing Hispanic 

population, the El Paso Collaborative in Texas has crrated its own CSRD-approved literacy model, 

Literacy in Action. 

I 
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Creating a Locally Relevant Curriculum 
! 

Lennox Middle School in Lennox, California. serves about 21.000 sixth-, seventh-, and eighth-graders through a 
Title I schoolwide program. Nearly all of its students are Hi~panic. and almost 70 percent are Spanish-speaking' 
ELLs. Ninety-six per:cent of students are eligible to receive free or reduced-price lunches. 

Teams of three to five teachers work with groups of 90 to ~3!0 students on a locally developed curriculum that 
transcends specific subjects. Each team consists of a math/science teacher. a language arts teacher. a physical 
education teacher. an exploratory teacher (for classes once dUed "electives"), and sometimes a special education 
teacher. Teachers often follow their students from grade to krade to maintain a link. 

I 
Lennox's curriculum, aligned with state standards, emphasizes justice. peace, and tolerance. Since it also 
emphasizes reading, teachers work hard to find culturally apbropriate and motivationalliterattire for Latino 
children and books by Latino writers. ,I , 

, " 
Between 1998 and 1999, on the Stanford Achievement TestJ on average, Lennox students' scores in reading. 
language, spelling. and mathematics. increased or remained stable, as did the number of students achieving at or 
above the 50th percentile. 'ELLs' reading scores in several ~rades also increased. ' ' 

I 

Support for English Language Learners 

For English language learners, lessons presented in English can pose particular challenges. 
I 

Students may be ready to learn the next step of a matll equation, a new science concept, or the 
, I' 

principles espoused in the U.S. Constitution, but unable to grasp information given in English. When 

instruction neglects the strengths and weaknesses of a !student's skills, it severely restricts the student's 

opportunity to learn. Without proper language suppott, these students may not grasp the curriculum 
, ' I 

and may fall behind academically, putting them at high risk for dropping out of school (Fallis & Wolfe, 

1999). Some srudies suggest that it takes students an ;averageof five to seven years to learn enough 

English to succeed academically in a regular English Flassroom (Genessee, 1999; Teachers of English 

to Speakers of Other Languages, 1997). Communities cannot afford to wait for students' English skills 
, ,I ' 

to catch up with tIlose of native English speakers before providing them with the same challenging 

academic curriculum. The social and the economic dosts of school failure are too high. 



I 
Learning the Same Curriculum 

I . 
Teachers at H.D. Hilley Elementary School, a Title I schoolwide program in Texas' Socorro Independent School 
District, take pride in offering the same curriculum to ELL Jd English-proficient students. Hilley serves 766 . 
students in grades pre-K-5; virtually all its students are Hispapic and 24 percent are Spanish-speaking ELls. 
Ninety percent of students receive free or reduced-price lunches. . 

. I 	 . 

All students participate in the same curriculum structure and ~omplete similar challenging assignments; teachers 
modify their instructional practices to help ELLs grasp the curriculum. using Spanish and sheltered instructional 

• I 

techniques. Hilley's method eases the transition of ELls-ali of whom speak Spanish-into the monolingual 
English classroom. Students are used to the instructional roritine. "They need to do the problem of the day using 
the Problem Solving Plan structure. They need to write in their journal. They need to read a book and do their 
reader's response," explained a third-grade teacher. "The cJrriculum and the instructional method/: fof th~ EtL 
and English-language activities] are as similar as they can be~" 

I. 
Ii 

English language learners and Tule I and Tule VII. ELLs can receive services under both 
. 	 I 

Title I and Title VII. Title Isupplements opportunitiesjto learn for all eligible students enrolled in Title' 

I schools, whether they speak English or another langurge. Districts' Title I plans describe how they 

will coordinate and integrate education services, including those for ELLs. Federal law encourages 

districts to integrate Title I and Title VII services, for Jxample, by strengthening par~nt involvement or 

professional development efforts. I.. . 

Title VII. the Bilingual Education Act. specifilllY';'rves ELLs. The purpose of Title VII is to 

educate limited English proficient children and youth t~ meet the same rigorous standards for academic . 	 . I 
performance expected of all children and youth, including state content standards and challenging state 
.' I· 	 . 

performance standards. Title VII awards four types of grants to districtS and states: . 

..' .' I .. 
Three-year development and implemehtation grants to initiate new programs• 	 I 

·· I ..
• 	 Two-year e nhancement grants to Impiove eXlstmg programs 

• 	 Five-year comprehensive school grants to implement whole-school reform with a focus 
on improving services to ELLs throu~houtthe school program 

• 	 Five-year systemwide Improvement glrants for districtwide projects in districts serving 

. • high concentrations of ELLs . i ..' 	 .' 
These programs-both together and independently-support schools as they employ strategies to help 

Spanish-speaking and other ELLs. I '. . 
I 
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EUs and SJrateg;esJor reaching high standardf' Schools that serve long-established ELL 

populations and schools that are just beginning to serve Spanish-speaking ELLs can use varied 

strategies to support students with special language needL Sheltered instruction, English as a second 
I 

language (ESL) classes, developmental and transitional ~ilingual education, and two-way bilingual
I 

education programs are all options to consider. While ESL and sheltered instruction are approaches for 
I . 

teaching English, bilingual education and dual-immersion bilingual programs build skills in both 

Spanish and English and may include ESL and sheltered/instruction. In addition to these approaches, 
1 

tailored specifically for ELLs, schools can use cooperative learning strategies to promote student 

interactions that advance the achievement of all students while supporting English acquisition (Fashola 

et aI., 1997): 

English as a Second Language (ESL). Typical
/ 

ESL programs build students' English 

grammar, vocabulary, and communication skills. Resdrch has shown that a content-based approach to 

teaching students English is more effective than isolatiJ I~nguage skills from academic content 

(Genessee, 1999). Content-basedESL is structured arbund academic content rather than isolated 
1 • 

English-language skills. Students usually move throughl successive levels of ESL before exiting the 

program. . . I 

1 

. Learning Englishtm:lough Content . 

Rio Grande High School in Albuquerque, New Mexico, prolotes literacy in both English and Spanish by offering 
its ELL students four levels of content-based ESL programs ~s well as separate classe~ to improve their Spanish . 
literacy skills, all with the state content standards in mind. Funded in part by Title VII, the school serves more 
than 2,000 students in grades 9-12; 85 percent of the stude~ are Hispanic and 69 percent are Spanish-speaking· 
ELLs. On the Gates-MacGintie assessment, ELLstudents , rbading scores showed improvement as they moved 
through grades 9-12. I . 

The schoo~ uses the Language Assessment Scales (LAS), a lmmerCially aViiilable English-language assessment, 
to determine when students are ready to move from one level of the program to the next. Level IV-the final 
ESL level in Rio Grande-helps students make the transitionlto an English-based program. 

I .(continu.ed) 
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I 
Learning English through ~ontent (Continued) 

, . I 
Rio Grande's four ESL levels enroll students in all grade levels. Levels are as follows: 

, " f 
Prerequisites . iESL Course Course Description 

Very limited or no knowledge ofl EnglishLevel I: Transitional ESL Opponimity to learn English in a 
no-stress environment. Students 

, panicipate physically, socially. 
emotionally, intellectually. and 
Iinguistica!ly in meaningful 
situations as they acculturate to, the 
school environment and the 
community. Skills taught include 
listening, spc.aldng, rr.adilJt, i; nel 
writing. as well as cultural 
understanding. 

Level II: English Language Transitional, enrichment, or tea~her. and/or Continues process of acculturation 
Enrichment test-recommended ! and helps students understand and 

produce more complex oral and 
written language. Teachers 
integrate language development 
with science. an. and other 
subjects. Students are able to 
function better in content area 

! classes. The course reinforces skills 
in listening. comprehension. oral 

I production. reading. and writing, as 
well as cultural understanding. 

Level Ill: ESL Transitional. enrichment. or teacher- and/or For students who have mastered 
test-recommended I listening comprehension. speaking, 

reading. and writing skills learned 
at previous two levels. Designed to 
incorporate second language with 
content in different subject areas. 
Emphasizes study skills and cultural 
understanding. ' 

Completion of levels I. II. and III and lor 
teacher recommendation I 

Level IV: ESL For students who have mastered 
listening comprehension. spl".aldng, 
reading, writing, and study skills 
presented in previous levels. 
Usually taught siml,lltaneously with 
a' regular English class; designed to 
provide advanced language suppon 
for a mainstreamed limited English 
speaker. Level IV ESL also helps 
students develop independent 
learning behavior so that they can' 
cope with different learning 

, situations. 
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Igniting Learning for Gifted ~LLs in Louisian~ 

Project IGNITE (IGNITE stands for "Identifying Gifted LEP sLdents In and Through ESOL") off~rs ELls in the 
. I. 

East Baton Rouge Parish Schools a "pregifted program" as a stepping stone to 'gifted and talented education. The 
program is funded by Title VII and local funds. Because ELLlstudents are often underidentified and 
underrepresented in gifted programs, Project IGNITE works with educators in three schools to identify potentially 
gifted students who are not yet proficient in English. Students/ are identified through multiple measures, including 
some that are not language dependent. Identified students participate in three hours of Project IGNITE each week 

. I
during the regular school day for up to two years. About 15 ~ercent of East Baton Rouge students served are 
Hispanic. '. I . 

I ' 
Project IGNITE is modded on Project GOTCHA, first developed in 1987 as a U.S. Department of Education 
Office of Bilingual and Minority Education (OBEMLA) Acad~mic Exceilence Project in Broward County, 
Florida. Project IGNITE uses the Project GOTCHA curriculum. which is aligned with Louisiana standards and 
the standards advocated by Teachers of English to Speakers of Other Languages (TESOL). 'Til(; ,-,!.micui"\l1 takes 
a multicultural, thematic approach that meshes language objecfives and ELL teaching strategies with authentic, 
content-based tasks. Since Project GOTCHA in Broward County ended in 1996, its developers have consulted 
and worked with districts, including East Baton Rouge, to de~elop new projects like IGNITE. The consultants 
help districts to write Title VII grants to fund implementation./ So far, three Florida districts, in addition to East 
Baton Rouge. have received Title VII grants to implement GqTC~A-based programs. 

Project IGNITE activities focus on developing students' critick thinking skills. For example, to make their 
I

family trees, students study real trees from both the United Slfites and their native countries, learning science, 
geography, and new vocabulary. They then choose the tree they feel best represents their family. The specially 
trained and certified Project IGNITE teacher encourages stud~nts to place their relatives on whatever tree 
"branches" they feel make the most sense, to allow room for 'nontraditional family structures. Project IGNITE 
also trains all teachers in the elementary schools in which it o~erates to provide continuity between the regular and 
IGNITE classrooms and to ensure that all students in the sch~l benefit from the project. 

In 1999-2000, the first year of Project IGNITE in East Baton! Rouge, five of the 67 students served have so far 
entered the regular district gifted program, and many more are expected to follow next year. Data from Project 
GLITTER, a very similar, longer-running GOTCHA-based plrogram in Broward County, indicate that 
participating students increased their scores on the SAT-9 by Inear1y 5 percent, while scores of nonparticipating 
students in a comparison group decreased by nearly 3 percent. 
, . I 

Sheltered instruction. Sheltered instructional techniques help ELLs grasp subject-specific 

content through instruction in English. These techniqu~s are less language-dependent than other 

teaching methods, relying more on hands-on activities t~convey the lesson to srudents. 'For example •. 

teachers might use supplementary materials such as graphs, models, visual aids, Imd manipulatives, 

Text can be either outlined or rewritten in more undersfandable language or graphically depicted. 

Content objectives in a sheltered algebra or physics cOllrse, for example, are exactly the same as their 

mainstream English counterparts, but the teacher consJmtly monitors and adjusts instructi~nal methods 

and complexity of English used according to students' beveJOpmentallanguage needs. Sheltered 

instruction, conducted in English, may be used'specifidally to teach students to read, write and speak 

in, and listen to, English (Le., ESL) or can be used as ;an instructional method for teaching the content 
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areas (e.g., sheltered algebra, sheltered biol,ogy). ESLand bilingual education teachers can incorporate 

sheltered instructional techniques into those models as wJn. ' ' 

I 
Involving Students in a Study of American Culture 

I 
At Liberty High School, a newcomer school and Title I schoplwide program in New York City, students in 
the bilingual program have the opportunity to participate in f:.1ulticultural House, a program for students 
from several primary language groups. Liberty serves 525 students, all of whom are new immigrant ELLs 
and about a third of whom speak Spanish. Students in this pirogram take their ESL courses together. The 
curriculum for these combined classes inCludes topics such a~ the iinmigrarH experience, the contributions 
of different ethnic groups in America, discrimination: cultur~1 clashes, getting a job, and survival skills. 
Students also complete two interdisciplinary projects: "Nam6s and Naming Cu~t()mr:," and "G~nrl~r R()l~r; 
in Different Cultures." Students use a teacher-created studeht workbook, based on the state standards, and 

I ' 

written in three languages. Teachers used sheltered instructional techniques to help students grasp content 
while they build their English skills. Title VII helps suppo~ Liberty'S programs. 

Districts can develop sheltered curricula based on state and local standards. aligned assessments 

(including alternative assessments such as portfolios andi ongoing teacher assessments), and professional 

development to help teachers implement sheltered instructional teChniques for ELLs. , I . 
I ' 

, Bilingual education. Bilingual education is anJth~r option for serving ELL students. In 

bilingual education programs. students learn academic c~ontent in their native language while they learn 

English. Transitional bilingual education, development bilingual education/maintenance programs, and 
• I 

two-way bilingual immersion models are by far the three most common types of bilingual education 
, I 

programs, with transitional programs constituting the m~jority of bilingual education programs overall. , , I " 

Although most Spanish-speaking students are n~t enrolled in bilingual programs, the majority of ' 

bilingual education programs do serve Spanish-speakinJ students (Genessee, 1999). Title VII requires 

that funding priority be given to programs that promotelbilingu~l proficiency in English and another 

language for all students participating in the program. 

When implemented properly. a bilingual education program can help students meet high 
, ,I, I 

standards and achieve proficiency in English. Evidence also suggests that bilingual education lowers 

dropout rates and enhances student achievement by siJnaling to students that the school values their 
,I ' 

language and culture (Krashen, 1998). Students transfer content and skills learned in Spanish to those 
I 

later learned in English. For example, students who shtdy algebra in Spanish do not need to study the 

same conceptsagai~ in English, but continue on to thJ next math course inwhatever language they can 
I " 

handle. : 
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i . 
Earning Bilingual Seals ~or Graduation . 

I 
I 

Rio Grande High School is one of two schools in the nation w~ere students may earn a bilingual seal on their high 
school diplomas. The bilingual seal program is supponed at ~e school by Title VII. To earn this distinction, 
which shows that students are proficient in both Spanish and English, students must complete Level IV of 
Spanish-language instruction with a "e" or better. They also Imust complete a college preparatory program with a 
minimum of four academic classes each in mathematics. scienbe. social studies. and English. as well as two

*-	 . I· .. 
Students apply for the bilingual seal during their senior year. i A committee of teachers, administrators. 
counselors. and bilingual staff reviews applications and tests students' Spanish and English listening and speaking 
skills using alocally developed performance assessment. and ;their reading. and writing skills in both Spanish and 
English with the Language Assessment Scales. Students must pass all sections of the exam witb a 70 pc.rrrm 
score or better to earn the bilingual seal. .1 
In 1999,40 Rio Grande students received the bilingual seal on their diplomas. In 1997 and 1998.30 students 
received the seal each year. I ' 

I 
Transitional bilingual education (TBE) is the/most cominon type of bilingual education for 

, t 

ELLs in the United States (Genessee, 1999). The goal of TBE programs is not to maintain students' 

native language literacy while learning English, but to/use those skills for grade-level instruction in the 

content areas until students develop the English skills for them to move to an English-based 

instructional program. Students enrolled in TBE prodrams lea~ English while studying grade-ievel 

academic content in their native languages. TeaChers/sometimes also use sheltered instructional 

techniques to teach content as students make the transition from native language to English instniction. 

·TBE programs often begin in kindergarten or lfirst grade and usually seek basic English 

proficiency within two years. Students exit the prog~am within three years, at which point they mayor 

may not have learned enough English to succeed on their own in mainstream English classrooms. 
. 	 I 

Students' transition to English-only instruction often hegins with English-taught (and perhaps sheltered) 

mathematics and progresses from the leastto the mo~t language-dependent subjects, ending with social 

studies. Because Hispanic students learn much cont~nt in Spanish, especialiy in the first year. the . 

program requires fully bilingual teachers well traindt in TBE methodology. . 

.. ·I!esides the usual requirements for good iostLdon. effective 'TBE programs for Hispanic 

students feature: . I . .' '. 
j 	 .' 

• 	 High-quality English- and Spanish-l~nguage instruction aligned with standards . 
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• Ongoing oral English development 

I
• Support for students struggling in the early grades 

Eft:· • • E I' h'• leCUve tranSlllons to ng IS InstructionJ 
. 	 I 

• Well-trained bilingual teachers (GenesJe, 1999) " 	 , I 
I ' 

I 
I 

, 	 I 

, 	 Implementing TBE at Ub'erty High School 

Liberty High School offers Spanish-speakers severaltypes ~f TBE programs. The curriculum of each, 

however. is aligned with the new content standards set by the New York State Education Departmf'.n! illid 


the academic perfonnance expectations of the New York City Board of Education. 


, 	 'I 
Students lacking literacy in both Spanish and English enroll in the minischool. a self-contained program that 
develops Spanish and English literacy skills as well as the ~cademic skills necessary to succeed in an 
American classroom. Minischool teachers base the curric~lum on practical themes, relying heavily on 
"hands-on," instruction. Minischool students take two Spaitish language classes' at one of two levels, ESL 
classes at one of nine levels, global skills and math in Spabish, and science (taught in English). ' I 	 ~ 
Students who are literate in Spanish typically take three p~riods of ESL, content courses in Spanish, and ODe 
period of Spanish language arts. In this way, students earn content course credit that they may not have 
otherwise earned because of their limited profiCiency in Eriglish. The native language arts course 
curriculum reflects students' Spanish-literacy level. For Jxample, some less advanced students write 

I 	 ' 

friend}y letters in Spanish, while more advanced students iread Don Quixote. 
I 

Title VII supports some bilingual education programs that preserve and develop students' native 

, language skills while helping stude~ts master EngliSh! In developmental bilingual ~dllcation programs 

(DBE), also called maintenance programs, Hispanic ELLs learn content in both English and Spanish 
I ' 

and achieve academic proficiency in bothJanguages. IStudent~ add English to their language repertoire 

rather than subtract Spanish. DBE programs often b~gin in kindergarten or first grade and ideaily 
, I 	 ' 

continue through secondary school. Most DBE programs in the United States are for Spanish-speakers. 

Research on DBE shows that such programs, after fdur to seven yea~s of participation, help students to 

achieve at grade level in English and narrow aChievebent gaps between students who are fluent in 
, , 	 I'"

English and ELLs (Genessee, 1999). DBE environments value students' native language, closely tied 

to culture, thus keeping s'tudents' self-esteem high, ~ factor linked with success (Calder6~ & Carre6n, 

forthcoming; Genessee, 1999). 	 I 

I 

I 


r 




High-quality DBE fearures: 

• Varied, appropriate teaching strategies tol enhance English and content learning 

Separate English and Spanish instruction,! each aligned with standards ..• I . .. He"rogeneous grouping· I 	 . . 
• 	 Instruction that extends at least through elementary school and sometimes through 

secondary school I 
• 	 Equal starus accorded to English and Spanish 

. . I 

• 	 Well-trained bilingual teachers (Genesse~, 1999) 
. , I 

Two-way bilingual education·. Two~way bilindual programs provide standards-based 

integrated language and academic instruction for both nJtive English-speakers and ELLs. All srudents 
. 	 I 

. learn a second language, develop first-language proficiency, and deepen cross-culrural understanding. 

Two-way bilingual education differs from DBE in that rbost DBE students are English-language . 

learners, while two-way programs serve both language Jninority and native English-speaking srudents. 

I 
Teachers teach srudents some subjects in English and some in a second language, most often . . I 	 . 

Spanish. Most programs begin in kindergarten and span the elementary grades. Usually, each class is 

divided equally between native English-speakers and na~ive Spanish-speakers. In the early grades, 

teachers may provide about 90 percent of instruction in/spanish and 10 percent in English, working up 

to roughly equal time for both languages as srudents ga~n proficiency. In others, instructional time may 

be more equally divided from the start. The time spent learning in each language often depends on 

school resources and teacher capacity (Calderon & car1loon. forthcoming). . . . 

I I 

A well-implemented two-way bilingual program fearures: 

. 	 . II . . 
• 	 Use of appropriate strategies' for teaching and learning language and content aligned 

with standards .1 
I 	 • 

I 

• 	 Separate use of Spanish and English by teachers and srudents 


· ... (.:1)

• 	 Aliour- to six-year program at mlOlmum 

.. I. 
• 	 Developmentally appropriate curricul~m 

I 
• 	 EquaJlstatus accorded to both languages 

. 1 .. 
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• Well-trained bilingual teachers 

• Appropriate bilingual materials (Genessee, 1999) 

... ,I· 
! 

Producing Bilingual, :alliterate, Bicultural Students 
I 

Coral Way Elementary School in Miami serves 1,375 studenb in grades pre-K-5. Eighty-nine percent of these· 
students are Hispanic and 25 percent are Spanish-speaking ELls. About 70 percent of students in this Title I 
schoolwide program receive free or reduced-price lunches. Title I helps the two-way bilingual education school 
support small-group instruction, low student-teacher ratios, Jnd a parent coordinator. Coral Way's objective is 
'"'to help students become bilingual, biliterate, and bicultural,!" . 

. . I 
Coral Way prides itself on using the CORE knowledgecurri~ulum, developed by E.D. Hin:c.ll. It ir. fh(: only 
school in the Miami-Dade district to implement the program/in both Spanish and English. There is also a bilingual 
curriculum in pre-kindergarten. The CORE knowledge cUff,iculum uses a cooperative approach to learning, 
includes technology in its teaching. and focuses on literature', The school links the thematic units recommended by 
the CORE curriculum to language arts, science, and social studies and aligns these with district standards, which 
in tum align with Florida's Sunshine State Standards. At C6ral Way, 95 percent of students read at grade level 
by second grade. . . I . . . 

Immersing Students in Spanish and E~glish at Key Elementary School . 
I 

Francis Scott Key Elementary School in Arlington, VirginJ a Title I targeted assistance school, serves 575· 
students in a Spanish-English two-way bilingual education ~rogram, Fifty-nine pert::ent of students are Hispanic, 
33 percent are white, 7 percent are African American, and less than 1 percent are Asian American. About half 
the students are ELLs, virtually all.Spanish speakers. I· .... . 
All students at Key study Arlington County's elementary curriCUlum, aligned in both Spanish and English with 
Virginia's Standards of Learning (SOls). Students learn s6cial studies and language arts in English, and 
'mathematics and science in Spanish. Students are also taught art, music, and physical education in English. The 
program is designed to teach English- and. Spanish-speaking children a second language through content 
instruction and' everyday conversation. 

Each group of approximately 50 students has two teachers. One teacher teaches in Spanish and the oUler in 
English. Students are divided into two heterogeneous groups, each with approximately 12 Spanish-speaking 
students and 12 English-speaking students each. One grou~ spends its mornings with the English-speaking teache 
while the other group is with the Spanish-speaking teacher! In the afternoon the groups switch teachers. 

/" . 
The Key School is one of only three schools in Arlington that met the state's achievement expectations on the 
SOL test in 1998. Only 7 percent of schools across the s~teearned this 'distinction. 

I . 
Cooperative learning strategies. Two key donditions characterize cooperative learning 

strategies that have demonstrated their effectivenessih accelerating student aChievement. First, teams 
I . 

work toward a common goal. such as earning recognition by performing well. Second, team success 

depends on individual learning. For example, a tean1 of students with diverse abilities can earn 

I
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•• & h' h th f d 'ts"" h . h recogmtlon lor ac levement w en e sum 0 sru en Improvement scores reac a pre-set hlg 

standard. In a typi~al cooperative learning lesson, the te~cher presents new information at the 

appropriate level of challenge, and then srudents work in/ teams on assignments designed to lead to 

mastery. Depending on the subject, srudents may be working on the same or different assignments, but 

everyone is expected to offer encouragement and support to teammates. Srudents take mastery tests 

individually, to demonstrate whether each has attained ~e lesson objective, but their individual 

performance becomes part of a team improvement score/that establishes eligibility for recognition 

(Leighton, 1999). . ". I . . 
Well-strucrured cooperative learning activities provide opporrunities for elaborated, on-task 

, I 
conversation am!)ng students with different language strength:: and needs. When karns iJJdT!ct, nnelish 

language learners at different stages of English acquisitibn, the task strucrure engages srudents in
, I 

helping each other complete assignments, offering expl~nations and assistance in the available shared 

language (Cohen, Lotan, & Holthuis, 1995). In srudies!of Bilingual Cooperative Integrated Reading 

and Composition (BCIRC), for example, srudents emer~ed with greater mastery of reading and writing
I . 

in both English and Spanish by the end oftwo years (Calderon, 1994). 

, , I ' 



Implementing comPltx Instruction 

Complex Instruction (CI) is a research-based. cooperative lelrning appro~ch designed for acaderilically and 
linguistically diverse classrooms. The model. grounded in edu2ational and sociological theory. is used in 
hundreds of elementary and middle schools serving Hispanic Istudents. Designed by Dr. Elizabeth Cohen at 
Stanford University in 1979. it features carefully crafted groJpwork that provides all students access to engaging, 
higher-order learning activities. This is accomplished in part/thrOUgh "multiple ability curricula" that require use 
of a wide array of intellectual abilities so that students at different levels of academic achievement and with 
different strengths can successfully work together to complet~ a group proje~t. For example, the completion of a 
group activity on the Maya Indians could require students to hse visual skills. musical or dramatic abilities, 
analytical reasoning. or other academic skills. . I . 
Creating equitable classrooms is at th~ heart of CI. All stude~ts pa~icipate in groupwork. regardless of their 
academic status. To ensure that all students have a chance to' work to meet the same standards, CI students learn 
the n~rms of cooperation. and the importance of everyone cdntributing their skills to a group task. In addilion, 
teachers receive extensive training in all aspects of the progrk, including how to use "status treatments" to 
broaden students' perceptions of what it means to be sman ~ how to delegate authority to encourage students to 
talk and work together to solve group assignments (CI also trains preservice teachers in the California State 
University system). Research has consistently shown that th~ more students talk and work together on Cl's 
multiple ability tasks, the more they learn. . I 
Cl's approach to groupwork is ideal for classrooms serving Hispanic students. CI offers all Hispanic students· 
culturally relevant, intellectually challenging curriculum. AI:so. ELls comprehend better and are more engaged in 
a task when graphs, diagrams. or other visual aids are used, las they are in CI's approach of engaging students' 
different learning strengths. CI also offers ELLs valuable "dractice time" for language development as they talk 

. I· 
and work together with fluent English speakers and each other on group products. At the elementary level, 
research on the model has found that the more frequently Spbish-speaidng ELLs talked about a group task. the 

I . 

larger their gains in the English language. The multiple abil,ity curriculum also offers a variety of ways for ELls 
to show their "smarts,· raising their status in the classroom and increasing their panicipation in groupwork. 

I
Bilingual students are viewed as valuable resources because fhey translate for ELLs in their group and suppon 
ELLs' language development. CI's approach to group work ,has also been shown to improve low-achieving. 
disengaged readers' reading and writing skiIIs because studehtspractice these skills for a "real" purpose: to 
communicate, contribute. and understand. I 

I 

. . s" d" h . d· IIINewcomer programs. orne Istncts ave Imp emente newcomer programs ,orC new y 
I 

arrived secondary school students, most of whom speak Spanish and many of whom have limited 
, . I 

English and/or native language literacy skills, along wi,th little formal education of any kind (Short, 
I 

. 1998), Newcomer programs offer intensive language development and other studies to help students-

who have typically been in the United States for one y~ar or less-adjust to their new country both 

academically and culturally. Typically ~ they serve students for an adjustment period of 6-18 months 

before transitioning them to academic and ESL classesi in regular schools. . 
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Welcoming New IJmigrants 
~ 	 .' I 

Liberty High School. a newcomer program in New York City. came into being in 1986, after the New York 
City, Board of Education decided to dedicate a school to stud~nts who arrive during the semester instead of 
trying to place these students in other schools. Upon noting ihat most of these students were new immigrants. 
the board decided that the new school should focus on immigrants. Four members of the staff (including the 
principal and assistant principal) have been at Liberty since its inception. Liberty offers a one~year transitional 

. I 

program for students who are between the ages of 14.5 and 1:9 and have less than eight years of schooling. 
I 

. . 	 . I 

Typically, newcomer programs offer instructioJ acti¥ities that meet older studenlS' special 


educational needs, including sheltered content instructioq in English and academic instruction in 


students' native languages (TBE). Many programs offer1native language literacy instrucliull 8.f>wdi. 

. 	 I . 

About half of newcomer programs receive Title I funds ~Short. 1998). Many of the programs reach out 

to parents, offering parent orientation and adult ESL cJaJses. . . 	 , 

I 


Newcomer programs take several forms. Some lare in schools near where the majority of .' 

newcomers live. They may offer full or part-day programs where students also participate in electives 

with their English-speaking peers. Others are free-standing programs. Some districts operate short­

term newcomer programs at the district's intake center, where all new ELLs must come for placement 

before entering a regular school. 
. 	 i 

I 
ro determine when students are ready to move ,from the newcomer program to another school 

program, schools usually assess students' language cap~cities. Programs often support student 
. 	 I ' . 

transfers, pairing newcomers with more experienced ELL students, arranging for students to sit in on 


classes before they enroll in them, and tracking studenJ, progress for the first few months after the 


transition (Short, 1998). I' . 

I 

Migrant Students' Requirements 
. 	 I 

Migrant students are among the most educatioJallY and economically disadvantaged groups in . 

the nation (Gonzales, Stief, Fiester, Goldstein, WaiterJ. & Weiner, 1998). Because they move . 
I 

frequently. their reading and mathematics achievement tends to be lower than that of other students 
. 	 I· ~, 

(U.S. Government Accounting Office, 1994). More than two-thirds of migrant children live in 
, II 

households of the working poor (Anstron & Kindler, 1996). More than 80 percent of the country's
I 	 ' 

580,000 migrant students are Hispanic, and about half, are English language learners (Henderson, Daft, 

& Fong, 1998; Strang & von Glatz, 1999). Migrant ~tudents ~end to begin school with fewer academic 

skills and at an older age than the general school-age ~opulation; they test below the national average 
. 	 I ' 

25 




. , 

on basic skills and drop out of school at a higher rate than other students (Gonzales et aI., 1998). 

Because of interruptions in their schooling, migrant studbnts need special supplemental services to help 

them succeed. Students who have moved with migrant Jarents within th~ last three years are eligible 

for federal Migrant Education Program services. 


Because migrant students move across local and state boundaries, and because no single school 


district~and, in many cases, no single state-is responsi~le for their education, thes~ students often 

need extra support to help them overcome the effects of j poverty, mobility, and limited English 

proficiency Some districts have developed flexible programs. that follow migrant students from district 
I . 

to district without seriously interrupting their studies. There are also follow-up techniques for students 

whose families often travel in "streams" to'the same districts year after year. 

. Part C of Title I, of the Elemenlary and ·Secondal Education Act-the Migrant Education 

Program (MEP)-provides funding to coordinate servic~s for migrant children across states and districtS 

so that there will be continuity in their educational expefiences. Schools using MEP funds give priority 

to recent arrivals who have the highest risk of academiC! failure. These students often have special 
. . I 

needs not only in academic and language development, but also for dental, nutritional, medical; and 


. soCial services. MEP funds address these latter needs +well. Like other studepts, migrant students 


may receive services coordinated under Title I, Pan A'lTitle VII, and other federal, state, and local 


programs. Educators can also offer extended-time programs during the summer to help migrant 
. I . 

students catch up on school work they may have missed while moving.. . I . 

• 1 
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. Identifying and Tracking Migrant Students . 

Since 1997, using MEP funds (about $400,000 per year for !five years), ESTRELLA (Encouraging Students 
through Technology to Reach High Expectations in Learning, Lifeskills, and Achievement) has used 
technology to help migrant students earn the credits they need to graduate from high school. Students-all of . 
whom are Hispanic-come from six Texas school districts that average 96 percent Hispanic enrollment and an 
85 percent po~erty rate. In 19?9-20oo, th~ program serve~labout 50 studen~. All ESTRELLA students have 
at least a functlonal understandmg of Enghsh. although ·thel~ levels of proficiency vary. . . 

I . 
The program. a collaborative effon of Illinois. Montana, New York. and Texas educators, brings technology 
into the lives of migrant farmworker youth (and their familifs) who are in middle school, high school. earning 
GEDs, or out of school. ESTRELLA helps students transition to higher education and the workforce. The . 
project targets students who travel between home base schobl districts in the Rio Grande Valley (1.(\ JOYR, 
Mercedes, Pharr-San Juan-Alamo, and Welasco) and WintetGarden (Eagle Pass and San Felipe-Del Rio)

I 

areas of Texas and 12 receiving school districts in llJinoisl Montana, and New York. The Illinois Migrant 
Council in Chicago administers ESTRELLA, with a field office in Welasco. Texas.
." 	 I. 
ESTRELLA uses the New Generation System (NGS), a multi-state electronic information system funded in 

. 	 I 

part with states' federal Migrant Education Program allocations that maintains current education and health 
records on migrant students to identify students who migrate among the participating communities. The 
selection process begins in the receiving states, where the s~te's ESTRELLA coordinator consults with" local 
project directors and secondary teachers to select students who meet the program's criteria. The project's 
Interstate Student Coordinator (ISC) reviews the lists of reGommended students with the appropriate Texas 
home base school district personnel, especially high SChoo11 counselors. The ISC then contacts these students 
and their families to explain the program and explore their interest in participating. . 

• • 	 I . 

I 

For each participating student, the program develops an E~TRELLA Student Profile. The profile contains 
basic demographic information about students, their plans beyond high school, their exposure to computers, 
and their hobbies and interests. The profile also includes information on the family's planned migrations, 
interest of other family members in project involvement, abd family contacts in both Texas and receiving .. 
states. Guidance counselors from home districts collect data on the students' current academic status, 
including credits earned to date, partial credits, incomplet~ or failed courses•. and performance on the state 
proficiency test. the Texas Assessment of Academic Skills I<TAAS). For each student. counselors recommend 
specific courses and TAAS preparation needs for the upcopling summer. 

I	The Interstate Student Coordinator keeps in touch with stubents while they are away, assisting them i.hrough 
toll-free telephone and pager numbers. The coordinator Jorks with the Texas home districts and receiving 
districts to ensure that all necessary information is exchanked and students have the materials and equipment 
needed to pursue their studies. I" 

I 
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. . Extending Time for Migrant Students t~ Learn during the Summer 

The Miami-Dade ~ounty Migrant Education Program spJsors Title I-funded summer programs. 
Community Resource Centers at two migrant camps, staffdd by two full-time teachers, two full-time 
paraprofessionals, and two parHime paraprofessionals, pr6vide migrant students with tutorial services in 
reading and math. Students work on appropriatereadinga.'nd mathematics objectives (between 5 and 10 
in each SUbject) from the district's curriculum and earn reg'ular credits toward promotion and graduation. 
MEP staff base their assessments of students' achievement ~onteachers' observations, students' 
performance on mastery tests, and student portfolios. Forimigrant students in grades 6-12 participating in 
summer school, MEP sponsors a summer counseling/advocacy program as well. 

. . . I 

Sometimes it is difficult for migrant students to ~ccrue the proper acad~mic rr~rlits to kr.r.r lip . I· , 
with their peers. They may miss school to work in the fields or to care for younger siblings while 

,. I 
parents work. In these instances, some programs rely on technology to keep migrant students' studies 

up to date. .... '. I. . . . 

Supporting Academic Progress 

. . I .. 
ESTRELLA students use laptop computers equipped wi~ moderns, web-based, standards-based Texas 
curricula, and software applications.to keep up with therr; studies while they are away from their home 
schools. College students, trained as "cyber mentors," ~erve as role models, encourage ESTRELLA 
students to stay in school, and increase students' awareness of postsecondary options. Students and cyber 
mentors meet face toface at an annual. workshop held ori the mentors' university campus. Participating 
staff receive online and face-to-face professional development. Students use the laptops and a toll-free 
number to help them complete coursework to meet gradJation requirements. 

Counselors from each of the home districts assess studeJts' needs for graduation or promotion to the next 
grade and then select district-required courses from NovaNET's network of course offerings. NovaNET, 
the online curriculum used by ESTRELLA and students'l 

! 

home base schools, offers thousandS of hours of 
instruction in more than 100 subject areas, including reading, writing, and math; ESL; GEDpreparation;' 
middle and high school subjects; life skills; study skills; /career development; and keyboarding.. It also 
provides students opportunities to prepare for the ACT, SAT, and the TAAS. Because each district has 
approved the NovaNET curriculum, which is aligned wi1th Texas' ciJrriculum standards, all coursework and 
credits earned are recognized and accepted by students' homebase schools. . I . 
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Lighting an Academic Fire tor Migrant Studebts 

I 	 . 
Miami-Dade County Schools' Migrant Education Consort~um for Higher Achievement Program (MECHA) 
["flame" in Spanish] is funded by the U.S. Department o~ Education's Migrant Education Program. 
MECHA is a collaboration between Barry University, Dade County Public Schools Migrant Education 
Program, 'public television, telecommunications and softw~re publishing industry partners, and school 
districts. The program serves migrant children and YOUthlin five states along the migrant stream of the 
eastern coast of the United States. MECHA is a comprehensive model that promotes greater continuity of 
instruction for migrant students as they are served in diffetent school districts and assists migrant students in 
achieving high academic standards through innovative usds of technology. MECHA provides about 200 
migrant students with WebTV so they'can use the Interne~ to continue learning and keep in touch with a 
teacher as they move about. Before receiving the web'l"\ll hard~are, students complete a checklist that 
shows they know how to use the machine. 

Key program elements include: 
\ 

• Individualized learning plans (ILPs) , 

• 	 Teachers who monitor and support the same group of students over the school year via 
technology I 

• 	 Instruction independent of time or place 

• 	 Educational growth opportunities for parents 
, 	 I 

• Barry University students who monitor arid support students online during the year' 
'. . I 

• 	 A 1-800 homework hotline for students and parents ' 

Students sign onto a website that provides the MECHA-dLeloped curriculum; the curriculum combines 
competencies for each grade level from the Miami-Dade ¢ounty Competency-Based Curriculum and the 
Sunshine State Standards. Students receive the support of one of five MECHA teachers. When a MECHA 

I

student moves, the MECHA teacher contacts the new school and the student's new teacher via the Internet 
to inform them that they can access the student's ILP and/progressreports online.. . 

According to program staff. MECHA students show an increased interest in school and careers, low­

performing students have improved their skills, and the p~ogramhas enhanced communication among 


. parents, teachers. and school administrators. I 

Assessment Is Appropriate and Informat~ve 
I 
I 

Assessment is a powerful tool for ensuring thai Hispanic students meet high standards. 

Effective assessment systems have certain essential quJlities and use numerous strategies to gather 

information about students' progress over time. To prbmote high-quality, standards-based instruction, 
. 	 I· 

Title I and Title VII programs mandate certain kinds otassessment. 
. 	 . I 
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Qualities of Effective Assessment 	 ' I 

Good assessment provides sound information a~ut what students know and can do. It gives 

educators reliable evidence with which to decide about further instruction and gives communities 

reliable evidence to determine their school systems' acc6untabiIity. Four traits characterize effective 
I 	 . 

assessment (Evaluation Assistance Center East, 1996; Linn & Herman, 1997; White House Initiative on 

, Educational Excellence for Hispanic Americans, 1999): 

• 	 Alignment with standards and curricul'qm: The assessment measures the knowledge 
and skills set out in the relevant standards and conveyed by the curriculum. 

. . I 	 . . 
• 	 Capacity to measure' different types of ~tudents equally weU: Students' r-fJi.nicity, 

gender, race, primary language, and economic status do not influence assessment 
outcomes. Assessments should be free bf bias. . ' 

• 	 Stimulating items: The assessment engiges students in compiex thinking and problem 
solving, not simply recitation of facts. I '. 

• 	 Generation of evidence for detennining professional development and instructional 
improvement: Teachers use the assessments to determine how to improve their own 
performance and focus their instruction :on learning opportunities for students.. 

I 

Measuring Students' Progress t~ward District Standards 
. . I 

Students at each grade level are required to meet Corpus Ch~isti, Texas', standards, which are more rigorous than 
the state standards, for promotion to the next grade and for graduation. The district has an official policy banning 
social promotion. The district employs standards-driven grading processes to determine whether students should 

I 
be promoted to the next grade. 	 !. . 

i 
The district also issues individual report cards that list thes~dards by grade and subject area and show each 
student's progress toward the goal. At the eh!mentary and middle school level, students receive six progress 
reports and six report cards each year. High school students! receive a minimum of four progress reports and four 
report cards. Progress reports indicate if students have a failing average or are borderline failing for a particular 
performance standard. '/ . 

I 	 • 

To be promoted in grades 1-3, students must achieve each pJrformance standard with a grade of70 or above in 
language,reading, and mathematics. To be promoted in gra~es 4 and 5, students need to achieve each 

I 	 . 

performance standard with a grade of 70 or above in language, reading, mathematics, science, and social studies. 
In order to receive course credit in grades 6-8, students must attain a composite average of 70 or above for the 
year in all courses taken. In addition, students have to earn ~ ,grade of 70 or above in all performance standards 
in language arts (English/reading), mathematics, science, and social studies, and must meet attendance guideline's. 
In order to receive course credit in grades 9-12, students mu~t achieve the district performance standards and/or 
state standards with a grade of 70 or above in each course taken, and meet attendance guidelines. 

Since the Real World Academic Standards have been in Plac~, Corpus Christi students have scored significantly 
higher on the TAAS. From 1994 to 1999, the percent of snidents in the district who achieved a score that was 
academically acceptable on all TAAS subtests rose from 51 percent to 76 percent'. During the same period, the 
reading passing rate rose from 75 percent to 85 percent and from 56 to 83 percent in math. The districts' passing 
rate of students takin~ the T AAS in Spanish is si~nificantlv higher than the statewide average. 
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Types of Tests I 
I 	 . 


Teachers, schools, districts, and states use differbnt kinds of assessm~nts to measure Hispanic
I 

students' progress: ", i ' 	 . 
• 	 Criterion-referenced tests assess students' mastery of specified content. Teachers use 

criterion-referenced tests to measure students' progress in learning instructional 
I 	 . 

objectives. Many states use criterion-referenced tests to measure students' progress 
toward standards. I " . , 

• 	 Nonn-referenced tests compare studentJ with each other. They provide educators and 
parents with information on how students perform compalvl '""ilh (heir peers in (jihe)' 

districts and states. 

• 	 Language proficiency assessments measure students' ability to read, write, speak, and 
listen in a target language-e.g., Spanish or English. They are often used to place 
students in instructional programs. Lan~uage proficiency tests are criterion-referenced, 
and the criteria ,are standards that indicate mastery ofgiven skills. 

• 	 Tests ofacademic achievement measurt students' mastery of the curriculum. Teachers 
often, use such information to monitor and adjust instruction and make ongoing 

.placement decisions. The results of the'se tests may be used to compare students, to 
determine an appropriate instructionall~vel, or to measure progress toward a standard. , I 

I , 

• 	 Performance assessments ask students to demonstrate their knowledge of particular 
curricular material in ways that reflect teal-world contexts. These demonstrations may 
include writing essays, constructing exfended responses to open-ended math or science 
problems, creating works of art,' assembling portfolios of work, and making oral 
presentation, among other things. Tea6hers use performance assessments to measure 
students' progress on an ongoing basis) Some states use performance assessments to 
help measure students' progress toward standards. 

. 1\ 

Ongoing Studentl Assessment 
, 	 I 

Half of the 730 students enrolled at Montview Elemenwiy School in Auro'ra, Colorado; are Hispanics with , 
limited English proficiency. To keep instruction focused on goals at this Title I school wide program, 
educators measure student performance through: teache}-administered formative assessments that drive 
instruction and help inform planning; summative, standa'rdized assessments required by the district and 
state; and writing and mathematics assessments developdd specifically for the school. ' 

Teachers administer the district-wide Idea Proficiency TLt (1P1) several times during the school year to 
determine stUdents' progress in learning English. Teachers also continually assess students using class 
work, writing samples, and running records that documbnt skill in literacy. Teachers hold frequent 
conferences (weekly or biweekly) with their students to discuss and assess students: progress in writing. 
T~achers keep a log of what students know and the desired next steps for the students' instruction. 
Classroom teachers and the principal meet quarterly to discuss the assessment results and to make decisions 
about future instruction. I.' 

! 
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Title I, Title VII. and Assessment 

Title I mandates that by the 2000-2001 school year, all states adopt or develop statewide student 

assessment systems that are aligned with ,thdr st~ndards lin at least reading/language arts and . 

mathematics. Title I also requires multiple assessments lof student achievement. While Title I requires 

states to use the same assessments to measure the performance of all children to the maximum extent 

possible, particularly in reading/language arts and math~matics, it also requires states to a~sess ELLs in 

the langua&e and form most likely to yield accurate and !reliable information on what these ·students. 

know and can do to determine students' mastery of skills in subjects other than English. States are 

required to make efforts to develop appropriate assessm~nts for ELLs jf rhey are not ~l1rrently 
available. Title VII requires programs aimed at develop,ing proficiency in two languages to report 

student gains in English and in the other language, as ~fIl as in academic content. . 

I 
Supporting Success on Assessments 

.. Assessment contributes to teaching, learning, and accountability systems only if it produces 

valid outcomes; that is, students' scores bear the intend~d relationship to their I~arning. Student test 
I 

scores should not be a misleading consequence of factors that interfere with students demonstrating 

their learning, such as their lack of la~guage proficienc~ or cultural.differences. When students are 
, I . 

unable to show what they have learned on a given measure or at a given time or circumstance, they can 

often demonstrate their learning through other means. ,i . 

. Preparing for ~ssessment 
I . 

Like other California students, students in the Calexico Unified School District in California take the SAT-9. 
Calexico serves about 7,000 students, of whom 98 percentlare Hispanic, 80 perce~t are ELLs, 30 percent are 
migrants, and virtually all receive free or reduced-price lunches. The district uses a commercial computer 
program, TUDOR, to create quarterly district tests that arJ aligned to the SAT-9 and that prepare students for 
taking the test. Teachers use the tests as benchmarks to m~asure students' progress throughout the year on 

. I 

skills needed to pass the SAT-9. Teachers had input on what'skills should be tested. and they received training 
on using TUDOR to create tests.' 'I, 
At the district level, Calexico's dropout rate is Significantly below the California average: 2.7 percent vs. 3.3 
percent. Furthermore, Calexico's class of 1997 sent 69 p~rcent of its students to four-year schools and local 
community coJleges.' " , 'I ' , 

I . 

,/ 
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Multiple test-taking opportunities. Students wpo are unfamiliar with the format and structure 

of tests may fail because of their inexperience with test~taking rather than their lack of learning. These 
I 

students may need extra opportunities to develop test-taking skills. 

Supporting Students MoJat Risk of Failure 
. I 

Schools in Corpus Christi. Texas, interven~ to help students:who are not progressing to meet district standards. 
Iritervention strategies vary: one school manipulated its schedule so teachers have more time to work individually 
with academically needy students; another school has recruit~d·miIitary personnel from nearby bases to provide 
tutoring to failing students. Other interventions include peei.' tutoring, Saturday School, a "zero period" before 
school begins, after-school tutoring programs, and a Saturddy Drama program at Title I schools. TheSanmiay 
Drama program, which students are encouraged to attend, ernphasizes reading and language ans stalld<.:rd.'; .. .' . . I . . 

. . I 
. Tutoring to Reflect Success 

In addition to assessing students with the SAT -9, over the Lurse of three years ~e Lennox, California, 
Schools' curriculum committee has created district-level language ans/writing and mathematics standards, 
which are aligned with state standards. Lennox adrninister~ the district's language ans assessment three times a 
year to track student progress. It gives the math test once ~ year. 

I • 

The district disaggregat~s assessment results for both ELJ and students fluent in English. These data guide 
J 

the instructional program. Assessments are scored and discussed by teacher teams rather than the teacher of 
that subject alone. This enables the team to "know thestuaent's strengths and weaknesses." Teachers then 

. adapt their teaching strategies to accommodate students' le~ming needs. Title I funds staff development 
activities to develop these teaching strategies.· I . . 

Between spring 1998 and 1999, students' scores.on the SA!T-9 improved in virtually aU areas of reading. 

language. math. and spelling. Seventh-graders' language ~cores increased by 10 percentage points; reading 

scores increased by 5 percentage points. Seventh- and eighth-graders' mathematics scores increased by 5 


• I 
percentage pomts. 

I 
Multiple measures. Title I requires that educJtors use multiple measures to assess students' 

progress toward standards. Using multiple measures ihcreases opportunities for students to demonstrate 

. their knowledge and skills. Managing different forms lof assessment for instructional improvement 

. . I'.' 

requires the systematic aggregation,.sorting, and streamlining of many different kinds of information. 

Teachers can use work samples, portfolios, or other fdrms of data for this purpose. . 

Op/i()ns for asse;sing EUs. ELls need opplrtunilies 10 demonstrate their ongoing mastery of 

content and progress so that teachers can guide their iJstruction. A checklist or rubric designed around 

the responses expected at different proficiency levels i~ a useful tool for assessing students' language' 

33 j 
I 

http:scores.on


I 
proficiency and making instructional accommodations. Other forms of alternative assessment useful in 

defining'student strengths and needs include: I .' 

• Oral presentations 

• Models or constructed figures 

• Exhibitions or demonstrations 
.1 

• Results of experiments or procedures 

• Text retelling 

• Anecdotal records 
., 

• Observations 

• Peer assessments . 

• Student self-rating scales 

. ' Using Multiple Measures: SucceJ for All and eIRe/BelRe 

In EI Paso, Texas, Success for All schools (including those lplementing BCIRC)-four of which receive CSRD 
funds-assess students every eight weeks. The assessment rrieasures the same skills tested by the state, so the 
eight-week tests serve as indicators of how students are prog~essing toward the state standards. The test is a 
composite of tests that students have taken after every three or four lessons. Teachers also look at students' 
attendance patterns when making instructional decisions as wbll as ongoing student perfonnance and daily 
assessment results. BCIRC uses two tests in addition to the qther measures of student perfonnancc: srudcnts' 
scores on the Spanish and English T AAS, which assess reading, writing, and mathematics. . 

. . I 
Teachers use the results of these muliiple measures to assign appropriate students to tutoring, suggest alternative 
teaching strategies iii the regular classroom, and adjust readiJg group placement, family support intervenrions, or 

. I . 

other means of meeting students' needs. I 

. I 
In a 1998 study of CIRC and BCIRC in the Yselta Independ~nt School District in EI Paso, Texas. CIRC students 

• I 

scored marginally higher than comparison students on the T AAS reading scale and significantly higher on the 
T AAS writing scale. On the NAPT reading scale, BCIRC sthdents also scored higher than comparison students. 
Students who were in the program for two years scored bette1r in reading than did students in the program for one 
year, who in turn scored significantly better than students in 'a control group. . .'" . I 
At the end of third grade. YSleta students could exit bilingual education if they score above the 40th percentile on 
NAPT reading and language tests in English. In reading. fo¥r times more BCIRC students than comparison 
students met the exit criterion. In language, twice as many ~CIRC as comparison students met the exit criterion .. 
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Some content measures are available in languag1es other than English. Generally, though, the 
I 

development of these measures-particularly in aligning the assessments with standards-has lagged 

behind other types of assessments. To make assessmen~s fairer to participating ELLs, there are several 

accommodations educators can make (Butler & Stevens[1997; Elmore & Rothman, 1999): 

• 	 Make decisions based on multiple meaJes. not the results of a single test 
, I 	 I 

• 	 Allow ELLs extra time to complete the tests 
I 

• 	 Repeat directions, having a familiar person aqminister the test and/or reading the 
directions orally I ~ , 

i 

• 	 Change response formats (Le., let sludchts !(;Si>0hU 1.0 English itern;,; in \,1'l.cir native 
language) 

• 	 Modify the test's linguistic complexity 

• 	 Add visual supports 

• 	 Provide glossaries in Spanish and/or En~lish 

, 	 I 
States can create more valid measures for Hisp~nic ELLs by not only translating tests into 

" 

Spanish, but also modifying the tests to ensure that theYI have the same degree of difficulty in Spanish 

or English and ar~ culturally and psychometrically apprppriate. Simply translating a test can produce a 

culturally and linguistically inappropriate assessment. Oregon, for instance. created a Spanish-language 

test with questions that matched the psychometri~ prop~rtiesof the, English version, rather than 

~ranslating the English test into Spanish. I 

It is important for educators to modify tests calfully . Inappropriate. modifications can render 

test results invalid. Even when the modifications are triade with care, caution is the watchword in 

comparing ELL students' test scores to those of native Jpeakers. TIle inappropriate plac~ment of 
I 

Hispanic and ELL students in special education classes ,because of the misuse of test results is 
, 	 'I

unfortunately a common occurrence (U .S. Department of Education, 1995b). 
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. " Assessing ELL Stud~nts in Texas , 

To determine whether Texas students should take the spanJhor English version of the T AAS or should be 
exempted because of low literacy skills in both languages, sphoOls convene their language-proficiency 
assessment committees (these committees are required in schools that serve ELLs). The committees consist of 
a school administrator, a bilingual educator or ELL educatdr, and a parent whose. ELL child currently attends 
tJ::te school. Once the committee has decided that a child sh6uld not be exempted from TAAS, it uses six 
criteria to determine in which language a student should takb the test: 

• , Literacy in English and/or Spanish I 

• Oral-language proficiency in English and/L Spanish 

• Academic p~ogram participation ,I' 
, I 

• Language of instruction and planned lan~uage of assessments 
, 1 

• Number of years continuously enrolled in ~chool; previous testing history 
, ' I , • ' 

, • Level of academic achievement 'I ":­
Based on these criteria, the committee determines whether a student should take the English-language T AAS or 

I ' 

the Spanish-language TAAS. In addition, all ELLs, including those exempted from TAAS, take the state's 
newly developed Reading Proficiency Test in English, a criterion-referenced test developed specifically for 
ELLs. ' I ' 

I ' 
Accommodations for migrant students. Assessing migrant students for placement, instruction, 

and accountability purposes presents special problems. IBecause students often move from state to state 
" . I .• 

or even out of the country several times during a single I.school year, it is sometimes difficult to 

determine where to place them in a program and judge their achievement in a given school. Many 
I 

districts use technology to help track students as they migrate. 

Tracking Migrant StudenJ, Progress Online 
, I 

ESTRELLA student progress on NovaNET is tracked onlink. Student reports, which are accessible by 
teachers. include time spent online,lessons completed, andltest scores. All student data are stored on the 
central NovaNET system ,and can be viewed online, printed, or downloaded by project staff for immediate 
access. The Interstate Student Coordinator generates biweJkly reports that are shared with instructional ,

I 

staff in the receiving states to help keep everyone appraised of each student's progress. 

I 
Once students return to Texas, the Interstate Student Coord,inator meets with each student and their parents 
to discuss student progress and educational needs. The Coprdinator also meets with the student'sguidance 
counselor to discuss course completion and'progress to date. Together they determine the students' 
placement needs. When a student completes a course, the isc produces a grade report and works with the 
counselor to ensure that the student receives proper credit. I, ' 

36 

j 
"I 



I 
Assessing Migrant Students in ~iami-Dade County

\' 	 . 

The,Miami-Dade County Public Schools assess migrant stud~nts in the Migrant Education Program both 
infonnally and fonnally. InfonnaUy, a teacher may note ho~ fluently a younger student writes sentences or 
how well an older student can rea~ comple~ paragraphs or respond in writing to a story. On the more fonnal 
side, migrant students complete a writing assignment at the ~ginning of every year that teachers assess 
according to Florida Writes' writing rubric. At the end of th~ year, students complete another writing 
assessment. Students also take the state assessment and the S,tanford Achievement tests. Additionally, to 
graduate, students must pass the High School Competency Test. 

I 

Equitable tests. Educators have worked hard in recent years to ensure thall.esl.::; aurninislered to; ". . 

Hispanic students are equitable. Such tests have the following characteristics (Linn & Gronlund, 2000): 

• Absence or bias: Tests are fair when ~ores cannot be predicted on the basis of 
. students' demographic characteristics (r~ce, ethnicity, gender, poverty level, primary 
language, etc.). i 

• 	 Proceduralfairness: Test-takers have /eqUal opportunities to show what they know and 
are able to do; raters grade subjective measures (such as essays) according to an 
objective rubric. 

• 	 Opportunity to learn: Test-takers have had equal or adequate opportunity to learn the 
material tested. I . . . . 

Historically, standardized tests often emphasize(l values and content more familiar to white, 

miodie-class students than to others, including Hispanid students, and particularly those from lower SES 

homes. Many test publishers and sutes now control fo~ fonns of bias to the maximum extent they can. 

Reviews of language bias are not common. Still, no te~t is without some bias. It is important to keep 

the issue of bias in mind, particularly when using asses~ments for high-stakes decisionmaking in matters 

such as promotion and graduation. Examining multiplJ measures for data-driven decisionmaking helps 

minimize the effects of cultural bias in testing (Linn & pronlund, 2000). 

Reporting and Using Data 

Different stakeholders in education use assessrrlent data for different purposes. However, some 
, 	 I 

,uses of assessment are common across all stakeholder groups. At the classroom level; assessment 
I 	 . 

allows students, teachers, and parents to detennine students' ongoing progress and to plan and improve 
. 	 • I
mstructlon. 	 i 

i 
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, I , 
, ' Using Data to Improve Student Achievement , ' . 

Like other Texas students, all students at H.D. Hilley Elemett3:ry School, a Titl~ I schoolwide program, take 
the TAAS. ELLs take this examination in Spanish. To meaSure students' progress toward the standards, 
Hilley students take two pre-TAAS tests each year. HiIleY's!mathematics and literacy support specialists 
analyze the data from test results and create individual stude*t reports as well as a summary score chart for 
each class and each grade level. Hilley encourages teachers /whose students do not perform well on certain 
objectives to pair with teachers whose students excel in order to share instructional strategies. Hilley uses its 
overall test results to modify its yearly standards-based goals' and long-term campus action plan. Between 
1996 and 1997, the percent of students at H. D. Hilley passirig the reading component increased' 7 percentage 
points to 81 percent, and betweenl995 and 1997, the perce~tage of third-graders mastering all objectives on 
the test increased by 18 percentage points, to 48 percent. I "', ' 

I 
At the district level, administrators, parents, ahdi the community can use assessment results to 

" I , . 

determine which students have met standards~ guide teachers' professional development, evaluate 
, I 

program effectiveness,\,and review assessment policies. States use assessment data to measure students' 

learning toward state standards, report information to thJ public, shape policy, and assist districts ' 

improve (Teachers of English to Speakers of Other LanJuages, 1998). 
, I " , . 
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Using Data to Collaborate to Achieve Academic Excellence 
. '. . I. 

Since 1991, the EI Paso Collaborative for Academic Excellend~ has worked with civic, education (both K-12 and . 
higher education), and business leaders to improve the city's ~ducational system, in part through helping all 
stakeholders use data, as well as through intensive professional development. 

I . 
El Paso districts serve a very large-and growing-Hispanic student population .. The city's population is 74 
percent Hispanic and 21 percent white. The city's poverty rate is about 29 percent, higher than the state average, 
and about 43 percent of children in El Paso live in poverty. EI Paso's three largest school systems enroll about 
134,000 students, 82 percent of whom are Hispanic; other smhller distriCts in El Paso serve populations that are 
more than 95 percent Hispanic. I 

Based at the University of Texas at EI Paso (UTEP), and wor~ing with the El Paso, Ysleta, and Socorro 
. I 

Independent School Districts, the Collaborative's three overarching goals include: (1) promoting students' 
academic success from kindergarten through college; (2) ensuting that all students wh() gr;tdll8le from area high 
schools are prepared to enter and succeed in a four-year college or university; and (3) narrowing the achievement 
gap between minority and poor students and their more privileged peers. To achieve these goals, the 

. Collaborative focuses its efforts on entire schools and whole sthool systems. All of the Collaborative's efforts are 
based on a set of academic standards developed lOCally that arb grounded in national and state standards and 
aligned with TAAS and local assessments. Using data to imp~ove instruction is one key strategy the Collaborative 
employs to achieve its goals.: I 

, I 
The Collaborative helps schools and systems to improve student achievement by collecting and using data. much 
of which are part of the Texas accountability system aligned With TAAS, including student assessment data, data 
on college enrollment and success, achievement test scores. arid college entrance rates. Where appropriate, data . 
are disaggregated by ethnicity, grade, and subject area. ThrO\~gh its Teams process, the Collaborative has worked 
with most schools in the city to bring together school teams oir 7 to 10 teachers and administrators to learn how to 
examine data on their schools' classroom progress toward the ~tandards, explore the process of school change, 
and determine what is working and what needs improvement. IBased on the information gleaned from the data, 
the Collaborative works with the school teams to draft action plans that include instructional and policy changes as 
well as professional development and plans for sharing the sk~ls and information learned through the program 
with the rest of the school staff. The Collaborative also uses data to inform professional development in the areas 
of mathematics.' science. and literacy. In addition, the COllab6rative works with sUperintendents and 
administrators, as well as parents, to help each of.thesegroupt learn to understand and use data appropriately. 

The Collaborative's efforts are reflect~d in the city's growing student success. In 1998-99, 82 percent of El Paso 
Hispanic students passed the TAAS mathematics test, and 84 percent passed the reading tcst. The number of all 
students passing all portions of the TAAS mathematics test in krades 3 to 8 and 10 has doubled since 1993. The 
percentage of ninth-graders enrolled in Algebra I is now 100 p,ercent, compared with only 62 percent in 1993, and 
the number of freshmen entering UTEP who test into remedial mathematics classes has decreased by 25 percent.

I . 

. .' I ' . .' 
Students benefit most when educators use assessments for the purpose for which they were 

I . . 

intended. For example, data from language placement t~sts serve specific diagnostic purposes; they are 

not indicators of content knowledge. Similarly, tests thal measure English-language proficiency are 

different from those that measure English language arts, ~nd the two cannot be used for the same 

purpose. The purpose of proficiency tests is to aid in ma'king placement decisions and t~ measure 
I 

students' progress in learning the English language, whil~ tests of English-language arts measure what 

students have learned in the language arts content area. I 
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Assessing for Placement andIMeasuring Progress, , 

At Libeny High School, teachers used Title VII funds to de~elop a set of student performance indicators 
aligned with state and city expectations. Teachers develope~ pre- and post-tests in ESL and content areas, 
measures for tracking the percentage of students passing ea9h course as well as the percentage of students 
passing the New York State Regents Examinations. Students also complete a multicultural awareness survey 
ap~ a self-esteem survey. , I 

When students are first assigried to Libeny and before they 'leave, they take assessments of English-language 
, I 

proficiency, math, multiculturalism, and self-esteem. Liber;ty places students who score between the first and 
fourth grades on the native language reading component of pre school's placement exams in native language 
literacy classes., Students take tests to move from one ESL .level to the next. 

\ 

In math, science, social studies, and native language arts, tJachers have created tests a1i&ncd with New York 
State's New Standards, All students who have completed at least 140 days in the program must take the tests 
in the subjects they are studying, and are expected to show ~tatistically significant gains on their test scores. 
Students studying biology also can take a test to identify who needs help preparing for the Regents biology , 
exam. '" I ( ,

I ' 

Assessing Migrant StJdents InTIME 
I 
I 

The Oregon Deparunent of Education. with a consonium of partners including the University of Oregon, the 
Northwest Evaluation Association (NWEA), Oregon Public' Broadcasting (OPB), RMC Research Corporation, 
Willamette Education Service District, Ontario School District, Forest Grove School District, Salem-Keizer 
School District, and Capital Community Television, is using $3 million of Title I Pan C funds from 1997 to 
2002 to develop Integrating Technology into Migrant Edu~ation (InTIME),

" I 

Due to their transitory circumStances, migrant students are 6ften exempted from test~g. The absence of 
assessment data makes it a challenge to evaluate students' a~ademic performance. To facilitat~ the appropriate 
placement of migrant students, the InTIME projectis develpping academic placement instruments through the 
NWEA. The placement instrument is a computerized, adaptive test that customizes the assessment to each 
student's achievement level. i ' 

The placement instrument: which is currently being field-tJsted, will facilitate timely and accurate placement 
of migrant students in mathematics. Students take pre- and' post-tests to determine appropriate instructional 
levels and measure their academic growth. Using a uniqUe: identification number. an InTIME database tracks 
students as they move from school to school. Teachers receive training to generate and interpret repons that 
target students' academic needs', I " 

, , I 
More than I,000 migrant students in a dozen districts inOr-egon have panicipated in field-testing the 
assessment.' At least 300 students must respond to each itetn before it is incorporated into the test. When 
InTIME began, NWEA had already developed third- throu~b tenth-grade placement tests aligned with 
Oregon's state mathematics performance standards, NWEA is developing a pencil and paper,version for 
grades 3-10 in Spanish and convening the math placement ;assessments to an online Computerized Adaptive 
Test (CAT), The pencil and paper version is scheduled to Ibe piloted in April or May 2000, and the CAT is 
expected to be available by fall 2000. ' I ' , 
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, 	 Assessing ELLs in the School District of Philadelphia '" 

Philadelphia's sijift to a standards~based education system h~S promoted changes in curriculum. instruction. and 
assessment. The SAT-:9. which is a component of the distfifl'S assessment system; is believed by Philadelphia 
educators to reflect the district's standards and to assess students' higher-order thinking skills in reading. 
mathematics, and science. ',I ' . 

The district recognizes that ELLs in ESL and bilingual prodrams may require testing accommodations. 
Philadelphia has approved 18 accommodation strategies to p,rovide ELls opportunities to more accurately 
demonstrate their knowledge of content. The aCcommodatibns help to mitigate the fact that standardized tests 

I 

written in English are to some extent testing knowledge o,f the English language as well as the content areas. 
Some accommodations used in Philadelphia include: ' 

• 	 Extension of allotted time per test by 50 percent 

• 	 Use of multiple shortened test periods (e.g., tests can be administered ,over several periods or days,or 

breaks can be built in after sections) ,', I " ,' . 


• 	 Simplified directions. developed by ESL teachers I 
• 	 Reading questions aloud for the math an!i science t,estsonly 

• 	 Translating words or phrases-but without interprJtation or explan~tion ' 
I 	 ' 

• 	 Testing in a separate room or in a small group setting , . , 

ELLs enrolled in bilingual education programs .who have little or no knowledge of English may take the 
Aprenda, the Spanish version of the SAT-9. In 1996. 56 p~rcent of all ELL students took the SAT-9; in 1999 
this number rose to 82 percent. In 1996 only 19 percent of ELls who took the test scored at or above the 
"basic" proficiency level. This rose to 34 percent in 1999.1 The district attributes improvements among ELls to 
the availability of the various accommodations. as well as tp the fact that the distIjct worked with the,SAT-9 ,and 
Aprendas' developers to review and adjust test items for cultural bias and language accessibility (e.g., idioms 
that might confuse some students were removed.) I. " ' 

Learning Time Extends beyond the School Day When Necessary 

The traditional school day c~nsumes only a smL part of students' time. In fact, children spend' 
, . I 	 ' 

the majority of their waking hours outside of school. To take advantage of students' time beyond the 

regular'school day. schools and communities can work Itogether to extend the time that II ispanic 
, 	 'I 

children have to develop the skills that lead to success tn school and beyond. , Many program planners 

and instructors in before- and after-school, summer,Saturday, and intersession programs are linking 

their activities to children'S school experiences, particJlarlY by directing them toward high academic 

and behavioral standards (U .S. Department of EducatiJn, 1995a). 
" , 	 I 
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Recent research on effective schools has found that many schools use extended learning time to 
. 	 I 

improve achievement in reading and mathematics (U.S. Depanment of Education, 1999b). For 

example: . . . .' I . . 
. I

• 	 Researchers studying higher-success and lower-success elementary schools in Maryland 
fo~nd that the more successful schools rfPorted consistent academic gains as a result of 
extended-day programs (Hawley, Changer, Hultgren, Abrams, Lewis, & Ferrara, 
1997). '! 

I 
• 	 A study of high-performing, high-poveriy schools revealed that 78 percent of these 

schools provided extended learning timel that emphasize& core academic subjects, 
especially reading and math. In additiori, the extra time devoted to making sure the 
students in these schools were proficient i in the basics translated into nigh ac~demic 
achievement for students (The Education Trust, 1999). 

, I 
Through ESEA, Congress encourages Schoolstd increase the amount and quality of 

:. I 
instructional time for disadvantaged students. Recent data indicate that extended-time programs have 

increased substantially in Titie I schools since the last rekuthorization. For example,. the percentage of 

Title I elementary schools offering summer school progiams rose from 15 percent in 1991-92 to 41 

percent in 1997-9.8. Likewise, the percentage with befofe- or after-school programs grew·' from 9 . . 

percent in 1991-92 to 39 percent in 1997-98 (Heid & W~bber, 1999; Millsap, Moss, & Gamse, 1993)..' I 	 . 
The U.S. Department of Education encourages Title I schools to operate extended learning time 

programs to reinforce student learning. In addition to Je ESEA focus on extending learning time, 

Congress appropriated $200 million for 2pl Century Cobununity Learning' Centers after-school I 	 . . 
programs (targeted to rural and inner-city schools) in FY 1999, an increase from the FY 1998 level of 

$40 million. As policy makers and other school staff irdplement extended-time programs for Hispanic 

students, they need to ensure that the added time is usedIeffectively. I 

! 

Many different senings offer opportunities to prbvide Hispanic students with more learning 

time-among them, schools, YMCAs, public libraries, ~nd museums. Recent reviews of promising 
I 

practices stress that, whatever the sening, extended-time; programs that help students most are culturally 

sensitive and incorporate challenging curricula tied to what students learn during the regular school day 

(U.S. Department of Education, 1995a). I 

Appropriately Challenging Curricula 

Successful extended~time curricula challenge but do not overwhelm students (U.S. Depanment 
'.. I 	 " 

of Education, 1995a). Research indicates that a challenging curriculum accommodates individual 

student needs and is coordinated with other instruction. In addition, the extra time focuses on more 
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than remedial instruction (U .5. Department of Educatio~, 1995a). Top-performing, high-poverty 

schools are moving away from low-level instruction, suc~ as filling out ditto sheets, and toward 

developing higher-order skills by creating more time fejr ~tudents to discuss subject matter (The 
Education Trust, 1999). . . 

Heiping Failing Students through ,ISumJer Program Tied to Standa~ds , .. , 
The Corpus Christi Independent School District in Texas senres 39,844 students, of whom 69 percent are 
Hispanic and 53 percent are eligible to receive free or. reducetl-price lunches. The district offers two summer 
school programs to students who d,o not meetthe district's standards for promotion to the next grade. One of the 
programs focuses on students achieving standards they have Aot met. In this program, funded in part by Title I, 
using a curriculum that promotes acceleration rather than rezrlediation, carefully selected Corpus Christi l.eaL..liCrS 
'work with students who have been assigned to classes by ~ra*e level, subject area, and the standards they need 
to meet. Students are deemed to have successfully completed summer school when they achieve the standards 
necessary to be promoted. In this way, as classes become srrialler, teachers have the opportunity to work more 
intensely with students who need to ~ake the most progress. IThe majority of students pass to the next grade ' 
level after attending summer school. I ' 

I 

I 

Extending Learning Time fo~ Migrant Students 
'1, " 

The Miami-Dade County Migrant Education Program-fund~d through Title I, federal Migrant Education 
Program funds,and state migrant education funds-serves aboht 3,500 students in grades K-12 each year, most of 
whom are Hispanic and all of whom are migrants. The project is part of.a state program that serves about 45,000 

migrant students.each year, l~ percent of whom are ELls... 1. ,. . ' . ' 

Each quarter, Migrant Educauon Program staff develop wnung and language arts/readmg checklIsts for each 
student. They give the checklists to regular program teachers,1 who check off the reading and writing objectives 
(aligned with district and state standards) that they want the Migrant Education Progranl teachers to work on with 
the students. The language arts/reading checklist, designed fo} different grade levels and semesters, lists various 
objectives, the correlation between the objectives and stand;u:dk. and room for migrant program staff to commi'!nt 
on students' progress. . ' . ' I", 

" :. . 
The Migrant Achievement Resource program serves elemental1' school students. This program offers migrant 
students supplemental academic instruction, homework assistaAce. guidance support, tutorials during and after 

, I 
school, computer training and access, and recreational and cultural activities. The program operates through the 
schools that have the greatest number of migrant students and Neighborhood Learning Centers at two of the main 
Migrant Housing Centers. Staff have flexible schedules to mebt migrant students')scheduling needs. ' 

Between 1996-97 and 1997-98. 81 percent of K-5 students Wh~ received at least 40 hours of nitoring/supplemental ' , 
instruction through the Migrant Education Program mastered 80 percent or more of the language arts/reading 
objectives assigned by their classroom teachers" and 90 percent of students mastered at least 80 percent of their: 
mathematics objectives. Eighty-six percent of these students ifuproved one letter grade or more in subject areas 
wh,ere they had received tutoring: ':, I ' ".' , i, , 
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Culturally Sensitive Activities 

Cultural sensitivity is one of the characteristics that, according to research, promotes successful 
, . I 

extended-time programs. Fostering cultural awareness and appreciation should bea goal in all student . I,'
and staff development programs (U .S. Department of E~i1cation, 1995a). 

I 
I • 

Enriching Schools and Communities throdgh Culturally Relevant Activities ' 

The ASPIRA Association, Inc., is a national nonprofit aSSOCi~tiOn devoted to education and Jeilnership 
development for Puerto Rican and other Latino youth. ASPIRA has statewide offices in !:iii\. slates and Puelto , 
Rico and an annual budget of $16 million. Roughly 350 fqllttime staff and more than 1,000 volunteers serve 
25,000 youth and their families each year. ASPIRA operates the ASPIRA Clubs Federation, a national 

• . j • 

network of school-based clubs. to help students improve academic and leadership skills, learn to work together, 
and improve self-esteem through pride in their cultural heritage. In addition, ASptRA provides after-school 
and summer activities. I 

j 

In Connecticut. the ASPIRA Lighthouse project provides K-~ Puerto Rican/Latino students with after-school 
activities such as prevention programs. homework help. field, trips. computer familiarization, the arts, and math 
and science tutoring-all enhanced by'a focus'on cultural enrichment. For example. at Luis MunozMarin 
School. a Title I schoolwide program in Bridgeport. connecticut, the Light House after-school program serves 
about 225 students five days a week, from 3 to 6 p.m. Inst~ctots who are certified teachers, student interns. 
Title I paraprofessionals, and local volunteer college stUdentS provide instruction and activities to groups of , 
about 25 students. The academic portion of the afternoo~ laSts for about one hour and 15 minutes and focuses 
9irectlY,on what students learn during the regular school day Ithrough homework help and tutoring. To keep 
things interesting and promote cultural pride and self-esteem. the theater teacher instructs three days a week, 
using poetry and song to celebrate the different Latino cultur~ traditions. '-<' 

Because of the high demand for ASPIRA services, ASPIRA JeqUireS school districts to pr~vide some funding. 
I 

However, with the approval of the district, ASPIRA and other similar academically oriented. community-based ' 
programs can use federal Title r and/or Title VII funding to Help Hispanic students reach the same high 

. standards expected of all students. I ' , 

i 

I . , 
The arts are a popul~r way that educators are fostering cultural aw~reness and appreciation-

and at the same time developing Latino students' acade~ic skills. Recent research has explored how 
, , I 

young people and professional artists in economically disadvantaged communities can contribute to 
, " I 

students' learning through community-based organizations devoted to production of and performance in 
I 

the arts. This research found that engaging in arts activities helps students to test and develop ideas, 
.. I ' 

explicate processes, and build scenarios of the future-skills that any educator would agree are 

necessary to school success (Fiske, no date). I " , 
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I . 

Drawing on tbe Arts to Extend Lea1rning for Hispanic Students 

I 
The EI Puente Academy for Peace and Justice, a Title I-funded high school in Brooklyn, New York, sponsors a 
daily after-school Arts and Cultural Center program. This ekiended learning time program is reportedly 
producing educated artists and community leaders who may go on to rewarding careers in the arts. About 130 
EI Puente students and 100 students from other public schoois ages 12 to 21 can take courses in such areas as: 
music and video production; band; Latin percussion; creativb writing; hip hop, jazz, and Latin dance; drama; 
fashion illustration; graphic design; and women's literature. IThey also receive homework help, SAT 
preparation, computer training, and tutorial assistance. Most days the activities are offered from about 3:00 
p.m. until 7:30 or 8:00 p.m. On Tuesdays, EI Puente instrubtors participate in regular staff development after 

school, and the activities are offered from 6:00 to 8:00 p.m': The student-to-instructor ratio is no greater than 

15: 1, although the homework help and tutorial assistance oft~n take place in smaller clusters or even one··on-one. 

.The academic instruction stude~ts receive after school is c1JelY tied to their regular school day experiences. 
For example, teachers whose !Students attend the after-school[program often visit their students there to tutor 
them and help with homework. In addition, the EI Puente after-school staff-called facilitators-monitor 
students I grades in the regular school program and attend w¢ekly meetings with the principal and guidance 

. I 
counselors. The EI Puente after-school parent coordinator contacts parents regularly about students' absences, 

or to let them know about adult programs and/or family culniral events, such as poetry readmgs.


I ,. 

In 1998-99, 100 percent of EI Puente graduates were acceptJd into colleges. All students who took the New 

York Regents examinations in English and mathematics that ~ear passed the exams. . 


I 
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'[ 
I 

Checklist for Implementing' Effective, Aligned, Standards-Based Programs. 	
.,, . . 

Have we aligned classroom insrruction wirh standards arid assessmenrs, so that daily lesso~s: 
./ Accommodate differences in culmre and laniuage, enriching opportunities to learn by 

. building a bridge ~etween what smdents kno~ and what they need to know? 
, 	 f 

./ Lead to mastery of standards set for all smde'nts in forms that accommodate the particular 
resources and needs of Hispanic smdents?' I' . ,,'. , 

./ Offer special support for Hispanic smdents 1ho are English-language learners? 

./ Enhance continuity and progress in migrant smdents' educational experience? 
r . 

Does our curriculum challenge Hispanic students, especially in lireracy, fly: 

. ./ Closing the gaps between conventional assu~Ptions about smdents' resources for learning 
and demonstrating mastery and smdents' actUal cognitive, sucial, and cultural resources? 

./ Making use of proven, effective, flexible prdgram models that: 
• ' 	 Engage smdents productively in academibs? . 

• 	 Promote high achievement? . I'. 
• . 	 Embed reading and language development in the curriculum? 

• Connect to everyday life? I'. 

- Provide challenging expectations? , 

- Engage smdents in instructional convers~tions that helpthem relate formal school 


knowledge to the knowledge they share With family and community? 
, 	 I 

• 	 Support English Language Learners through: 
. I 

• 	 Services under both Title I and Title ;VII? 
./ 	Foster, strategies for reaching high standards,1 including: 

- Sheltered instruction? i . 
-English as a second language (ESL) clas~es that address objectives for both language 

and content? 	 . I ., 
- Developmental, ,transitio~al, at1d/o~ twO-WI'.ay bilingual education programs? 
• Use of cooperative learnmg strategIes? 	 . . 

• Newcomer programs? ' '1· 


./ Meet migrant smdents' requirements through:: 

• Flexible programs that follow migrant stUdents from district to district? 
• . Techniques to help teachers minimize thJ interruptions in smdents' educational 

. 	 ! . 
. programs? I.' 

- Appropriate use of Migrant Education P~ogram (MEP) funds? 
• 	 Provision of smdents' dental, nutritional,! medical, and social services? 

" 	 I 

-	 Extended-time programs during the suITUher? 
. . I 

• 	 Technology that helps smdents stay on track? 

. . . 	 I . 
. 	 I 

I 
I 
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. . ... I 

To ensure that it is appropriate and informative, does our assessment system:· 

./ 	 Align with standards and curriculum? i 

./ 	 Have the capacity·to measure different types lof students equally wen? 

./ 	Contain stimulating items? . .i . ' . 

./ 	. Generate evidence useful in determining directions for professional development and 
instructional improvement? I 	 . . 

I 
./ 	Support students' success by providing: 

• 	 Multiple test-taking opportunities? 

• 	 Multiple measures? I.· . 
• 	 Flexible, valid options for assessing BLDs and migrant students? 

• 	 Equitable tests? I . 
. 	 I 

./ 	Report and use data I,;~':~:~:·f.i'ely: i 
I 

• 	 At the classroom level, to determine sUJdents' ongoing progress and to plan and 
improve instruction? I .. 

. 	 I. 

• 	 At the district level, to determine which students have met standards, guide teachers' 
professional development,evaluate progtam effectiveness, and review assessment 
policies? I 

• 	 I 

• 	 At the state level, to measure progress in students' learning based on state standards, 
report information to the public, shape pblicy, and assist districts? ' 

• 	 At all levels, to achieve the purposes for!which the system was designed? . 
I . 

po we provide learning time beyond the school day whe~ necessary, so that students who need extra 
time have some school options available: I 

./ After school? 

./ On Saturdays? 

./ On weekends? 

./ . During the summer? 

./ During inter-sessions? 

Do our extended~time progr~ms rrlilke the best use of the lextra time lJy: 

./ Connecting with the regular school day? t . 

./ Helping students meet high academic standards? 
. I· 	 . 

./ 	 Including culturally relevant enrichment activities? 

./ 	 Challenging students with effective curriculal and enrichment activities that engage higher-
order thinking skills? . I . 

Can our students take advantage 0/ effective programs that are offered elsewhere in the community, 
~~: . 	 i· . 

./ 

./ 

./ 

./ 

./ 

YMCAs or YWCAs? 
Boys & Girls Clubs? 
Public libraries? 

Museums? 

Zoos? 
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I 

BUILDING TEACHER AND ORGANIZATIONAL CAPACITY . - I 
- -TO SERVE mSPANIC STUDENTS -' 

I 
- , I 

"Probably nothing within a school has more impact on!st~dents in terms ofskill development. self­
confidence. or classroom behavior than the personal and professional growth ofthe teacher... 

. 'j, - Banh. 1990 

·High-quaIily instruction and slUdent ,chievemenl depend on weIl-educated, reftective teachers ,_, 

and administrators who have the support they need to grpw professionally (Elmore & Burney, 1997; 

Rueda, 1998). Leaders in educational research have suggested that "each dollar spent on improving 

teachers' qualifications nets greater gains in student lellcling than another use of an education doll~r" 
(Darling-Hammond & Rustique-Forrester. 1997). -) 

, I, , 
Recent studies, including those on implementingi standards-based reforms, demonstrate that 

I • 

effective professional development is multidimensionaL IIt begins in preservice programs, where 

aspiring teachers acquire the substantive foundations of 9urriculum content and pedagogy as well as ' 

professional values. It continues in schools, which sup~rt teachers' learning in many formal and 
I

informal ways. Additions to and changes in practice that improve student learning come from ongoing 

professional development experiences and involve teach~r teams and whole school communities. Such 

experiences include not only courses and workshops-traditional fare-but also opportunities for 
I 

teachers to reflect on teaching practice, discuss studentsi work, and address issues relevant to the 

immediate school context (Calderon, 1999; Darling-Ha~ond & Mclaughlin, 1995; Linle, 1993, 

1996; Reyes et aI., 1999). I 

I 
Teachers in schools serving large numbers of ~ispanic students, both those who are fluent in 

English and those who are learning it, in particular ben~fit from a purposeful and comprehensive 

approach to professional development (August &'Haku&, 1997; Calderon, 1999; Gonzalez & Darling­
, I 

Hammond, 1995; Reyes et at., 1999). 'Professional development is essential for all educators, but can 

be espe~jally important in schools and districts that hav~ not traditionally served large numbers of-or 

any-Hispanic stUdents" but are now seeing an influx of such stude,nts. Hispanic students share the 

basic educational needs of all students, but they may also face unique challenges. These may require 

additional teacher skills in areas such as the following: ! 
I 

i 

• Strengthe~ing and adding to students' lJnguage and cultural repertoires 

• Bridging ~aps in language and culture ltween school and home 
I 

I " . 
• Overcoming disadvantages associated Writh poverty and a low level of family literacy 

I 
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Hispanic students~constitute a significant subset of the Jigrant student population, which sometimes 

introduces another set of educational and sociocultural factors that must.be addressed to ensure 

academic success. Families with distinctive cultural idJntities, home languag~s other than English, and 
! . 

working conditions different from middle-class norms Brovide their children with resources that may 

not be well-matched to school expectations. Helping st4dents and their families harness these 
-; . 

resources for academic success and providing experien~es that lead to learning call for special 

'professional skills and ongoing critical reflection about how best to apply them. 

. . . I.· . 
Enhancing professional competence requires restructuring· organizational arrangements in . , I 

, schools. Teacher learning occurs not simply as the resu;1t of a workshop or R (,:Ollrl'le, but through a 

process of developing judgment about how to apply new' skills and knowledge in particular situations. 

Effective support for professional development is evideJt in scheduling and staffmg that permit 
, I ' . 

coaching, conversation, and individual ,and collective repection on how to make recommeI1ded practices 

serve students better. I 

I 
Title I and Title VII Support High-Quality Professional Development 

I 

Title I and Title VII of ESEA advocate compre~ensive approaches to professional development 

and coordinated, programmatic efforts in education refdrm, including those serving Hispanic students 

and English-language learners. Under the law, Title I a,~d Title VII programs are expected to organize 

their activities to serve students efficiently and effectively. Title VII funds can be combined with Title I 

resources to supportschoolwide programs, which may i~crease in-class collaboration among 
, I 

mainstream, ESL, and bilingual teachers. Title VII pro~isions stress the importance of training all 

educators to serve ELL students effectively. I' . 
I 


. . . ,I
. ,. I ,. 
Professional Development Offers Essential Substantive Lessons 
, I 

In teaching, as in other professions. effectivene~s stems, in significant part, from mastering the 

skills and knowledge to get started on the job and beco~ing a lifelong learner. Preservice education 

imparts the basic structures of and inf~rmation about thf core subjects and begins to establish 

understanding of human development, cognition, and pedagogy. Inservice education adds to this 

foundation and addresses the challenges of particular si~ations or school contexts. "Preparation to be an 

effective teacher of Hispanic students begins with preseh,ice education and continues as teachers move 
.. I 

through induction and into work.s full-nedged professi,on'l'. 
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A Solid Preservice Education . 
. 	 . I . 

Instituti~ns that provide preservice education baie a dual role in improving'the quality of the 

teacher workforce: they identify strategies that attract ,ell-qualified candidates and prepare those . 

candidates to meet high standards of professional competence. 

Candidate recruiting and retelllion. For teach.!. of~ispanic students, familiarity with 
! 

students' culture can be a matchless asset. Furthermore; Hispanic students who are just learning 

English gain special benefits from having teachers who ~re fluent in students' home language. Such 
I 

teachers can provide support for learning that is not available in any other way, even if the language of . . I 
formal instruction is En~ish. However. despite the gro)"ing number of Spanish-spealdnr; .sfm!enU:, 

teachers who can communicate fluently in Spanish am~ E;nglish are in shon supply. In a recent survey 
. 	 'I 

of about three-fourths of the districts in the Council of Great City Schools, about two-thirds reponed an 
. . 	 I ' 

immediate need ~or teachers skilled in bilingual educatiop or teaching English as a second language 

(Recruiting New Teachers, Council of Great City Schools, & Council of Great City Colleges, 2000). 

Increasing the pool of teacher candidates who are functidnally bilingual can be' accompHf.hed by: 
. 	 I 

I 

• . Recruiting bilingual Hispanic students aJd community members into teaching 

. 	 I 
• 	 Fostering bilingual Hispanic students' early interest in teaching. . 

• 	 . Providing ~uppon for Hispanic students,1 enrollment in teacher education programs 
(Leighton, Hightower, & Wrigley, 1995~ 

I 
Targeting recruitment to bilingual Hispanic cand'idates offers two benefits. First, it helps

I 
rectify the problem of underrepresentation of Hispanics ,n the 'teacher population and potentially 

increases the visibility of teaching as a career option in the Hispanic community. Second, it takes . 
advantage of a language resource that is relatively scarce in the U. S. population and that many HjspanicI 	 . . 
candidates possess. 

i 
. i 

. . I 	 . 
Fostering early interest in education as a career ~an help Hispanic high school students develop 

I .' 

attitudes and ambitions that ~ncourage high school completion and success in college. Activities such 

as those sponsored by "Future Teachers of America" ~i~e Hispanic studenu, a chance to sample th~ 
satisfactions of t~ching. It also provides younger studehts with tutors and mentors who have a cultural 

heritage siinilar to their own. I' 
I 
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Rt;cruiting Bilingual paraprofeSSi9na, to Become Certified Teacbers 

I ' 
The Los Angeles, California, Unified School District (LAhlSD), local campuse~ of California State 
University, and the Service Employees International Uniorl have created the "Paraeducators' Career Ladder" 
to support teaching assistarits in their aspirations to becom~ teachers. The program is open to paraeducators 
employed by the city, and more than 5,000 annually have participated since it began in 1994. Candidates 
enroll in courses at the university and move through a fivefstage process toward certification. At each stage, 
they address one or more state standards for teacher preparation with !l combination of formal study, peer 
and mentor coaching sessions, and field experiences basediin their own work as classroom assistants. The 
institutional partners use funds from several sources to pro1vide scholarships and grants. LAUSD has 
structured an employment category especially for the candidates: they work three hours (l day at a school, 
and their supervisors adjust the work schedule to accommqdate <;ours~taking. . 

! 
Of the nearly'1,400 who have fmished the program and achieved certification, almost 85 percent are minority 
and 65 percent are bilingual. In contrast to teachers who ~nter LAUSD other ways and lril.nsfcr l(l Ciili(~r 

. districts within a short time, 95 percent of career ladder gr~duates remain in the district. In the 2000-2001 
school year, the program will expand, offering special after-school courses that will be more accessible to all 
potential participants. The career ladder has a steady, imp~oving effect on. the overall qualifications of the 
paraprofessional ~d teacher workforce. I.' ..' 
Albuquerque, New Mexico, Public Schools (APS), the University of New Mexico, and the local 
paraprofessional affiliate of the American Federation of T~achers collaborate on th~ Career Development 
Program. The program offers scholarships to aides who h~ve worked at least three years in APS and want to 
become teachers. More than half of the participants are Hispanic, and many enroll in the bilingual and 
special education teacher preparation programs. In return Ifor support during their teacher education 
programs, graduates return to teach in APS classrooms, nJmy in the communities where their families have 
lived for generations. ' 

I 
i 

Supporting Hispanic students' enrollment in tea~her education programs is especially important 

when candidates come from families or communities wi:th little or n6 college experience. Research in 

several sites has sh'own that attrition in bilingual teacher. education programs can stem partly from 

. candidates' competing loyalties and resp'o~sibilities. 'M~naging coursework, bousework, jobs, and 
.' I 

families often stretches candidates too fa~. Sometimes ?Ider family members view sttIdyine af. J~~s 

important in the short run than working to support the ~amily. To ~ustain enrollment through college , . 
graduation and certification, Hispanic candidates' proje~ts can take special steps, They can offer 

financial support to offset the costs of higher education ~nd the lost earnings, and they can inform 

extendecHamilies about the long-term benefits of cOlleg~ educ~tion (Leighton et aI., 1995). These 

strategies can bring greater harmony to candidates and ~eir families and sustain their commitment to 

completing their education programs. ./ 
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. including Families in Supportfug Teacher Candidates . 

. . I '.. 
The University of Southern California Latino and Language Minority Teacher Project (LLMTP) is sponsored by a 
partnership that includes several school districts and postsecoftdary institutions in Los Angeles. Funded by Title 
VII, the project aims to improve the quality of the teaching force in Los Angeles by helping members of the 
community who work in the schools as paraeducators to beco:me teachers. In addition toscholarships, faculty 
mentors, activities to support college enrollment, and regular :coursework, LLMTP provides regular opportunities. 
for participants' families to meet and celebrate participants' p~ogress. Families with no prior experience of 
sending a member to college expressed interest in learning how better to support their beginning teachers. . 
LLMTP initiates family celebrations that feature progress reports, advice on how to help, and awards. With their 
families backing their work, teacher aspirants are able to pers~vere and make their education lind cultural 
background a resource for the whole community. I

[. 

I 
I 

Enriched teacher preparation. Recruitment effbrts sometimes identify prospr.ctive candidates 

who have an array of talents-including cultural and linJuistic fluency-but who need to strengthen 

some aspects of their qualifications in order to undertake higher education successfully. For example, 

candidates may have initial deficits in some academic ar~a. This is because elementary and secondary 

educational opportunities are often more limited for stud'ents who live in minority communities, do not 

speak English fluently, or are poor or migrant. SChoolsjWith high concentrations of such students may 

have fewer qualified faculty and less rigorous curricula than others, for example. These students' 

preparation for teaching must include studies that equip them to succeed in postsecondary courses-:­

studies that other candidates cover in their K-12 experie~ces. 

The preparation of teachers for Hispanic students-including those with limited English 
I 

proficiency-should promote teachers' high attainment in core disciplines and include language smdies 

in English and Spanish, as well as pedagogy (Leighton ~t ai., 1995). Teaching to states' new high 

standards requires greater competence in academic SUbj~ts than was expected of earlier generations of 

public school.teachers. Many states' certification rules demand that teachers demonstrate ~owledge 
. and skill on standardized tests of content and a ~ollege ~jor in one discipline, in addition to the 

knowledge and skills involved in teaching. Furthermore, teachers of students whose personal resources 

for learning are not the same as those assumed by conv~ntional curricula require more pedagogical skill 

and knowledge than that required from other teachers. Among the competencies they need at a higher 

level are analysis, assessment, curriculum development. Iand communication. For example, bilingual 

education teachers should be prepared to teach reading and language arts in both Spanish and English
I . 

and to use sheltered instructional techniques in content a'reas. These are special skills not required of 
all teachers. . . I. .. 

. I 

Prospective teachers of Hispanic students-like In teachers-should erigage in extended field 

experiences that offer opportunities for reflection in the ~ompany of a mentor. They should also have 
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increasing responsibility for independent teaching <barIL'Hammond & McLaughlin, 1995). By 

observing and analyzing experts' teaching at the beginnihg of their studies, prospective teachers see 

how their coursework applies to reaHife teaching. Late~ practice gives them the chance to test 

hypotheses, refine their skills, and develop approaches th teachi~g that are well-fo~nded professionally 

and personally. Many teacher education programs spon~or professional devel~pment schools in which 

candidates participate in a community of learners that in~ludes not only children but colleagues at all 

stages of their careers. These schools, usually partnersHips of universities ~nd school districts, 

demonstrate to candidates how seasoned teachers imple~ent programs that value languag(!, (',lllture, and 

other individual and family resources. I ' 

Finally, a good professiona'l prepa~ation progra~ inculcates the vnlne of continuous 

professional development: 
. 

Emerging demands and expdc~tions
I·

for schools and teachers often caIl for 

new approaches and programs along with new knowledge and skills. Teachers should complete 

preservice training with the clear notion that continuous jlearning will characterize their professional 
. I 

lives. I 
i 

Inservice Education for Complex Needs 

Research on schools with a high number of Hispanic and immigrant youth-whether those 
I ' 

schools have served Hispanic students for years or only ihave begun to serve them recently-repeatedly 

affirms the importance of professional development that! promotes collaboration ~d reflection and 
. I 

cultivates the image of teacher as learner (Calder6n, 1999; Gonzalez & Darling-Hammond, 1995; 

Reyes et ai., 1999; Rueda, 1998). Because Ofthecom~lexity of needs that Hispanic students bring to 

the classroom, teachers must be able to work together to acquire the special knowledge and pedagogical 

skills they need. Moreover, studies stress that improvJg students' educational experiences requires 

attention to the whole school as 
. 
an organization (Augusi

I 
& Bakuta, 1997; Calder6n & Carre6n, 

forthcoming). According to Title I and Title VII, educAtional excellence for Hispanic students and the 

segment of the population who are English-language leirners must be part of the entire school mission. 

It follows, then, that professional development must be la schoolwide venture that creates the time and 

the structures that unify the school as a community, stri~ing for excellence. 
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, j '
Teacher Learning Communities Fupport Succe~~ for An ' 

In addition to three days of late-summer training, all teachets in El Paso Success for All schools panicipate 
regularly in gatherings they call "teacher learning communi~ies" (TLCs), which resemble "study groups" or 
"communities of practice" in other reform models. While ~ey normally meet in grade groups with co­
workers, TLCs sometimes also include teachers from their "Iextended professional family" across the border 
in Juarez, Mexico, where bilingual Success for All is also being implemented. TLCs were born iIi 1989 out of 
the need to adapt a promising instructional model for use in ischools with differing' needs and characteristics. 
In TLCs, teachers discuss their problems, get feedback, and)share ideas with colleagues. They may also 
develop new curriculum or a new assessment process; learn\ apply, and evaluate an instructional practice; 
adopt or adapt a new program; or work on school restructUring. It is an opportunity for teachers to examine, 
question, experiment, implement, change, and evaluate thei~ practice collaboratively. ­

Collaborative,' conti~uous, schoolwide profes!iiiJnaI development. Research on effective 
, " 

professional development stresses the need to involve everyone at the school in learning activities: 


principals, teachers, secretaries, support staff, paraprofe1ssionals, and parents (Darling-Hammond & 

, I,' 

Mclaughlin, 1995; Gonzalez &.parling:'HamriIond, 1,915). Furthermore, studies show the importance' 

of building positive and effective collaborative structures (Calder6n, 1999; Fullan & Hargreaves, 1996; 
, ,I ' 

Lieberman & Miller, 1991; Joyce, Wolf, & Calhoun, 1993). PlaCing staff members in teams does not 

by itself ensure high-quality professional discourse and Jetter practice; teachers and others need, to 

establish norms for cooperation and working efficiently ~s a team,(Calder6n, 1999). Team-building 

exercises improve staff ~ommunication, increase aware~~ss that all students~regardless of cultural and 

language differences-can reach high academic standards, and promote more effective implementation 
" "I 

of reform efforts (Calder6n, 1999; Wagstaff& Fusarrelli in Reyes et. aI., 1999). Rather than simply 

picking workshop topics, educators must carefully consi~er who should participate in professional 

development activities and how they can most effectivel~ collaborate as a team. ' 

, " .' ., I' 

Effective professional' development offers teachers follow-up observations, SUppOlt, and 

opportunities for continuous reflection and improvemen~. If a school'S professional development 

program is to have a real impact on classroom practice Jnd student achie~ement of high academic 

~tandards, continuing support must be provided to teach~rs to strengthen and sustain new practices 

(Calder6n, 1994). 

Comprehensive professional development isespecially important in schools with large numbers 

of Hispanic students. Open communic~tion and teamwdrk are essential for teachers faced with complex 

educational issues such as English-language developmen1t, cultural diversity, and the educational 

challenges associated with family poverty and immigratibn. Comprehensive professional 'development 
. I ' 

that involves all teachers and staff not only unifies the school and coordinates program services, but· 

also helps ensure essential collaboration between mainst~earri and bilinguallESL teachers. The ESEA 
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I 
[ 

emphasis on coordination between Title I and Title VII Isupports the current research recommending 

that all teachers who share responsibility for the same students participate in the same professional 

development activities (August & Hakuta, 1997; Caldef6n, 1999; Wagstaff & Fusarelli in Reyes et aI., 
I 

1999). 

! 

Marshall Middle School Provides Comprehensive Professional Learning 

At Chicago's Thurgood Marshall Middle School; which seles a 70 percent Hispanic population, a facultY 
committee establishes priorities for professional developmert, based on the school's academic goals. One 
teacher from each of the school's tearns-c1usters of students who share the same faculty and suite of 

I • 

classrooms-sits on a committee that administers the Title I schoolwide program. This committee conducts 
an. annual faculty survey to set the priorities for profession~ development and then presents the resulting plan 
to thetearns for approval. The committee subsequently implements the plan, engagiaE both professional ~!ld 
paraprofessional staff. In 1998-99, the school focused on implementing an inclusion model for special

I . 

education students, teaching classes with a broad range of abilities represented, and incorporating technology 
into classroom instruction. :. " 

. I 
Teachers are encouraged to attend professional developme~t activities to learn about emerging middle-school 
philosophies and to stay abreast of recent developments in their fields of instruction, in order to incorporate 
best practices in the curriculum. Marshall provides themJith numerous opporrun,itieli to work with each 
other and to pursue professional growth. The principal requires that every teacher attend at least one middle­
school conference each year at the state or national level. The" school also pays for teachers to attend·subject­
area conferences, using both federal Title I and state Chapt~r I funds. . 

I 

Enhancing teachers' capacity to accommodatei diversity.. Many veter~n teachers have not had 

the advanced professional training needed to serve students who are Hispanic, immigrant, and/or 
I ' 

English-language learners most effectively. Although more teacher education programs are beginning 

to address these issues, even new teachers may enter thb workforce witllout adequa~ training in this 
I . 

area. They may feel ill-prepared to meet the academic; language, and cultural needs of America's 

increaSingly diverse student population (Gray, Cahalabl Hein, Litman, Severynse, Warren, Wisan, & 

Stowe, 1993). Schools can use Title I and Title VII fuJds (among other federal funds) on activities that 
I . 

improve teachers' knowledge of c~rriculum content anq state standards so they may better help 

Hispanic students to succeed. 

, I 
. Providing Standards-Based Professional Development in Philadelphia 

MOSI schools in Philadelphia are included in one of 22 "~lus~er~ .. -groups of schools that share students from 
kindergarten through grade 12. Each cluster organizes and implements its own professional development and 

I

training for school staff, within the broad, standards-based framework of the district. In addition, two Title .VII 
grants support districtwide professional development for leabhers serving English-language learners, in areas such 
as portfolio assessment, implementation of standards, and bJlanced literacy. The central office ensures .that all 
professional development meets the district's expectations fdr quality .and inclusion (e.g., fOllow-up training is 
available. various perspectives and approaches are emphasizbd). ' . 

,I 
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i . 
Among the skills that teachers need to support lLL students' learning across the curriculum are 

those involved in using sheltered instruction. Sheltered instruction integrates content objectives with 

language development objectives. When it is done pro~r1y. students with limited English-language 

skills have opportunities to learn c~re subject material af grade level-using strategies that rely more on 
I 

demonstrations and modeling than simply on words to communicate facts and ideas. For example, in a 

class of fluent English-speakers, a ninth-grade algebra teacher will typically blend talk and 

demonstration, but the lesson will be richer on the langu~age side, alluding to shared experiences to . 
I 

illustrate cC'ncepts and procedures. In a class that inclu~es English-language learners with the 

. prerequisite mathematics skills to learn algebra, the teacher would rely on sheltered instruction, that is, 

o blend of communicMion strategier. that rrlies much m~re h~avily on illustration., manI:"Hn~, and 

demonstration to convey information. Students who are! English-speakers but not primarily verbal 

learners may also benefit from this approach. However! using this method of instruction dema~ds a 

much more carefully articulated understanding of mathe~atics-there can be no chatty, culturally , 
embedded short-cuts-and probably a much greater reliance on nonverbal communication than standard 

teacher education imparts. 
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"Bridging Cultures" to Sup~rt Student Learning 
I 

The Bridging Cultures Project introduces elementary school teachers to strategies for becoming more alert to and 
articulate about culture and thereby more effective in servingl HispaniC students. 

I 
I 

Funded by the U.S. Department of Education's Office for Educational Research and Improvement, the Language 
and Cultural Diversity program at WestEd has sponsored the; Bridging Cultures Project since 1996, in 
conjunction with partners from the University of California, Los Angeles (UCLA) and California State 
University at Northridge. Project staff are currently working with seven elementary teachers from six 
predominantly Hispanic schools in the Los Angeles Unified, 'Ocean View, and Los Nietos School Districts to 
design and field-test professional development materials and ~orkshops. Bridging Cultures ha,~ also developed 
university course modules for preservice teachers. I . 

Bridging Cuitures operates on the principle .that in order to dkveloP strategies to help children accommodate the 
sometimes differing expectations of school and home, teachets must first recognize how the diffcrcnt belief 
systems at school and home operate. The public education shtem reflects ail individualistic orientation, . 
emphasizing individual achievement and experience, while'same immigrant cultures~inc1uding those of some 
Hispanic students-tend to hold more cooperative perspectiv~s, emphasizing group harmony and contributions to 

the group.. . . '. . I . 
The. project facilitates understanding of different cultural per~tives and opens the way for better 

I 

communication between parents and teachers. For instance, Hispanic parents may have different expectations 
about the social dimensions of their child's educational experience. When teachers recognize and address 
parents' concerns, they build continuity of support for the ctiild. A project staffer noted that Bridging Cultures 
is not a prescriptive program, but one that promotes cultural 'understanding. The teachers themselves tackle the 
task of deterrniniDg its implications for the classrooms. The Iproject challenges teachers to become more aware 
of the ways that the cultural expectations of their Hispanic stUdents (and their families) may differ from the 
previously unexamined expectations of school. I 

I 

The effort has sparked enthusiastic responses among participating teachers. Bridging Cultures project staff have 
documented successful strategies that participating teachers ~ave used to address crosscultural conflicts 
experienced by Hispanic students in their classrooms. The p,roject has incorporated these problems and solutions 
into vignettes that are included in professional development materials. These lessons are included in professional 

· • J 

development materials. I 

Organizational Arrangements Support TrCher Learning 

In addition to opportunities for formal and infoimal study of new material and ideas,teacher 

learning requires organizational supports and structures!. These include: 

I 
• Effective and knowledgeable principal leadership 

I 
I 

I 
• Time and infrastructure for professional development 

. : . 

• Resources and materials adequate for program support . ; 
I 

. 
!. 

I 
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The promismg pra~tices described below offer msights 10 how these organizational supports 

strengthen teachers' abilities to help Hispanic srudents sJcceed academically. 
i 

Principal Leadership 

In all schools, the principal's leadership plays a tritical role in creating a dynamic organization 

founded on clear and common goals for academic aChie~ement. Principals promote a~ademic 
excellence by setting priorities and establishing a clear vrsion for the school. Principals who see '. 

professional growth as central to srudent-achievementdevelop the supports and r:fmCttlr0S that promote 

professional development and therefore good teaching {Gonzalez & Darling-Hammond, 1995; Wagstaff 

& Fusarelli in Reyes et aI., 1999). Schools that functiorl as learning communities have powerful 

leaders with special skills. They cultivate new instructidnal practices, refonn organizational strucrures 

to foster teacher collaboration, use resources to create ti~e for collaboration, model collegiality, and . 

instill a climate of genuine respect for-teachers and stud~nts (Calder6n, 1999; Darling-Hammond & 

Mclaughlin, 1995; Gonzalez & Darling-Hammond, I9r)' 

The presence of strong, knowledgeable principals is especially important in culrurally diverse 
. ! 

schools and schools that serve large numbers of Hispanifs (Carter & Chatfield, 1986; Gonzalez & 

Darling-Hammond, 1995; Wagstaff & Fusarelli in Reyes etal., 1999). The principal makes Hispanic 

students' and English-language learners' achievement ju~tas important as the achievement of other 
I 

students, provides ongoing instructional and curricular drirection and leadership, engages a talented 

staff, and involves the entire school in refonn. Principals in effective schools view themselves as 

facilitators or coaches charged with acquiring resources ~nd educational opporn,mities for teachers and 
I . . 

students. They empower staff with decision-making and leadership opportunities. 
. '. . I . 

I 
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. . I .' 
Building H~rizontal and rertical Integration 

In its Title I schoolwide program, H.D. Iiilley Elementary School in Socorro (Texas) Independent School 
District uses vertical and horizontal teaming to coordinate curriculum within and across grade levels and 
align it with state standards. .' . ." ) . ". .', . 

Vertical teams meet monthly by subject area across grades to discuss articulation of grade-level goals, 
instructional alignInent, cross-grade strategies, and newinaterials and Internet resources. The school has 
three vertical teams: the communications team, the maili/science team, and the fme arts/sodal studies 
team. They monitor the progress of the schoolwide initi~tives aild coordinate curriculum goals in lheK-5 
instructional programs. ' The vertical teams .lIso serve as!an accountability check for all grade levels. For 
example, fourth-grade teachers can share with the third-grade teachers what students should know before 
they are promoted. Each vertical team has a representative from each grade level. The lower grade level 
teachers, who teach all subjects, decide among themselv~swho will represent their grnrk on each vClliu;J 
team. One teacher from each vertical team serves as-a t~acher representative to Hilley's School 
Improvement Team.. . ,. . '. . 

Horizontal Teams engage teachers at each grade level Jdiscussions of teaChing strategies: resources, and 
feedback on campus activities. Scheduled weekly during their common lunch period, these conversations 
encourage teachers to share ideas and to visit each other's classrooms. For example, during one horizontal

I .' . 
team meeting, a teacher expressed concern that her students had not scored well on R state assessment 
practice exam and asked for help. Another teacher who~ students had been successful shared the strategy 
she used. .. I 
Both the vertical aild the horizontal teams implement and assess the professional development related to 

their areas. . ' . .' . I. . . . . 
Hilley received "Recognized" status from the Texas Education Agency for three consecutive school years

I ' 
(1995-1998), based on students' attendance and performance on statewide tests. . . . 

I 

Time and Structures for Professional Development. 

Time is an essential element in teachers' profefsional growth. Teachers need time within and 

.outside of the school day to collaborate with other teacpers, foHow up, reflect, and plan. More and· 

more schools are creatively restructuring school sched*les to allocate more time for coordinated 

planni~g and discussion. Team teaching arrangementstand special-focus teams support teacher . 

collaboration and curritulum'development.. Observing I and mentoring peers are other ways teachers can 

share and learn from' each other. Professional development outside of School, offered. through teacher 

networks,. conferences, and university partnerships, is klso a valuable use of teacher release time . 
. '. . I . . . . , . 

Elementary, middl:e, and high school structure~ (e.~., middle and high school 
. .' I . 

departmentalization) often impede high-quality professional development. As more educ,ators realize . · ., 
. . I, ' '; ." 

. " 
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.f 
this, they are rethinking school structures and practices Once considered immutable and restnicturing 

the workday to pe~t more professional interaction.l .. . 

i 

Making Time for Teachers to Meet 
. J 

Faculty members at Marshall Middle School in Chicago mebt twice weekly. Students and teachers are grouped 
into teams that create a small-school environment; state Chapter 1 funds support two additional "exploratory" 
teachers so that all students in a team can attend elective claSses (e.g., art, computers, physical education) 
during the same period. This provides the time for team m~tingsof teachers. Curriculum planning, 
particularly for the interdisciplinary units crucial to Marshall's curriculum, takes place during another block 
that the school haS set aside for teachers. The school day wpuld normally run from 8:00 a.m. to 1:30 p:m., but 
Marshall begins classes daily at 7:50, "banking" the extra 10 minutes of instructional rime so that ()r,(f~ ;; rnoJith 
the school can dismiss students early and teachers can spend

I 

a half day on professional development. These 
early release days are used for team planning, departmental ~eetings, schoolwide workshops related to . 
professional development priorities, and work on the schoolIimprovement plan. Having an early start time 
required a waiver from the teachers' contract, which the unipn granted at the teachers' request. 

Resources and Materials for Adequate Program SupPOrt 
I 

I 
Teachers need resources and materials to imple~ent the idea·s and instructional strategies they 

learn through professional development. Teachers of Erlglish-Ianguage learners need curriculum 
. . l ' 

materials and books suitable for implementing sheltered ;nstruction or other strategies. Teachers also 

need adequate bilingual reading materials, culturally relevant curricula, visual tools, graphic organizers, 

and manipulatives in order to put recommended teachinJ methods into pra~tice. " 
I . 

Implementing effective practices also demands additional human resources. For example, a 

program may need a reading specialist or literacy coordi~ator to' observe instruction and offer feedback,
I 

help develop an ongoing assessment system (e.g., portfo~ios) for students, or gather materials for new 
I ' 

strategies. Teachingassistants and volunteers may also ?elp, under teachers' supervision. 
I . 
I 

Knowledgeable bilingual/ESL staff are especially important resources in schools serving a large 

population of Hispanic students who are learning Englis~. Well-qualified bilingual or ESL staff offer 

essential knowledge of English language development arid serve as important partners to mainstream
I . . 

teachers. In schools that legitimize collaboration, both sets of teachers offer important resources to one 

another as they work together on literacy development, ~ooperative learning strategies, sheltered and 

bilingual instruction techniques, and creation of curriculum that is equitable and accessible to English­
. I 

language learners (Gonzalez & Darling-Hammond, 1995:). 
. . I 

I 
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I 
I· 

Checklist for .Building Teacher and Orgapizational Capacity 
I 

Does our preservice teacher education program ensure Ithat teachers who will serve Hispanic students 
begin with a solid foundation ofknowledge in the core lubjects, pedagogy, and language development 
by: I 

./ 	Targeting recruitment and retention efforts on bilingual and Hispanic community members, 
both adults and high school students, whos~ ex.isting language and cultural resources will be 
valuable assets? .

I . , 
./ Providing support for Hispanic candidates' Fontinued enrollment and success in teacher 

preparation programs? I 
./ Enriching teacher preparation to enable can~idatf!s to achieve high professional standards in 

core subjects as well as pedagpgy? . I 
\ . I 

Does our inservice education support teachers' develop1:nent ofskill to meet students' complex needs by: 

./ 	Making professional development col1abora~ive, continuous, and schoolwide? 
1 ' 

./ 	Designing professional development specifically to enhance teachers' ability to 
accommodate and make good use of diversJ student resources? 

, 	 I 

./ . Ensuring that all teachers of English-language learners are skilled in strategies that promote 
language development ,as well as aChievem1nt in the core subjects? 

I 
Do our organizational arrangements support teacher learning by: .' 

./ Focusing principal leadership on teacher leJrning that suppons achievement of all students, 
including Hispanic students? I . 

./ Scheduling the day and week to allow time and space for teachers' professional 
development? 

, 

I
I 

./ Providing resources and materials for adequate program support? 
. I . 

I 
I 
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I 

I 
, 	 I 

ENGAGING FAMILY AND COMMUNITY RESOURCES'. 	 ,' 

I 

Families and tltecommunities in which they liV~ are powerful resources in improving Hispanic 

students' learning. Studies show that what the family does to develop language, motivate children,, 
monitor homework, and limit television watching is mdre important to student success than family 

income or education (de Kanter, Ginsburg, & Milne, 1987; Henderson & Berla, 1994). And a recent 
~, 	 . 

study of promising practices in top-performing, high-poverty schools suggests that when schools focus 
, I 	 ' , 

on involvir.g parents in helping students meet standards; students do well academically. In these 

schools, traditional roles for parentS, such as fundraisin~ and playground duty, take second place to 

activities that address their children'S academic lives mQre directly (The FrfucatioIJ Tru[;f.l ~D~), Por 

these reasons, nurturing and sustaining strong partnerships between schools and Hispanic families and 

community members are vital go~ls for educators. ' ! ' " ' 
I 

Title I and Title VII Encourage Strong P~rtnerships 

I 
Through the re-authorized ESEA, Title I and Ti'tle VII programs work together to encourage 

schools to plan strong school-family-community partner~hips that support learning for all students. 

Both programs require schools to nurture strong partner~hips with HispaniC families.' For example, 

Title I emphasizes the family's, the school's, and distric't's role in promoting high academic 

performance. Schools receiving Title I funding must: i 

• 	 Develop and distribute to parents a written parental involvement policy and involve 
parents in conducting an annual evaluatipn,of its content and effectiveness 

I 
I 

• 	 Develop a school-parent compact-a written commitrilent that indicates how all 
members of the school community shard responsibility for improving student 
achievement I 

• 	 Offer full opportunities for the particiPafion of parents with limited English proficiency, 
including providing information and schpol profiles in a language and form that these, 
parents understand I 

• 	 In accordance with provisions of the Mikrant Education Program, support advocacy and 
outreach activities for migrant children 4nd their families, including informing and 
helping such children and families gain ~ccess to other education, health, nutrition, and 
social services 
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1 
i 

, 

Schools and districts can use Title VII funds for outrea9h and parent education programs, as well as 

parent participation in all 'aspects of Title VII prograrmhing, including assessing needs, planning, 

implementing, and evaluating. I 

I 
!Schools Promote Parent Involvement 
I 
I 

Recent research on family and community involvement in children's education suggests that 
I ' 

three key strategies may be especially effective in pro~oting Hispanic families' participation in school-

related activities:' (1) bridging language and cultural differences·between school and home, (2) moving 

, beyond traditional school-family activities, and (3) pro+ding parent and staff tnli,ninl! for cf[cclivr. 

partnerships (U.S. Department of Education. 1997b).• roe larger communities in which schools are 

located also have a role to play in developing partnerships that benefit Hispanic students and their 
, I ' 

families. 

Bridging Language and Cultural Differences 

! 
Language and cultural differences are among the challenges that schools may face when they 

try to communicate with Hispanic families and encoura~e them to play an active role in their children's 

academic lives. About 55 percent of Title I schools repbrt that they serve students whose, parents speak 
, I 

only limited English. In addition. surVey data indicate t,hat parents who do not speak English at home 

are less likely to participate in school-based activities, a~d more likely to participate in fewer activities 
I ' 

over the course of the schoo,1 year (U.S. Department of lEducation. 1997b). And increasingly.
I· ,

,educators are discovering that recognizing and valuing ~e leamer's home language and culture can 

effectively help to guide systemic educational reform (McGroarty. 1998). 

I 
To break the language barrier, many schools Se~ing,Hispanic students use bilingual parent 

. ! 
liaisons. instructional aides. counselors. and parent volu,nteers to reach out to families and communicate 

with them about school-related activities and about their!children's progress. In addition. some dis~icts 

and schools conduct bilingual workshops and classes to inform parents on how to reinforce student 

learning at home (U .S. Department of Education, 1997a). 
, I 

! 
I 
l 

I 
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Reaching Out to B~gual Parents 
I 
I 

The schoolwid~ program at Hueco Elementary School in the ~ocorro Independent School District in Texas 
coordinates Title I and Title VII funds to support parent involvement. This Success for All school serves a 98 
percent Hispanic, rural student population of about 620 chiJdten enrolled in grades preK-5. Its efforts to draw 
parents into the life of the school include bilingual home-scho~l communications and parent workshops and 
activities, all of which are conducted in both Spanish and English. Parent workshops and courses address general 
parenting skills. including effective nurturing. child development, drug abuse prevention, and health and physical 
well-being. In addition, ESL courses and a computer course encourage parents to address their personal 
educational goals. All Hueco families participate in the Supe~ Readers Program. which provides incentives for 
parents of preschool, kindergarte~, and first-grade children to; read to their children often and regularly. In 
addition, about 50 parents attend monthly Parent Communication Council meetings, at which they share their 

, I 

concerns about the school with the principal and vice principal. Finally, teachers receive release time from school 
to visit families of students doing poorly in school or whose s~dents experience noteworthy success. Parent 
participation at Hueco has grown beyond fu~draising and cler~cal work to include participation in school dccision­
making and classroom instruction. advancing their own educational goals. and contributing to students' learning at 
home. In addition, student attendance averages 96 percent, arid as of the 1997-98 school year, on average, 
students in each grade level scored at or above the 84th percentile on the TAAS. . 

Advancing Parent Ihvolvement 
! 

The Advancement Via Individual Determination (AVID) col1dge preparation program targets underachieving
L . 

students. most of whom will be the first in their families to attend college" Nearly half (43 percent) of the 
participants are Hispanic. AVID staff maintain close contact i.vith parents of participants through quarterly 
newsletters. regular telephone calls, and a monthly family wotkshop series. Offered in both Spanish and English, 
the workshops are designed to help parents understand the indreasing academic demands on their children, 
acclimate them to the idea of their children leaving home to attend col1ege. and provide infonnation about the 
college application and fmancial aid processes~ ..' . I. . .' . . . 

Involving High School Students' Families 
I . 

At Rio Grande High School in AlbuqU~rque, New Mexico, Je bilingual ho~e-SChOOlliaison (funded by Title VII) 
links students. parents, and the school, and helps parents obdin the services and information they n~d to 

. I . 

participate actively in their children's education. To address low school attendance among students (85 percent of 
whom are Hispanic), Rio Grande created the liaison position ~bout five years ago. The liaison meets with parents 
when their students register, and makes home visits when ne~essary to explain curriculum or address other 
education-related issues. As the liaison began to visit studentk' homes and saw that many of the families needed 
social and health care services to solve problems that often pievent students from attending school regularly, he 
began making referrals to appropriate agencies. The liaison also ensures .that parents stay informed about their 
children's education by explaining curriculum, serving as atr;anslator at parent-teacher conferences, and helping 
students study for the ACT and fill out college applications ifIneeded. A recent evaluation report covering 1995­
1999 indicates that the senior stability rate-the percent of seniors 'who enrolled by the 20th school day and 
graduated in May-has increased by 6 percent during the past four years (to 82 percent). . 

. . . I 
. I 

i 
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! 

Building s~rong sChool-family-community partnbrshiPs with families of different cultures can ' 

challenge even the most outgoing and well-meaning schbol staff and parents (U .S. Deparnnent of
I ' 

Education, 1997b). Schools that are serving new or ra~idly growing Hispanic populations may face 

special challenges in learning to bridge the divide .. Language minority parents are often reluctant to 

contact teachers to discuss their children's education; m~ny Hispanic parents, for example, view 

teachers as the pedagogical experts and do not want to interfere (Flores, Cousin, & Diaz, 1991). One 

effective way schoolsean bridge the cultural divide is tA promote cultural understanding between school 
I

staff and parents. 

Promoting Understanding between'Teacbers and Migrant Families 

The Dysart Unified School District Migrant Preschool progr~ in EI Mirage, Ar~o~, trains migrant parents 
(referred to as parent mentors) to engage other Hispanic families in studying parenting skills and child 
development. The mentors reportedly boost parent involvement in the program, i.it large part 1:lecause the mentors 
share a common cultural and economic background with p~icipating parents. In thr. past, when there was a 
higher percentage of teachers who were unfamiliar with the demands of agricultural labor and the culture of the 
migrant farmworkers, both the children and their parents exPerienced frustration in communicating. Some staff 
said this was perhaps due less to differences in home language iban to differences in culture. For example, 
women in the migrant community-un1ike either Anglos or Mexican Americans-show respect to teachers by 
averting their eyes during conversation. Teachers often mis~erceived this display of good manners as a lack of 
openness or interest .. In addition, work in the fields someturies left odors that penneated families' clothing, 
creating the impression that migrant families had poor hygieJe rattier than being seen as an inevitable consequence 
of agricultural work. The training and experience of those hired as mentors enabled them to act as bridges

• I

between two groups-parents and teachers-who wanted the best for the children. 

In Latino communities, young adults from ,a range of ethnic 'backgrounds who work with 
I . 

school-aged children can promote cultural understanding by acting as "cultura! brokers." They do Illis 
J 

by showing respect for children's home communities. Because many of these young adults have 
. :' 

learned to be biCUltural themselves, they' can pass on their understanding of how to retain community 

traditions while entering and succeeding in school and tkyond (Hurtado, Figueroa, & Garcia, 1996). 

Some Puente Project schools, for ex~mple, operate a p~er Partner Program where eleventh-graders who 

have completed the Puente Project receive training to mentor ninth-graders and keep them on track for 

college. These peer mentors learn from a community ~entor liaison and a Puente counselor how to be 
. I 

good role models and build leadership skills, as well as how to highlight the importance of culture­
I 

through avenues such as Chicano/Latino literature-to astudent's identity. 

, 'I 
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Moving beyond T~aditional School-Family Activities 

While many schools across the nation hold backito-school nights and fundraisers, these 

traditional activities alone do not do enough to build str~ng school-:family partnerships around high 
. . I . . 

standards for Hispanic student learning. Activities that' focus more on teaching and learning and that 

bring teachers, parentS, and students together will likely [gO' fu~er in establishing meaningful . 

partnerships geared towards high standards for learning (The Education Trust, 1999; U.S. Department 
. . I 

of Education, 1997a). i 

Creating Stroug Home-School Pa~tnerSbip!l for . Nc//'.:CJmers
1 

, ' i· . 

Many inunigrant Hispanic parents may face the dilemma of holding high aspirations for their children's school 
success while lackirig the knowledge needed to guide their children through American school systems (Cooper, 
Denner. & Lopez. 1999)., To help build a strong partnershiplbetween the home and school, staff at Liberty High 
School provide parents with a wealth of information about stUdent learning. Hispanic students make up roughly 
one-third of the Liberty school population. The school recently used some of its Title, VII funds to develop it 90­
page book-translated into five different languages including :Spanish- about resources for parents. The book 
includes sections on (l)the rights and responsibilities of parents, (2) how to use New York City as a resource, 
and (3) educational resources. I 

" 
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Moving beyond Traditional Parent Involvement 

I 
The Migrant Preschool Program in Dysart Unified School O:istrict began in 1985, when most of the families 
enrolled in the district were full-time migrant agriculturalla\?orers. Today, only a small percentage are full-time 
migrants, due in part to the decline of agriculture in the area: and greater opportunities to work in construction and 
other occupations. Nevertheless, in a high percentage of ho~seholds, adults continue to provide some seasonal 
labor to area growers, which makes their families eligible fo'r Dysart's migrant program. According to tl}e Dysart 
preschool program staff, "The most important influence in ~ child's education.. .is his or her parents and 
homelife." Their aim is to develop close ties between the child's home and school learning experiences, and they 
view parents as a valuable resource. Currently serving 80 children with federal migrant education funds, with 10 
children on the waiting list, the program builds links betweeh home and school learning in nontraditional and 
effective ways: 

e, 	 The program recruits parent mentors from,the migrant community and weaves' tighter 
connections between the languages and cultures of home and school. Parent mentors are 
migrant parents who, after completing their own training, recruit and train parents in the 
preschool program's curriculum and in child development and parenting skills. They also 
accompany the classroom teachers on home visits. ' 

e 	 A partnership with a local cOInmunity cOllbge helps migrant p~ents develop English 
proficiency. continue their own,education.! and prepare for paid positions as parent mentors~ 
classroom tutors, and teachers. . I 

! 
I 

The preschool parent component features three strands of training for migrant parents. At least one parent of each 
child in the program is required to attend 15 hours of parenfing classes (Strand I), taught by two parent mentors, 

,and to help in the classroom for 15 hours (Strand 2) under tpe supervision of the classroom teachers. Strand 2 
includes practicum sessions with their own preschool children in the classroom. Strand 3 offers migrant parents

I
the opportunity to attend a local community college. Program staff help parents identify sources of fmancial 
assistance, which may include federal. state, or local resourbes. Parents who complete Strands 1 and 2 and who 
develop English proficiency can go on to work as paid elerrlentary classroom tutors. Currently, eight parents 
work as paid classroom tutors. For Dysart's migrant parents, the program offers a pathway to further education 
as well as a better school experience for their children. In ~ddition, while no analysis of test score data currently 
exists, school staff report that anecdotal evidence indicates that participating preschool children enter first grade 
much better prepared than their peers who have not participated in the program., 

Providing Parent and Staff Training for Partnerships 
I 
I 

Participants in school-family-community partn~rships need to know how to communicate with ' 

each other; otherWise, misperceptions and distrust can 
! 
flourish between parents and school personnel 

(U . S. Department of Education, 1 997b). This is espefially true when school staff and families come 

from different cultural backgrounds and have different expectations for how schools should operate, or 

when schools are experiencing an unprecedented infl+ of Hispanic stugents. Some of the many ways 

in which. schools offer parents training and informatiop include workshops held weekly, monthly, or 

several times throughout the year or outreach activitiek such as newsletters, handbooks, and home­
, , 
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I 

. . I . 
visits: Topics incl~de tips on supporting learning at h?me, preparing parents to panicipate in school 

decision-making, and providing teachers, principals, and school staff with practical advice and 

strategies f~r reaching out to parents and working witti them as partners (U .S. Depanment of 
. I 

Education; 1997a). 

,! 
I 

Supporting Families for Success 
I 

The Success for All (SFA) program in the El Paso Independent Sc~oolDistrict operates ill five Title I schoolwide 
programs, each of which enrolls between 90 and 95 percentlHispanic students. SF A includes regular staff 
development and principal training, as well as a parent/family support team for outreach to the greater parent 
body. The team, made up of teachers, a counselor, a ~omxrtunity representative, and parents. works with famiJi:,:s 
to ensure student academic success. A family support team lmanual explains in detaillhe four premises of die 
SFA program: attendance. academic intervention. parent in'J.olvement, and services integration, and the team 
meets weekly to discuss issues that may affect student leam~g such as inadequate sleep or poor attendance. and 
how to work with parents to meet challenges to student suCCfss. . 

• t 

Community SupPOrt for Hispanic Students 
I 
I 

The larger community in which a school is lodted contributes to partnerships between home 

and school (McGroarty, 1998). Community-based org~nizations suppon partnerships in many ways. 

I 
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. 	 . I . 
Building Alliances between Schools and Communities 

I 
I 

The Alliance Schools Initiative works to develop strong comrilUnity-based constituencies of parents, teachers, and 
community leaders as a strategy for substantially increasing student achievement in low-income areas throughout 
Texas, New Mexico, Arizona, southern California, Louisian~, and Nebraska. About 200 schools currently use 
the Alliance model; in 1997-98, 118 schools in Texas alone J.,ere Alliance schools. ' 

i, " 
The Alliance is a partnership between the Interfaith Education Fund (IEF), the Southwest Industrial Areas 

, 	 I 

Foundation (SIAF) Network, state education agencies, and school districts. Most Alliance schools enroll large 
proportions of students from minority families living inlow-fucome communities. Low student achievement, 
disunity among school staff, and low levels of parent involvetnent are initially characteristic of many of these 
schools. The initiative focuses on restructuring the relations~ip among stakeholders in school communities, 
including parents, teachers, school administrators, students, community and business leaders, and public officials 
in order to increase student learning and student perfonnancei overall. ' 

Becoming an Alliance school means that school staff, pareQtsl and other community members learn about 
education reform and the cultural shifts that are essential for them to facilitate student achievement based on state 
and local standards. The initiative formalizes the relationship,s and c9mmitments among stakeholders, each of 
wh,om agrees to work with IEF and their local IAF organizat~on to improve the quality and perfonnance of a 
school. State education 'agencies provide some flexibility, sUfh as walvers from state guidelines, as well as 
supplementary funding to schools willing to redesign and reform their entire educational programs.

I, ' 
The process of becoming an Alliance school begins with iden'tifying leaders and key concerns of parents and staff 
and developing relationships between all partners. A major thrust of the initiative is to implement strategic, 
targeted training for teachers and administrators and to provide services, education, and training for parents and 
community leaders as they participate in school reform effort\;. Some effective methods Alliance schools use to 
enact change include: ' :

I 

• 	 Core tearns of principals, teachers, parents ,I and community members receive training to conduct 
house meetings where community members, parents, and school staff can discuss their concerns 
and craft a plan of action for improving theischool ' 

• 	 Walk for Success, a strategy where parents; teachers, community members, and administrators 
walk the streets of the community to engag~ parents in conversations about the school ' 

• 	 Training for parents to help their children With homework and other strategies to engage parents 
in their children's education 'i' . , ' 

• 	 Other classes based·on parents self-identifiej:l needs, including, for example, Adult ESL, 
parenting skills, computer literacy 

I 

Between 1997-98, 87 percent of all Texas Alliance schools Jcreased their percentage of students passing all 
sections of the TAAS. Economically disadvantaged students:in the schools showed more improvement than their 
wealthier peers. 

i 
School-linked programs located outside of sch1ols. There are gocx1 reasons to locate, a school­

liriked program outside of school. Some family members such as teenagers or parents of young 

children may be reluctant to come to school and be co~fortable in a community setting such as a 
" 	 , , I 

recreation center or YMCA. In other cases, schools m~y not have the building space,staff, or other 
, 	 , ) 

resources to operate some programs they would like to offer. 
r 
I 
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i 
Linking Families to Technology

I . 

The ASPIRA Association, Inc., is currently building four rlew federally funded CommurUty Technology 
Centers in Latino neighborhoods within Chicago. Philadelv.hia, Bridgeport (CT), and Carolina (PR). ASPlRA 
will expand existing community centers to include comput~r learning rooms with Internet-connected computers 
and educational software. With additional assistance from the business community, ASPlRA plans to establish 
technology centers at all ASPIRA sites. Education SecretaP' Richard Riley noted that the centers "can help 
parents and students who don't have computers at home liz¥<: learning at school with learning anywhere through 
technology and bring the power of computers and infonnation-age resources to those who have the greatest 
need" (U.S. DepartmemofEducation, 1999a, 6)., . '. 

i 

Space for family-school-community activities ,Ltside of regular school hours and on 

weekends. EI Puente, a comprehensive Latino multi-ar,'ts and cultural center located in Brooklyn, New 

York, operates three sites in two Brooklyn communitie~ (Williamsburg and Bushwick). Two of the 

sites share space with public schools. At these school centers, the EI Puente Academy for Peace and 

Justice and EI Puente at JHS #50, after-school offering~ attract between 60 and 300 students five days a 
. ,- . 	 \ 1 

week. Afternoon and evening courses offered for the 1999-2000 program include college courses in the 
! 

humanities, computer training, creative writing, drama; ESL, fine arts, internships, homework help and 
. 	 . . i . 

tutoring, and photojournalism, to name a few.' In addition, EI Puente offt:rs a4ults GED preparation, 

computer training, poetry readings. and intergenes::ation:al programs. '.. 

I • 

Internships and opponunities for service learning to help students develop life and 

employment-related skiJIs. At Liberty High in NewY~rk City, students can participate in the World of 

Work program, which couples ESL with coursework stich as art and design. Students make and sell 

their products. As part of this curriculum, students pa¥cipate in community internships that may place 

them on a community board or in a local city councilman's office. . 	 I . 
I 
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Developing Communities of Learners to Help Hispanic Students 
Reach High Acade~ic Standards 

" 	 I 
I 

In 1989, an effort to increase the number of Hispanic e~ginbers and scientists resulted in the creation of the" 
Center for the Advancement of Hispanics in Science and Erigineering Education (CAHSEE). a nonprofit 
organization. CAHSEE fosters science and engineering edt,lcation through four different programs. the oldest 
of which is the SCience, Technology. Engineering, and Mathematics (STEM) Institute. Nationally, STEM 

I 

provides about 250 academically promising Hispanic and other minority and economically disadvantaged 
students with an intensive, five-week summer instructional ~rogram. 'With the goal of creating leaders who 
are scientists and engineers, the program serves students in 'grades 7-11 and focuses on mathematics and 
science instruction, while also emphasizing the development of lelrdership skills and civic involvement and 
commitment. Students attend the program from 8:00 a.m. to 5:00 p.m. daily. with six hours devoted to 
classroom instruction and two hours to individualized tutoring. Academic instruction includes mathematic;!l 
topology and pre-calculus. descriptive geometry and mathematical logic, and probability and statistics for 
engineers and scientists. Plans are underway to extend th.:; program to high school seniors by offering them 
opportunities to conduct creative research in private and govemmentallaboratories during the summer 

I 	 " 

months. In Washington, DC, which serves about 100 STEM students, The George Washington University 
donates office and Classroom space to STEM, and 45 to 50 ~raduate students and undergraduate seniors 
receive a stipend and free housing and transportation to tea~h the courses.. STEM receives parental donations 
as well as funding from NASA and various corporations and foundations. . " 

" 	 I . 
I 

During the nine years that the STEM Institute has been in operation, all program participants have graduated 
from high school-on average. with a GPA Of 3.4 on a 4.0 Fcale. Forty-five percent of STEM students score 
over 1200 on the SAT, while 30 percent score over 1300, 1'5 percent score over 1400. and 10 percent score 
over 1500: Seventy percent go on to Imajor in science or erigineering in college, and 70 percent of those who 
graduate with science degrees enroll in a graduate program ~ithin two years of graduating from college.

i 
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Checklist for Engaging Families and COIpmunity Resources 
I 

Have we satisfied Title I and Title Vl/ provisions for: ! 
./ Written parental involvement policy and artnual evaluation process that includes parents? 
./ School-parent compacts? . I 

. 	 I 

./ Full parent participation in all school· activities? 
.. . 	 I 

./ Advocacy and outreach for migrant children and families? . 	 I 

I,
Have we engaged parents in Title Vl/ programming thrpugh: 

./ Needs assessment? 


./ Planning? 


./ Implementation! 


./ Evaluation? 


Do we provide bilingual staff to serve as: 

./ Parent liaisons? 


./ Instructional assistants? 


./ Counselors? I 


./ Parent volunteers? I . 


./ Leaders of workshops and training for families? 

. 	 ! 

Have we bridged the cultural and/or linguistic divide: 	 I 
I./ Between school staff and families? 
I

./ Between students of different cultures? ! 
I 
I 

Have we provided pannership training for families and Ttaff through: 
./ Workshops? I 

./ Informative newsletters? I 

./ Handbooks? 

./ Home visits? 


Have we involved the larger school community try: 
./ Partnering with community-based organizatibns or recreation centers? 

I . 
./ Using school and community space for activities? 

. 	 . I 

i 

i 
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, 	 j
BUILDING STURDY FOUNDATI0NS FOR POSTSECONDARY,

OPTIONS 	 ' , 
i 
I 

Some Hispanic students, e~ially younger oJs, have naive or unrealistic expectations about 

work in general, requirements for entering careers, and the courses they need to keep open their options
I 	 , 

for postsecondary education. The results of one surve~ showed, that nearly half the students enrolled in 

general education courses (rather than collegepreparat~ry courses) aspired to careers that require a 

coll~ge degree (Carnegie CQuncil on Adolescent DevelqpI11en~, 1995). However, from 1982 to 1998, 

about 20 percent of Hispanic high school graduates corqpleted the minimum courses recommended for 

college entrance, compared with 30 percent of white snidents, 28 percent of African Am~rj~:nJ students,
I 

and 39 percent of Asian students (NCES, 2000). I' 
, 	 'i 

The problem is not low aspirations. It is mism~tches among students' visions of their future, 
I 

the courses they take iri school, and ~e information they and their families receive about how to 

prepare for higher education and employment (Carne,,~ie, 1999). To help Hispanic students keep all 

their options open, schools can: I 

• 	 Counsel students and th~ir families to eJsure that they understand the requirements for 
all their postsecondary education option$ 

• I 

Provide students with the challenging courses they need to succeed• 	 I 
I 	 , 

• 	 Integrate academic and career preparati~n to help students see the connections between 
school and work i . 

I 

• , Implement programs to make sure Hispanic students stay in school 
, ,I '. 

I 
I 
I 
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Moving Upward wjtb TRIO 

I 
To motivate and support disadvantaged students from iniddle school through doctoral studies, the federal TRIO 
programs, since 1964, have provided funds for programs that help low-income students access and succeed in 
college. Two-thirds of the students served by TRIO programs' must come from families with incomes under 
$26,000 (for a family of four) where neither parent received ajbachelor's degree. About 64 percent of TRIO 
students are members of racial and ethnic minority groups; ab9ut 19 percent of all TRIO students are Hispanic. 

i 

TRIO includes eight federal programs, six of which help stud~nts gain the skills needed to prepare for, enter, and 
complete college through the doctoral level: Talent Search (in which ASPIRA participates), Upward Bound, 
Upward Bound Math and Science, Educational Opportunity dnters. Student Support Services. and Ronald E. 
McNair Postbaccalaureate Achievement programs. These prokrams provide competitive grant opportunities to 
institutions of higher education, public and private agencies. c:Ommunity-based organizations. and secondary 
schools. TRIO also funds professional development opportun~ties for TRIO projects to share their best practic;.c;.~; 
with other inStitutions and agencies that are serving low-incp~e students but that do not have TRIO grants. About 
2.300 TRIO programs currently serve approximately 720.000/students. In FY 1999. TRIO received $600 million 
in federal funds. . .. 

Findings from a recent national evaluation of Upward Bound. the longest running TRIO program, show that 
students participating in the program expect to complete more schooling, take 17 percent more academic 
coursework. and are more likely to be enrolled in a strong addemic curriculum that comparable n.onparticipants. 
Data also show that Hispanic 'students benefit significantly frob participating in the Upward Bound program, 
When compared with similar students in a control group, Hispanic stuqents who participated in Upward bound 
'earned more high school credits; were less likely to drop out of high schools, and attended four-year colleges at a 
higher rate. . . . . f '. . .' 

1 

I 

Students Receive Counseling to Understand and Prepare for Education 

Options 
 I 

Counseling is a critical mechanism for preparing Hispanic students for college and good 
I 

careers. It helps Hispanic srudents and others who com~ from low-income backgrounds enroll in 

appropriate classes and obtain the other services that thdy may need. ·This counseling must b~gin no 

later than middle school. To help parents guide their children'S education, for example. Lennox 

Middle School's family support coordinator provides' p~rents with strategies to help their children move 
! 

from middle to high school and from high school on to follege. 

! 
I 

Counselors are able to give srudents and their parents information and advice about how to 
I 

. prepare for college, including accumulating the right cqurse credits; maintaining high grades; engaging 

in cocurricular activities; and mapping a plan to select Jcollege, gain admission. and finance a coll~ge
I. . . 

education. Students may also need other counseling. such as academic, career, personal. family. 

substance abuse, or mental health services in order to sbcceed. 
'. ,·'1. 
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Part of a counselor's role is to involve parents iJ the education process. Research shows that 

parents' with more money and education are more likely Ito be involved in'selecting their children's 
. . I 	 . 

. courses, and that Hispanic parents are less likely to fall into this group. Students whose parents 
I 

intervene in the decisionmakirig process are also more likely to be enrolled in college preparatory 
I

classes (Oakes & Guiton, 1995; Yonezawa & Oakes, 1999). While Hispanic parents set high 
I 

expectations and goals for their children, many need m~re knowledge about options to guide their 

children in the direction of promising postsecondary education and careers (Cooper, Denner, & Lopez, 

1999). 
I 

I 

Helping Students Choose the Right Path , 	 I . 
I 

Funded by Title VII, Calexico's School-to-Career plan is sJpponed by the use of CareerWare, a multimedia 
commercial system that takes a personal inventory of a child's likes and dislikes. classroom curriculum, 
possible career futures, and other defming career characteri~tics. The CareerWare program provides parents 
with an analysis of their child's answers so that parents and/children can work together to put the student on 
the right career path. This program also,makes parents aware of the classes their child should take in junior 
high school. high school, and through continuing education' to work toward makin,A that career a reality. 

I 
j 

Students Take the Challenging Courses 'I1hey Need to Succeed 
I 

I 
Access to higher education, especially for low-income students, depends on the courses students 

have taken. Many Hispanic students do not selectcoll~ge-track courses, often because they do not 

realize how important such classes are for college admi~sions (Reyes et aI., 1999). For example, white 

students are significantly more likely to panicipate in Advanced Placement courses than are Hispanic 

students (NCES, 1998). Educators can ensure that Hisbani~ students, especially those learning English, 

take the classes they need to prepare for college. 

Because algebra is a key to success in the highdr mathematics courses that colleges look for on 
I 

students' transcripts, most Hispanic students should taKe algebra by the eighth grade. Success in 

mathematics is the single best predictor of whether a sthdent will continue on to college. However, 

although rigorous mathematics classes, such as algebra! and geometry. serve as gatekeepers for higher­

level mathematics courses in high school and for college. many eighth-grade Hispanic students do not 
. 	 . I . 

enroll in such college preparatory mathematics classes (Reyes et al., 1999). In fact. more than 80 
. 	 I . . 

percent of Hispanic and other at-risk ~tudents do not tare gatekeeper courses by the eighth grade 

(NCES. 1997). . I . . 
I 
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Schools can create policies and programs that en~urethatall students-including ELL 

students-have access to rigorous mathematics cour~es, ibcluding algebra, in the eighth grade to 
I / 

improve their chances of attending and succeeding in hig/her education. Many states and districts have 

created standards requiring that all students take algebra.l'States and districts can also ensure that their 

standards for all students match the higher education adJissions requirements.
• I 

I 

I 
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I 
Supporting Advancement via Individual Determination· 

A VID (Advancement Via Iridividual Determination), aCOll~ge preparatory program for students performing 

. below their potential, serves about 45,000 students worldwi~e in 900 middle and high schools. AVID targets 

students who come from low-income families, will be the first in the family to attend college, face special . 

obstacles to achievement, and are often of an ethnicity tradiiionally underrepresented in four-year colleges. 

About 43 percent of students in the program are Hispanic. ~n the United States, AVID operates in 13 states, 

including Texas and California, states with high percentages of Hispanic students.· .., I 

. I 
The program features a college-preparatory elective course,ia rigorous curriculum, and site teams composed of 
an AVID·coordinator, subject area teachers. parents, and tr~ined college tutors. Essential components of the . 
A VID program include: attendance at AVID Summer Instit:utes; proper selection of students and staff; training 
for tutors; use of the AVID curriculum components of writing, inquiry, and collaboration (WIC); and 
monitoring students' progress through systematic data collection ..Students are expr.r:ted to make at least a 

I • 

three-year commitment to the program in senior high schoo~ . 
. 

AVID divides participants into classes of about 30 students.; Typically, each school ha.:; four or five AVID 
classes. At both middle- and high-school levels, A VID clas~es typically include students from all grade levels 
that the school serves. AVID functions as a regularly sched~led elective class that meets for one period a day, 
five days a week. For the rest of the school day, students attend their other classes, many of which are honors 
or advanced placement classes. ; 

i 
AVID teachers, assisted by trained COllege tutors, provide students with a strong writing curriculum and use 
many inquiry-based learning strategies. Students often collJborate to draw inferences, analyze events, and 
evaluate facts. They practice these skills by writing essays ~d other papers. Students are also expected to take 
extensive notes in each class to improve their note-taking skillS. At the end of each week. they tum in their 
notebooks for review and critique. Students also learn test ~g and time management skills, how to prepare 
for college entrance-placement exams, skills for effective textbook reading, and library research skills. 

I 
I 

A VID students participate in small-group tutorial sessions d~ring two weekly tutoring sessions in AVID classes. 
Students receive extra help in specific subjects based on que~tions generated from their classroom notes, as well 
as coaching in study skills (time management. assigrunent and grade recording, binder organization), note 
taking. and library use. Tutors provide .the bridge between ~tudents' knowledge and learning experiences and 
the expectations of the AVID coordinator. : 

I 

The AVID coordinator helps school guidance counselors sc~edule students in college preparatory courses and 
sees that students complete fmancial aid applicatiOns. Accotding to one AVID coordinator. "High school 

I . 

counselors may not encourage these students to enroll in advanced classes ... given their prior academicproftles. 
Because of many students' own low expectations for themse~ves, it would never occur to them to self-enroll in 
these classes. " ., . 

, 

Once students are enrolled in advanced classes, the AVID c60rdinator continues to provide support. For 
example, if an A VID student is performing' poorly in a partipular class. the coordinator may talk with the 
teacher to pinpoint the problem. If several AVID students are having difficulty. the coordinator may send an 
AVID tutor to sit in on the class and learn which areas llie sausing the most confusion.· . 

i 
Teachers. counselors. and administrators from AVID schools participate in ongoing professional development 
to implement the program. During the AVID Summer Instihne, AVID's national leaders work with school 
teams on daily curriculum planning: This implementation slrand includes discussion of how to help teachers 
align curriculum to state standards. i 

AVID has a successful record for not only keeping underacftievers in high school but also getting them to go on 
to college-at rates double and triple that of the general sch601 population. An external evaluation showed a 
positive, direct correlation between AVID students' higher grades and their length of stay in the program. The 
average AviD student graduates from high school with a 3.2 GPA. Data collection by the AVID Center 
indicates that more than 90 percent of AVID graduates enroll in college, with 60 percent attending four-year 
institutions.1 

I 
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Implementing a Minds-On Mathematics and Science Program 
, ' ,I _ 

"STEM is a rebuttal to the idea that minority students can only succeed in 'hands-on' rather than 'minds-on' 
n programs. - I 

Charles Vela 
STEM Executive Director 

.The STEM Institute is an intensive, five-week summer progr<!m for Hispanic and other under-represented 
minority and economically disadvantaged students whose grades and attendance records indicate' the potential for 
. academic success. Public and private schools nominate most program participants, who are then invited to 
complete the application process. StUdents' transcripts, schoql attendance records, and letters of recommendation 
are reviewed, and approximately 25 students at each grade level are accepted. Talented students from low-income 
families have an adv!'"tll~e~ in fhr.seiection process. . ! ' ' 

. , 1 

Latino university professors. professional scientists, and engiheers who are members of the Center for the 
- I

Advancement of Hispanics in Science and Engineering Education (CAHSEE) develop the STEM curriculum. 
CAHSEE members have identified key mathematical and scientific topics, skills, and capabilities that students at 
each grade level need to master in order to facilitate future sutcess in a career in science, mathematics, or 
engineering. In addition, because of its emphasis on high s~dards and expectations, the STEM curriculum, 
along with some of the tests that are administered, reflects the content that is currently being taught at leading 
universities. For example, last summer, STEM students'whoistudied probability and statis'tics took the same fmal 
exam as students' at a university. - , 

In summer 2000, students will take the following courses: 

Seventh graders: mathematical topology and algebra 
Eighth graders: descriptive geometry and matherrlaticallogic 
Ninth graders: physics for engineers and scientists and chemistry for scientists and engineers 
Tenth graders: probability and statistics for engi~eers and scientists and vector mechanics 
Eleventh graders: C-programming and algorithms; theoretical calculus and atomic physics 

Plans are currently underway t~ extend the program to studeJts in the twelfth grade by offering them opportunities 
to conduct creative research in private and govemmentallabs Iduring the summer. 

Students attend the program from 8 a.m. to 5 p.m. daily. They spend approximately six hours in classroom 
instruction, with two hours reserved for individualized tutoruig• and an hour for lunch. Students enroll in two 
classes for the summer (except eleventh-graders. who enroll itt three).- - , I ­

. I 

Graduate and senior-level undergraduate students from universities nationwide instruct students in the summer 
program. All training and oversight are provided by CAHSE'E members who are university faculty members. or 
who have panicular training and expenise in teaching or othefwise working with high school- and college-age 
students. 
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I 
Career Prepa~ation Helps Students See the Connection 
between School and Work .!. . i 

The connection between school and careers is clear. Hispanic students, however, frequently 

experience greater economic pressure than other studen~ to drop out of school to help support their 

families (Krashen, 1998).; Schools can help students un'derstand the distinct advantage in completing 

their education and pursuing a challenging, satisfying c~reer that is also economically rewa~ding. 

I 

I 
Mapping the Future for Migrant Students in Miami-Dade County 

. I. 

! 
Miami-Dade County Public Schools' Migrant Academic Plaking and Awareness program. MAPA ("roadmap" in 
Spanish) uses Title I funds to serve middle school and high' s~hool students in five schools. MAPA teachers and 
counselors help students figure out their "roadmap of life." idAPA is designed to help migrant students develop 
an awareness of the importance of education and the skills n1eded to navigate the educational system. 

. I 

Students work with teachers individually or in.small groups to develop a personalized education blueprint in 
accord with their interests and goals (for instance, students ate often advised to take certain college-track classes). 
Students also use the Internet and various software prograrnsito begin selecting a career. Students look at career 
options regularly and focus on achieving short- and long-term goals set in "goal setting sessions." 

MAPA also offers stUdents tutorials in language arts, readini and mathematics (both in school and after) as well 
as peer counseling and conflict resolution workshops. Additionally, the MAPA program offers tutorials for the 
High School Competency Test, which Aorida requires for gtaduation. The tutorials also help students learn test­
taking strategies for .the SAT and ACT. Motivational semin¥s about developing a positive attitude about 
education and the importance of fwishing school help reduce: migrant students' dropout rate. 

. I 

i 

Personalized Programs Keep Hispanic Stydents in School. 
i , 

. I 

. The dropout rate among Hispanic students in 1~97'was 25 percent, compared with 8 percent for, . 

white students and 13 percent for black students (NCES', 1999). The odds that Hispanic students-like' 

other students-will successfully complete their educati6n increase with higher family income and 
. I 

parent education levels. Nonetheless, the education ga~s between Hispanic and non-Hispanic students' 

persist even after controlling for students' socioeconomic, status, English-language proficiency, and 
. . I .' 

immigrant status (Krashen. 1998; NCES, 1996; Reyes ~t al.. 1999). In 1997, the overall percentage of' 
• . I 

Hispanics ages 25-to-29 who had earned a high school diploma or equivalency certificate was 62 

percent, compared with ·93 percent of their white peers ~NCES. 1998). Involving parents. 

personalizing education, and providing support to stUdehts who are making transitions or who are at 
. . I 

risk of failing can help Hispanic students complete their: education. 

79 



Getting "Up-Front ~nd Personal" 
I 

At Moreno Middle School in Calexico, California, students ~re not allowed to slip through the cracks. Students 
with two or more F's have individual conferences with an administrator, all their teachers, and a parent. Through 
this intervention method, parents, teachers"and administrat~rs get "up front and personal with the students who 
need the most help. These are the students who need to be tracked most closely," according to one staff member. 
By including parents in these meetings, the school helps thertt to help their children achieve. Parents are also 
infonned, both at these meetings and in parent orientation, of the school requirement that each child carry a 
student agenda. This notebook serves as an organizer for daily assignments, due-dates for projects, and other 
homework notices. Parents can check agendas daily to ensure their child is completing all homework 
assignments. . I .' 

, I 


I 

Counseling Newcomers 
I 
I 

To prepare students for their next schools, Liberty High Sch?ol's guidance counselors meet three times a semester 
with each student. Students get a chance to visit other schools, sit in on their classes, and shadow students. 
Counselors from other high schools also meet with LHS students. ' , 
'. I 

Hispanic srudents who stay in school often pQint to someone in the school community who 

took a personal interest in them and s~pported their eff~rts to stay and excel in school (Secada et aI., 
I 

1998). Mentoring is one way to help srudents form such relationships. In the Lennox Unified 
, I 

School District, staff in the Adopt-A-Srudent program build personal ties with srudents. The 

program is open to an c~tegories of staff and requires tIJem to meet with srudents at least once a 

week. The program provides strucrured lunches for pa~ticipants once every two months. Mentors 

give the srudent an adult figure to talk to; in many case~ the teacher or staff member may be the only 

such individual in the child's life. Between 50 and 100 ~dults are paired withsrudents, and adults 

can mentor more than one srudent. The program is fun~ed by the U.S. Depanment of Housing and 

Urban Development and is run through the Los Angeles: County Board·of Supervisors. 'I'Qe 

program requires exten,sive. amounts of staff time, but ~entors consider it well worth the effort. 

I
I . 
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Creating an Environment Where Lear~ing Is Mor~ Than Opening a Book 

Mentors in the Puente Project create what Director of Men~or Training Luis Chavez calls, "an environment where 
learning is more than opening a book." Each school has a ,~ommunity mentor liaison (CML), who trains the 
mentors. 

, 

I 
I 

, Mentors' responsibilities include: 

I 
• Meeting with students at the mentor's worksite 
• Sharing with students their academic, car~er, and personal experiences 
• Introducing students to professional and c~mmunity organizations 
• Providing resources for student reading aIJ.d writhlg assignments 

" 	 i ', . 
More than 4,000 professionals. primarily from the Mexic~ Americ;m/Latino community, have ~ervert as , 
mentors. In some sites that aho implement ..he Peer Partne~ PrograH'l. eleventh-graders who were udhe Puente 
Project are trained to mentor ninth-graders to keep them on!track for college. Topics focus heavily on how to be 
a good role model. leadership skills. and college admission :information. 

. I 


I 
Mirroring Success at LetlDOX Middle School 

i 
EI Espejo ("The Mirror"), a tutorial program. pairs LoyolalMarymount University students and the most 
academically at-risk Lennox Middle School students. The Loyola tutors participate in training to use the Lennox 

,	School District standards in their tutoring. and a program li~ison strengthens the lines of communication between 
tutors and teachers. About 150 students participate in this ~rogram. meeting three times a' week for academic help 
and social activities. All EI Espejo participants are Hispani~. The college mentors have backgrounds similar to 
those of Lennox students and caD thus personally relate to the children. Many mentors maintain strong 

, J 	 ' 

relationships with the Lennox students through high school iUld even into college. Tutors also partiCipate in social 
activities with students. going to lunch. the movies. or the ~each. Lennox Middle School provides organized 
social activities once a month for mentors. students, and parents. 

I 

I 
I, 


I 

I 

I 
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Helping Students Cufb to the Sum!D~t 

Since 1993, College Summit, a nonprofit organization, hasihelped low-income students enroll in college. The 
privately funded program's planning and mentor training ptograms for schools and youth agencies and workshops 
for students have improved students' success in getting accepted to college, understanding their own potential, and 
seeking the support they need to guide them through their s'enior year in high school. College Summit staff show 
schools and agencies how to use existing staff and resourceS to more effectively help students who show academic 
promise but who face daunting challenges in moving on to college. The organization brings students nominated 
by their teachers to college campuses for an intensive, fourTday, residential workshop that compresses most of the 
college application processes into this single event. Students leave, with examples of completed applications for 
admissions and fmancial aid. written personal statements that portray their strengths accurately and persuasively. 
lists of recommended colleges. and plans for following thrqugh. To help the students fmish up their senior year 
productively and persist through the application and transition activities, College Summit trains school and agency 
staff and corporate volunteers in the program's mentor cu~iculum to work weekly with students throughout the 
remainder of their senior-year application process. ' . 

Since 1993, College Summit has served more than 1.000 sthdents in Colorado, Illinois. Florida, New York, and 
I 

Washington. DC. In 1999, College Summit served about ~80. Ninety-five percent of these students were 
minorities; about 35 percent were Hispanic students. Of th¢ 1,000 students served since 1993. 80 percent gained 
acceptance to a postsecondary school and 79 percent enrolled-more than twice the national average of 34 percent 
for high school graduates at the same income level. Their ~etention rate is 80 percent. College Summit 

. I 

participants attend a variety ofschools that match their aca~emic and fmancial needs, including Brown University. 
Florida A & M University. Illinois State University. Santa Fe Community College. University of Colorado. and 
Stanford University.' I 

I 
1 • 

. i 
Smaller schools also personalize Hispanic students' experiences. Some schools, especially high

I . 
schools, form "schools within schools" so that students form closer relationships with each other, 

J 

faculty. and staff, increasing the likelihood students will graduate. 

·1 
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Bringing a Large School Down to Scale 
I, 

Thurgood Marshall Middle School, a Chicago Title I schoolvJide program, creates a more personalized learning 
environment by fOrming teams of teachers and students. The! school has six interdisciplinary teams. Each team 
has its own wing at the school, and students attend all of thei~ core classes in their team. Marshall serves about 
680 students in grades 7 and 8. About 70 percent of student~ are Hispanic, 17 percent are white, and 4 percent 
are African American. Twenty-four percent of Marshall students are ELls, mostly Spanish-speakers. Ninety 
percent of students receive free or reduced-price lunches. ! ' 

I 
, 

Teachers "loop, n following their students from the seventh to the eighth grade to maintain continuity in 
instruction. Curricular and instructional matters are generally addressed at the house level. For example, one 
team combines language arts and social studies into a single ~umanities block, and math and science. into. another 
block. Each week, teachers have four individual prep times ~d two team preps. 

, I 
. i 

Studt:flts' daily schedule consists of a lO-minute homeroom r..lecting,i five periods of core insll-uction (reading. 
'language arts, social studies. math. and science). one or t~o exploratory classes (music. art. gym, library, 
computers). a Drop Everything And Read time, and a 25-minute advisory period that many teachers use to get to 
know their students better through discussions of personal an9 social issues. 

i 
'From 1995 to 1999. the percentage of Marshall eighth-grade~s scoring above the national norm on the Iowa Test 
of Basic Skills (ITBS) increased from 26 percent to 48 percerlt in. reading and from 18 percent to,54 percent in 
mathematics. I . 

I 
I 
I 
I, 
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Checklist for Building Sturdy Foundation~ for Postsecondary Options ., 
Does our counseling for students and their families: I 

i 

./ Begin in middle school? ! 
. i . 

./ Encourage them to choose an academic pathway that prepa~es them for postsecondary 
.. education and good careers? I . 

./ Teach them how to prepare for college through: 

• Accumulating the right course credits? . 

• Maintaining high grades? 

• Engaging in cocurricular activities?: . 

• Mapping a plan to select a college, gain ~dmission, and finance a coliege education 
III Prc?'.ding f1h:r'la'ion ?Dc,at. otber potenf:ially important cOll)1r.eling services, r.nch as 

academic, career, personal, family, supstance abuse, or mental health? . 

Have we provided students with the challenging courses ~hey need to succeed, including: 

./ Courses needed to prepare for required grad~ation tests 


./ Algebra by the eighth grade 


./ Other rigorous mathematics classes . 

. . I 

./. Standards that match the higher education admissions requirements 
. . I 

.. ... I . 
Have we integrated academic and career preparation to flelp students see the connections between 
school and work by: .' 

./ Clarifying the advantages of completing thei~ education and pursuing a challenging and 
satisfying career that is also economically re~arding? . 

./ .Helping students cope with economic and sotial pressure to drop out of school?
I· . 
1 

Have we implemented programs to make sure Hispanic s,tudents stay in school by: 

./ Involving parents and the community ! 
1 

./ Providing support to transitioning and failing students 

./ Encouraging mentoring ., I . 

./ Creating smaller learning communities to en~ure that students fonn closer relationships with 
each other, faculty, and staff . 
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i 
LESSONS FROM EXPERIENCE 

, I 

I 
Helping Hispanic Students to Reach High Standards 

, 	 , I 
I 

Schools that help Hispanic 'students achieve high :standards invest energy in solving problems. 

They view students' success as a shared responsibility, a~d everyone-teachers, administrators, support 

staff, parents, community leaders, and students-plays a fOle in s~dents' learning. , They use Title I 

and Title VII funds strategically to implement programs that are most appropriate for their students. 
I 
I 

, 	 ,I . 
Successful approaches to promoting high r.du('~ii0n~1 Rchievement among Hispanic r-:tllrleni~ 

vary according to local interests. needs, resources, and hpw long the group has lived in the district, yet 

experience in schools and districtS points to some commdn characteristics for effectively engaging
, I 

Hispanic students:' 	 ! 
I 

, I 

• 	 Successful programs for Hispanic stud~nts implement curriculum based on high 
standards and aligned with assessmentS. Literacy-focused curriculum is essential 

I 

because literacy forms the basis for all other instruction. Paying careful attention to 
students' cultural and language resources and to the challenges to continuity in their 
opportunities to learn ensures that teachers provide appropriate instruction and 
enrichment. I 

• 	 Successful programs build teachers' arid organizations' capacity to serve Hispanic 
students. High-quaJity . in-depth profes~ional development is a key component in 
supporting Hispanic students' academic growth. Preservice education, with a focus on 
attracting qualified candidates from the I;Iispanic community, is the first step in 
producing well-prepared teachers. Inseryice education that is collaborative, continuous, 
and schoolwide and that enhances teachers' capacity to accommodate a diverse student ' 

, I , 

population sustains program effectiveness. Well-structured, organizational 
arrangements provide the time, materiaI~, and incentives for teachers to grow. , 

i 

• 	 Successful programs engage families abd the community in Hispanic students' 
education. Hispanic students achieve mbre when families and communities participate' 
in parmerships with the school to bridge :cultural and language differences. Training 
parents and staff on how to create such p'artnerships makes a powerful beginning. 

, . 	 , ' 

i 
• 	 Successful programs build strong foun:dations for Hispanic students' postsecondary 

options. Schools counsel students early ,and often to make sure that they take the 
courses and fulfill the requirements that ~ey need to achieve their postsecondary goals. 
Personalized education that integrates career and academic preparation can help 
students see the value of ongoing education. 
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i 

Although success in helping Hispanic students reach high standards calls for hard work and dedication, 


the payoffs for children are well worth it. I" . 

I

I, 

I 


. I 


, I 


. I 


! 
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APPENDIX A 
Overview of Profiled Program~ 

Program Name _Demographi~s 'F:~tfer~' Fuiu,ling 
. 	 ' . :, ";: .. ,' .. , -,.: : :"'. ~: ':-:.' :", " 

Advancement Via Individual In 1999-2000: Data collected in 1999 revealed that: • Many AVID schools • 	 A VID targets low-Income 
Determination (A VID) serve high-poverty students. most of ·;,Ihom 

populations. will be the first in '.heir • The average AVID student 

5353 Mission Center Rd. 


• 	 Number of students 
families to attend .. )llege.served: 45.000 graduated high.school with a 


Suite 222 
 worldwide 3.2 grade pointaverage (GPA). • 	 The program feat.;."es aSan Diego. CA 92108 
college-preparator:- elective • 	 More than 90 percent of AVIDP: (619) 682-5050 ext. 103 • 	 States served: 13 
course. a rigorous graduates enroll in college. with <"F: (619) 682-5060 
curriculum. and sLe teams 60 percent attending four-year Email:. avidin!o@avidcenter.org • 	 Racial/ethnic composed of an AVID institutions.Web: www.avidcenter.org breakdown nation­
coordinator. subje;;t-area 

wide: 43 percent 
teachers. parents, and Contact: Communications Manager Hispanic, 23 percent 
trained college tutors. 

white. 21 percent 

Grades served: 6-12 
 African American. • Participants are divided 

___8_percent.Asian._____,____ _ into classes ohbout 30 
5 percent other ---StUdents. typiCally [romall 

grade levels the school 
serves. 

• 	 AVID students taKe two 
hours of electives \aught by 
the AVID Coordir.ator, two 
hours of small-grC'c.lp 
tutoring led by coJege 
tUtors. and one hour of 
motivational activ1ties, in 
addition to college 
preparatory classes. 

• 	 A VID staff maintain close 
contact with parer..ts

" 
-through visits. telephone 
calls. and monthly 
workshops. 

A-I 


http:small-grC'c.lp
http:www.avidcenter.org
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Program Name 

Albuquerque Career Development 
Program, Albuquerque Public 
Schools (APS) 

University of New Mexico (UNM) 
Partnerships Program 
106 Hokona Hall 
Albuquerque, NM 87131 
P: (505) 277-6114 
F: (50S) 277-2269 

Email: solguill@unm.edu 

Web: 

Wl1-'W. teachered. unm. edulAffiliatedl 

,apSlllltn.irttn 

Contact: Sharon Olguin, Director 

. ···Evidenceof·Success.;: ." \ . 
" ; . ".' .. -:_(":"l~~::>.>---;_:~:-"· ......: ,<~; ,J:;.:~2 ,"\ "~·i;·.:·:. .f!;~·.. 

Since its inception in 1991, 61 
teacher aides have earned 
degrees in education along with 
their teaching licenses. . 

In. 1995, the Career 
Development Program won the 
Association of Teacher 
Educators' Distinguished 
Teacher Education Program 
Award. 

'. J.i'ederal FUnding·Demographl~ 
. . .~", 

In 1999-2000: 

• 	 APS employs 1.800 
educational assistants. 

• 	 Racial/ethnic 
breakdown: More 
than 50 percent of 
participants in the 
Career Development . 
Program are 
Hispanic. 

I • 	 Educational assistants 
in APS are funded by 
Title I. Title VII. 
Special Education, and 
Indian Education 
programs. 

• 	 The Career Deve~·)pment I. 

Program offers or ::- . 
semester UNM 
scholarships to 10 teacher 
aides who have wDrked in 
APS for at least tl ..ree years I • 

. and who aspire to become 
teachers. 

• 	 The program givb 
scholarship recipLnts leave 
time, financial assistance, 
and other support as they 
become full-time ,tudents. 

• 	 APS. UNM, and :i:te local 
paraprofessional 2.ffiliate of 
the American Federation of 
Teachers collaborate on 

__.thi~l.ro~.ra~. -=-~__ 

• 	 The Career Development 
Program also funcs a 
licensure program' for mid­
career adults with degrees 
in other fields who deci~.;: 

________________-J____________________-L__ to become teachers. ~~ 
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, Program Name F'eder", j!'uji.ding:
":i­ ';':::::'::" 

iE"i~~~~~;()fSu~C!~>',
"~." .:. '"~','"'::">:.;':.,,".~-.~:.~. ·.~·-::.:'J::;·:';-o· 

The AlIianceSchools Initiative In 1991-98, in l,'exas: • The Alliance Schools • The Alliance is a I • Between 1997 and 1998, 87 

1106 Clayton Lane 
#120 West 

• Number of students 
served: 80,301 

init.iative operates in 
'high-poverty schools, 
many of which receive 

partnership amont the 
Interfaith Educati0·n Fund 
(IEF), the Southwest 

percent of all Texas Alliance 
, , 

schools increased their 
percentage of students passing 

Austin, TX 78723 • ,Number of schools Title I funds. 'Industrial Areas Foundation all sections of TAAS. 
P: (512) 459-6551 served: 118 (SIAF) Network, state Economically disadvantaged 
F: (512) 459-6558 

Contact: Ernesto Cortes, Director 

Grades served: preK-12 

• Many students served 
are members of 
minority groups, 
including a large 
percentage of 
Hispanic students. 

• 

education agencies, and 
school districts. 

Schools focus on 
restructuring stakeholder 
relationships to increase 
student performa"ce. 

students showed more . 
improvement than their 
wealthier peers. 

• Free/Reduced-Price 
Lunch: 83 percent • State education ag;!ncies 

provide some flexibi1!ty, 
such as waivers from state 
guidelines, as we~' as 
supplemental fur..::',~ng to 

---, --­
schools willing te ::-edesign
and re-formlheiri:nlire­ -­

educational programs. ---.-l-_.. 
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Program Name . ,. Demogr~pl1i~'.-, "'r'~ :~; ..,' ",~",i. . 
.fe~~~~I~JJ~'ffl1*; 

'~. . .:-~"" ' ,.y.' 

17,e ASPIRA Associarion. Inc._ - Number of students 

served by ASPIRA: 


National Office 
 25.000 each year 

1444 I St. NW, 8'h A. 


At Luis Munoz Marin Washington. DC 20005 
Elementary School inP: (202) 835-3600 
1998-1999:F: (202) 835-3613 


Email: Aspiral@aol.com 
 - Number of students 

Web: www.aspira.org 
 served: 225 

-	 Racial/ethnicContact: Hilda Crespo, 
breakdown: 76 Vice President for Public Policy and 
percent Hispanic, 20 Federal Relations 
percent African 

-American, 2 percent Grades served: K-12 
Asian, 2 percent 
white 

- English Language 

Luis Munoz Marin Elementary 
 Learners: 26 percent 

. School 
-1-- __~ 

·--Fre-e/Reduced=Price'· 1-­479 Helen Street 

Lunch: 99 percent 
Bridgeport. CT 

P: (203) 576-8354 -	 Children of migrants: 
9 percent 


Contact: Lydia Villanueva, ASPIRA . 

Site Coordinator 


Grades served: preK-8 

• 	 Many ASPIRA 
programs are 
supported by Title I 
and/or Title VII funds. 

• 	 ASPIRA receives 
funding from the U.S. 
Department of 
Education's TRIO 
program (Title IV of 
the Higher Education 
Act of 1965) for Talent 
Search programs. 

ASPIRA also receives 
funding from the U.S. 
Department of Health 
and Human Services 
and the Centers for 
Disease Control. 

-Marin-is a Title-I­
schoolwide program. 

. 'KeFeatur~j

.' .'; ;~~~l~;'~ ~W~;~~!l:x?i: 


• 	 Nationally •. ASPIRA 
supports school-based 
clubs, summer activities, 
and after-school programs 
that emphasize academic 
achievement. promote 
cultural heritage, and foster 
leadership skills. 

-.: 	Nationally. ASPIRA is 
funding an initiative to 
build community centers 
that offer computers. 
Internet access, and 
educational software in 
Latino neighborhcods. 

- Marin's after-scho::J1 . 
program serves students 
five days a week. providing' 
.!lcadelJlic .l!I!ctel}ri-::hJIJeI1t 
activities with a fGUS on 
Latino culture. 

-. 	ASPIRA's community computer 
initiative has been henilded by 
Secretary of Education, Richard 
Riley. 

- The number of eighth-grade 
Marin students enrolled in a . 
high-school-Ievel mathematics 
course exceeds the state average. 
by 20 percent. 
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Bridging Cultures Project 

WestEd 
500 12th St., Suite 340 
Oakland,CA 94607 
P: (510) 302-4264 
F: (510) 302-4269 
Email: etrumhu@lt.·esled.()1~r;: 
Web: 
~vww.wesied.orgllcdlbridgillg .hIm 

Contact: Elise Trumbull, Senior 
Research Associate 

Grades served: K-5 

In 1999-2000: 

• Six southern 
California public 
schools with large 
Hispanic populations 
participate. 

• The U.S. Department 
of Education's Office 
for Educational 
Research and 
Improvement (OERI) 
funds the Bridging 
Cultures Project. 

• 

• 

The Bridging Cul'~ures 
Project helps elenentary 
teachers to becorr.e more 
culturally compet:!nt in 
serving Hispanic students 
and families. 

This professional 
development prO;,zam 
focuses on the di~erence 
between individl!"lism, 
often found in tht) 
American pu~lic ~ducation 
system, and the collectivist 
beliefs of many i::nmigrant 
cultures. 

• Teachers have passed on 
cultural lessons and insights to 
other teachers both inside and 
outside their schools through 
workshops. conference 
presentationS. and courses for 
intern teachers. 

• Professional development 
materials include success stories 
arid strategies from teachers 
who work with Hispanic 
students. 

• In Bridging Cultures 
classrooms. parent participation 
has increased, as has students' 
rate of homework 
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Program Name DemograJlhics Federl!l.~~Il~ll~'·i.",;~I::;)t::~" .';'!(:~Y .lEeat~.~7)~j~~Jci'>~-tr;_I· ./~~:" __.• '.~ridence4:)!;Suc~~:.-.,· , 
Calexico Unified School District In 1999-2000: • All schools in Calexico • The district requi,:s each • Between 1998 and 1999, the 

901 Andrade Ave. 
Calexico, CA 92231 

• Number of students 
served: 7,4000 

Unified School District 
receive Title I funding. 
The two junior high 

student to complete two 
years of Spanish a'1d hold a 
GPA of at least 2 Cl to 

number of students scoring 
above the 50th percentile on the 
SAT-9 increased or remained 

P: (760) 768-3888 ext. 3012 • Racial/ethnic schools receive Title graduate from high school. consistent for grades 2; 3, 6, 
F: (760) 357-0842 
Email: epalacio@calexico.k12.ca.us 
Web: www.calexico.k12.ca.us 

Contact: Emily Palacio, Deputy 
Superintendent of Instructional 
Services 

Grades served: K-12 

• 

. • 

• 

breakdown: 98 
. pet:cent Hispanic, 2 

percent other 

English Language 
Learners: 80 percent 

Free/Reduced-Price 
Lunch: 100 percent 

Children of migrants: 
30 percent 

• 

VII funding. 

Calexico uses Title I 
funding to coordinate 
staff development in 
mathematics and 
reading. Title I also 
helps purchase 
commercial software 
packages focusing on 
literacy and 
mathematics. 

• 

• 

• 

The district create:! a series 
of quarterly district-level 

. tests to use as benchmarks 
for student progress on the 
SAT-9. 

Calexico requires parents 
of children in kindergarten 
and grades 6 and 9 to 
attend parent training 
workshops. 

The district requi ~_s 

• 

and 9 in all subjects teste~. 
Score increases ranged from 1 
to 19 percentage points. 

In 1999, on the SAT-9, more 
Calexico Unified School 
District ELLs scored above the 

. 50th percentile than did students 
statewide in reading (grades 9, 
10, and II): language (grades 2 
and 9), mathematics (grade 9), 
science (grade 9), and spelling 
(grades 6 and 8). 

students most at r.sk of 
retention to atte.nd summer 
school. -

• In 1997, 69 perc,ent of Calexico 
.__ , ,students_wencon.to four:-yeac .._ 

schools and community· 
• Calexico uses a multimedia colleges. 

cOPlputer program to help 
parents and students work 
together to prepare for 
children's higher education 
and careers. 
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College Summit In 1999: Of the 1,000 students served since 
works with students 

• 	 College Summit • 	 Students develop the skills 
1993:they need to gain admission 

• 	 N umber of studentsP.O. Box 9966 to colleges. who attend .low-income 
• 	 Eigh!y percent gained served: 380 in six 

Washington, DC 20016 schools,. many of 
acceptance to a postsecondary states • 	 Students attend intensive P: (202) 265-7707 which receive federal 
school and 79 percent enrolled. workshops on college

F: (202) 265-7525 funds.• 	 Racial/ethnic campuses, leaving with 
• 	 Students' retention rate inEmail: breakdown: sample college ar.d

jl1schramm@college.mmmit.org college is 80 percent.Approximately 48 financial aid applications, 
Web: ·ww·w.collegesummit.org percent African personal statemects, lists of

America, 35 percent recommended coLleges, and 
Contact: Jacob Schramm, Executive Hispanic, 10 percent 

plans to follow through on
Director Native American, 5 applying to colle,;e. 

percent white, and 2 

percent Asian 
 • 	 Trained school, ;;gency. 

and corporate volunteers 
• 	 All participants are mentor partiCipar:::s weekly 

from low-income to help them complete the 
families. 

college application process. 

. Computerized Adaptive-Testing· (CAT) . -In-1999-2oo0:- ­ -. -- =fhe-project isa -.:.. ...--The-project-is --The InTIME-assessment-is 
, collaborative effort of theProject/Integrating Technology into supported by currently being field-tested. 


Migrant Education' (InT/ME) Project • Number of students 
 Oregon Department of$3 million in Title I 
served: 1,000 

. Part C funding from Education and IHEs. school 

15115 SW Sequoia Pkwy. • Racial/etlmic 
 districts, the media, and 

Suite 200 breakdown: The vast 


1997 to 2002. 
education research groups. 


Portland, OR 97224 majority are Hispanic. 

P: (503) 624-1951 • 	 The InTIME project 

• 	 English Language. F: (503) 639-7873 develops pre- and post­
Learners: A large Email: IwIlY@lIwea.org assessments to help place 
majority, all of whomWeb: WWw.illlime.k12.ol..IlS migrant students, The
speak Spanish as their CA T project ma~:::hes the
primary language. Contact: Holly Rasche, CAT Client student to the aSfessment 


Services 
 by calibrating the 
migrants 

• 	 Focus on children of 
assessments' difficulty level 


Grades served: 3-10 
 to the student's 
achievement 
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Program Name 

Coral Way Elementary School 

1950 Southwest 13lh Ave. 
Miami, FL 33145 
P: (305) 854-0515 
F: (305) 285-9632 
Email: IIIvega@cwes.dade.k12.jl.us 
Web: 
www.dcps;dade.kI2.jl.uslcoralway 

Contact: Migdania Vega, Principal 

Grades served: preK-5 

Demographics 
...,' . 

In 1998-1999: 

.. 	 Number of students 
served: 1,375 

• 	 Racial/ethnic 
,-	 breakdown: 89 

percent Hispanic, 8 . 
percent white, 3 
percent other 

• 	 English Language 
Learners: 25 percent, 
of whom 99 percent 
speak Spanish 

• 	 Free/Reduced-Price 
Lunch: 71 percent 

I - . Federal Funding· 

• Coral Way is a Title I 
schoolwide program. 

• Title I supports small-
group instruction and 
low student-teacher 
ratios as well as a 
parent coordinator. 

Evidence of SucceSs 
'..:'.<'~';;'~ -.~.::.:., .." , .' j 

I • This dual-irrunersion 
elementary school works 
"to help students l:ecome 
bilingual, biliter~.·.~, and 
bicultural. n All students 
receive 60 percent of 
instruction in Eng;ish and 
40 percent of ins'ruction in 
Spanish. ELLs rceive 
additional suppo£" for 
learning in Engli~'.. 

I • The school imple::::lents 
E.n. Hirsch's CORE 
knowledge curriculum in 
both English and 3panish. 

• Coral Way's curriculum 
aligns with district and state 
standards. 

In 1998-1999: 

• 	 At Coral Way. 95 percent of 
students read at grade level by 
second grade. 

In 1999: 

• 	 On the Florida Comprehensive 
Assessment Test. students 
scored six points above the state 
average in fifth-grade 
mathematics and four points 
above the state average on the 
fourth-grade reading. Students 
also score.d above the county 
average on the fourth-grade 
Florida Writes assessment. 
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Corpus Christi Independent 
School District (CCISD) 

P.O. Box no 
Corpus Christi. TX 78043 
P: (361) 886-9023 
F: (361) 886:"9013 
Email: ARGarza@corpus­
christi.k12.tx.us 

Contact: Rosaena Garza. Director for 
Academics 

Grades served: preK-12 

_______________ '__ - - ---1 ___'_' ___,_, 

IIn 1998-1999: 

• N umber of students 
served: 39,844 

• Racial/ethnic 
breakdown: 69 
percent Hispanic. 24 
percent white, 6 
percent African 
American, 1 percent 
other 

• English Language 
Learners: 10 percent 

• Free/Reduced-Price 
Lunch: 53 percent 

• 	 Title I- funding 
supports Corpus 
Quisti's standards-
based reforms. Title I 
funds extensive 
professional 
development on 
standards and 
accountability •. an . 
extended-day program, 
a Slimmer school 
program, and a 
Saturday language arts 
enrichment program. 

• 	 The district sponsors two 
intensive sunune:r 3chool 
programs for stu':'.'!nts who 
have failed to meet the 
staridards for promotion to 
the next grade. 

• 	 Students work on the 
specific objectives they 
have not achieved; upon 
achieving the standards, 
students earn promotion . 
and may stop attending the 
sununer sessions. 

• 	 Corpus Christi I;::J has 
developed the Ne':<,I World 
Standards. alignd with 
Texas state stand:.::rds and 
assessments. All 
curriculum and instruction 

-	 -are-based on-these­
standards. 

From 1994 to 1999: 

• 	 CCISD students' passing rates 
on T AAS increased by 25 
percent. 

• 	 Hispanic students' passing rates 
on T AAS increased by 2'8 . 
percent, while the passing rate 
for economically disadvantaged 
students increased by 30· 
percent. 

( 

---, - .------

Dyson Unified School District 
Migrant Preschool Program 

Dysart Unified School District 
Academic Support Services 
11405 N. Dysart Rd. 
EI Mirage. AZ 85335 
P: (623) 876-7012 
F: (623) 876-7019 

Contact: Yolanda Yolibarria, 
Coordinator. of the Migrant Program 

Grades served: preK and K 

In 1999-2000: 

Number of students.. 
served: 80 

• Title I Migrant. 
Education funds 
support the program. 

• Children of migrants: 
100 percent 

• 	 Through training yrograms 
and educational 
opportunities that focus on . 
child developmert and 
parenting skills o:ifered by 
the Dysart distric c, migrant· 
parents become Fer 
mentors! kinderg<':rten 
paraprofessionals, and 
parent trainers. 

I 

• 	 Anecdotal evidence indicates 
that students who participate in 
the preschool program enter 
first grade far better prepared 
than their peers who have not 
participated in the program. 

• 	 More tllan 60 parents have 
attended classes at a local 
community college. 

• 	 . Ten participants have obtained 
Child Development Associate 
certification. 
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The EI Paso Collaborative for 
Academic Excellence 

UTEP Education 8413 
500 West UniversIty 
EI Paso, TX 79968-0683 
P: (915) 747-5778 
F: (915) 747-5144 
Web: l\!Ww.epcae.org 

Contact: Joanne Bogart, 
Dissemination and Policy Director 

In 1997: 

• Number of students 
served: 134,000 

• Racial/ethnic 
breakdown: 82 
percent of students in 
the three largest 
districts were 
Hispanic. 

Other districts in EI 
Paso served 
populations that were 
more than 95 percent 
Hispanic. 

• AbOut 43 percent of 
.childrenin.EI Paso 
lived in poverty. 

• The Collaborative is 
funded in part by the 
U.S. Department of 
Education. . 

• The Collaborative 
administers the 
National Science 
Foundation's Urban 
Systemic Program 
grant to EI Paso. 

• .Other Collaborative 
funding comes from 
private foundations as 
well as local K-12 and 
higher education. 

• The Collaborativ:;:. based at 
the University of fexas at 
EI Paso (UTEP), works 
with civic, education (both 
K-12 and higher 
education), and h.rsiness 
leaders to improve: the 
city's educatioIl2J system .. 

• . The Collaborativ: . s three 
. major goals include: (1) 

promoting studerts' K-16 
academic succes[; (2) 
ensuring that all ~::-.Jdents 
who graduate fro::1 area 
high schools are T-:;:epared 
for college; and (3) 
narrowing the ac:hievement 

. gap. 

• All of the Collabcrative's 
efforts are based an a 
citywide set of aC2demic 
standards that encompass 
state and national 
standards. 

• The Collaborativ-:; helps 
schools and syste3S to 
improve student 
achievement, in part, by 
collecting and using data r 

In 1998-99: 

• 

• 

• 

• 
. 

• 

82 percent of EI Paso Hispanic 
students passed die T AAS 
mathematics test, and 84 
percent passed the readi~g test. 

The number of all students 
passing all portions of the 
TAAS mathematics test in 
grades 3 to 8 and 10 doubled 
since 1993. 

The percentage of ninth­
graders enrolled in Algebra I 
rose to 100 percent, compared 
with only 62 percent in 1993. 

The number of freshmen 
__	entering UTEP_whotesUnto._ 

remedial mathematics classes 
decreased by 25 percent since 
1993. 

The Collaborative has 
developed a CSRD-approved . 
reading and writing model, 
Literacy in Action .. 
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Program Name 
1-­

EI Puente Ans and Cultural Center 

•
EI Puente Academy for Peace and 

Justice 

211 S. 4'h Street 
 • 
Brooklyn, NY 11211 
P: (718) 387-0404 
F: (718) 387-6816 

Contact: Sonia Bu, Deputy Director 

for EI Puente Programs 


Ages served: 12 -21 

L-____~__________~------------------~-------------------------JI--. 

". 

.-,::" 

Demographics ' 
I ..---'------'------'-~ 

'~~~leraIFUlldi~g " "'r~I·.' '---'--'--'--"---'---'----'-----'---'--'---'-' ­ r. 

In 1999-2000: • The program operates • Through the afterschool In 1998-99: 

Number of students 
served: 230 

The program largely 

at a Title I-funded 
high school. 

program, student$ receive 
academic tutorin!, :nd 
participate ina w.'.e range 
of Latino-oriented art and 

• 100 percent of EI Puente 
Academy graduates were 
accepted into colleges. 

serves high-poverty literature courses. • All Academy students wh.o .took 
youth. 

• Regular-school-d2), 
teachers and afterGchool 
staff collaborate t:; ensure 

the New York Regents 
examinations in English and 
mathematics passed the exams. 

student success. 
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. Demo ra 'lUes .. , Fet:I~rlll,fu~ding' .Program Nllm~ . '. ,.g.. p.. ,., ,~,;i~.:!~~Jt~¥~~~~~i~~~~'~~~f;~~·.; ~~ , ." ~~·'·"·:3; . ' 

ESTRELLA (Encouraging Studimts In 1999-2000: In 1998: • The Migrant Education I • ESTRELLA is a 
. Through Technology to Reach High Program (MEP) funds collaborative effo~: among

• 	 Number of students
Expectations in Learning. Lifeskills. I\Iinois. Montana, New ESTRELLA at • 	 ESTRELLA students completed 

served: about 50
and Achievement) York, and Texas f-1ucators.$400,000 per year 41 percent of their courses 

from 1997 to 2002. through the project. 
• 	 Racial/ethnic28 E. Jackson Blvd. • 	 Participants use k:iOp

breakdownSuite 1600 computers to c01r:lete I • One student passed T AAS tests 
nationwide: 100 Chicago, IL 60604 coursework towac1 in reading, writing, and 
percent Hispanic . P: (312) 663-1522 ext. 233 graduation requirements. mathematics. 

F: (312) 663-1994 Classes are provided 
• 	 Many students are Email: brendayessin@msn.com through NovaNET, an 

ELLs, but all have at Web: 'WWW.estrella.org online academic 11,;<work.
least a functional Students also' recf"~ve online 
understanding ofContact: Brenda Pessin, Project and face-to-face ,.~ademic
English.Director-fIIinois Migrant Council support. 

• 	 ESTRELLA uses New • 	 F ree/Reduced-Price Grades served: 8-12 

Lunch: 85 percent 
 Generation System 

technology to identify 
students who migrate 

. - -among-participating­ '--1- - -- ­

communities. 

• 	 The program develops a 
student profile of 
demographic and'.cademic 
information for ea::h 

. participant. 	 Guida:Jce 
counselors use the profile 
to recommend coursework 
supports for students. 
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Program Name . -Demographics ". Federal-Funding' 

Florida's Online Curriculum 
Planning Tool (CPT) 

444 FEC 
Department of Education 
Tallahassee, FL 32399 
P: (850) 488-170 I 
F: (850) 922-0028 
Email: currsvcs@mail.doe.slate.jl.us 
Web: 
www·fim.eduldoelcllrriclprekI2/ 
ecpl.htm 

Contact: Manha 'Green, Program 
Director of Curriculum and 
Development 

Grades served: K-12 

In 1999-2000: • 	 Goals 2000 funding 
supports the CPT. 

• 	 Number of students 
served: about 2.4 
million statewide 

• 	 Racial/ethnic 
breakdown statewide: 
53 percent white, 
25 percent African 
American, 
19 percent Hispanic, 
2 percent Asian! 
Pacific Islander. 
1 percent American 
Indian or multiethnic 

• 	 English Language _ 
Learners: 7 percent 

• 	 Free/Reduced -Price 
Lunch: 43 percent. --I. ________ __ . _, 

Via~'~0~;~r~~~~~~":}~-:{';~;t", 
• 	 The CPT enables .~achers I. Teacher development centers 


to access and sha: .' 
 report numerous requests for 
classroom activiti· :; that are inservice training on the 

aligned with the S ::nshine 
 curriculum planning tool. 
State Standards an :1 
Florida's Compre:~:ensive 
Achievem~nt Test (FCA T). 

• 	 Each activity in th~ CPT 
consists,of a lesson plan 
and classroom assessment 
that are identifierl hy 
benchmarks deriv.;:d 
directly from the ~tate 
standards. 

-. 
_ ____u _ _,_ ~_ 	 _ ____ d .. _ 
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PrograM Name Demogr,~phi~ , ' '" I.:, ;, ,", ",F~~~~l~,~?~, :':~:(I; ,:!\,';' ",' •• ' Key ~~1~~';1°Jf{L~'~7t~~? 1}~:;i,;;{"~~r'~si.~~~~~.~~~~11.~~~ ;~-.:>' 
II.D. Hilley Elementary School In 1999-2000: • Hilley is a Title I 

schoolwide program. 
• To keep standards high for 

all students. teachers at 
• 

693 North Rio Vista Rd. 
EI Paso. TX 79927 
P: (915) 860-3770 
F: (915) 860-3778 
Email: 
Magaguilar@socorro.kJ2.lx.us 
Web: wWw.sisd.nellschoo/sl 
hdhilleylilldex. hlml 

Contact: Magdalena Aguilar, 
Principal 

• Number of students 
served: 766 

• Racial/ethnic 
,breakdown: 99 
, percent Hispanic. I 
percent other 

• English Language 
Learners: 24 percent, 
of. whom 100 percent 
are Spanish-speakers 

• Title I funds support a 
literacy specialist, a 
literacy lab, a 
literature-based. 
reading-mentoring 
program. and a fine 
arts program. 

• 

H.D. Hilley Elementary 
School use the same 
curriculum for both ELLs 
and students who are fluent 
in English. 

Teachers meet by ~ubject 
area (vertical teaJ1l.)) and by 
grade level (horizo:1tal 
teams) to align cuniculum 
within the school and with 
state standards. 

• 

o 

.its attendance re

students' scores 

cord. 

on the 

Grades served: preK-5 (1997-1998) 

• Free/Reduced-Price 
Lunch: 90 percent 

-

• Results ,on statewide tests 
and practice tests [·.ide 
better instructiona' 
strategies. identify 'It-risk 
students. and set tt~ 
school's yearly standards­

. ---'baseifgoals. --' 

• Hilley encourages teachers 
whose students excel on 
T AAS to share their 
teaching strategies with 
teachers of lower­
Qt!!forming students. 

points. 

---~~"~ ­

For the consecutive school 
years 1995-1998. Hilley was 
awarded Recognized status by 
the Texas Education Agency 
based on its T AAS scores and 

Between 1995 and 1998, 
students' scores on the reading 
section of the T AAS increased 
by 30 percentage points. 

Between 1995 and 1997. 

mathematics section of T AAS 
increased by 18 percentage 
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Program Nanie ,Demographics' 
, ;' 

',t 'Fe~~ral~~":tli,ng:.~' 
" ,', ,,' ' 
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Hueco Elementary School 

300 Old Hueco Tanks Rd. 
EI Paso, TX 79927 
P: (91,5) 872-2850 
F: (915) 860-1125 
Web: www.socorro.kI2.tx.us 

Contact: Isela Espino, Volunteer 
Coordinator 

Grades served: preK-5 
-

In 1999-2000: 

Number of students• 
served: 620 

Racial/ethnic• 
breakdown: 99 
percent Hispanic. 1 
percent other 

• English Language 
Learners: 68 percent 

• Hueco Elementary 
receives both Title I 
and Title VII funding. 

• Title I and Title VII 
funds are used to 
support parent 
involvement. 

• Hueco implements Success 
For AI!. 

• Hueco teachers re:~eive 
release time to vi::::.~ their 

'students' families. 

• Hueco offers bilingual 
parent workshops, 
parenting classes, ESL 
classes, and a computer 
course. 

• 

• 

Between 1996 and 1999, the 
student-passing rate on TAAS 
increased from 60 percent to 81 
percent. 

In 1998-1999, the student 
attendance rate was 96 percent. 

• Free/Reduced-Price 
Lunch: 85 percent 

• Hueco families PfEticipate 
in the Super Reac'!rs 
program. which :;:-'::,ovides 
incentives- for par~::tts to 
read regularly to:neir 
children. 
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Francis Scott Key Elementary 
School 

2300 Key Blvd. 
Arlington, VA 22201 
P: (703) 22842 IO 
F: (703) 524-2236 
Email: 
mlmyers@Arlingtoll.k12:va.us 
Web: www.arlington.k12.va.us/ 
schools/key 

Contact: Marjorie Myers, Principal 

Grades served: K-5 

Demogrephlcs' • 

In 1998-1999: 

• Number of students 
served: 575 

• Racial/ethnic 
breakdown: 59 
percent Hispanic, 33 
percent white, 7 . 
percent African . 
American, less than I 
percent Asian 
American 

• English Language 
Learners: 46 percent, 
most of whom speak 
Spanish 

• Free/Reduced-Price 
Lunch: 50 percent 

• Title I supports the 
salaries of 1.5 Key 
School teachers. 

I • Through the school's 
Spanish partial imcersion 
program, English- and 
Spanish-speaking '::~1ildren 
learn a second language 
through content instruction 
and everyday 
communication. Students 
learn social studies and 
language arts in English, 

. and mathematics and 
science in·Spanist.. 
Students are also ~2lUght art, 
music, and physicd 
education in EngH::1. 

• 	 The school's curr1::ulum is 
aligned in both Sp~,nish and 
English with Virg~'ia's 
Standards of I;-earning 
(SOLs).­

In 1998-1999: 

• 	 The Key School met state 
expectations for student 
performance on Virginia's SOL 
test, a distinction earned by 
only 7 percent of schools· 
statewide. 

Among Key's Hispariic fifth­
graders: 

• 	 Ninety-five percent who had 
been in ESL classes passed the 
state's tests in writing and 
science. 

• 	 One hundred percent passed the 
state's test in technology. 

• 	 Seventy-seven percent passed 
--	 the-state tesHnmathematics;­


and 67 percent passed it in 

English and history. 


Among Key third-graders: 

• 	 Seventy-five percent passed all 
the state's tests in English, 
mathematics, and history. 
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Latino and Language Minority 
Teacher Project (lLMTP) 

University of Southern California 

Rossier School of Education 

WPH, Rm. 402 

Los Angeles, CA 90089-0031 


. P: (213) 740-2360­
F: (213) 740-3671 
Email: rbacll@rcj.usc.edu 
Web: 
\vlvw.rcj.usc.edul- CMMRiLTP.html 

Contacts: ReynaJdo R. Baca, 

Director 


Carolina Castillo, Administrative 

Coordinator 


• 	 Participants in the • The four universities 
LLMTP serve schools participating in the 

. in five districts with LLMTP-the 

high concentrations of 
 University of Southern 
Latino ELL students. California (Usq, 

California State 
University (CSU) at 
Dominguez Hills, 
CSU at Los Angeles, 
and Loyola 
Marymount 
University-use Title 
VII funds to support 
the LLMTP. In 
addition, LLMTP 
participants at the CSU 
campuses are 
encouraged to apply' 
for individual Title VII 

-- grants.--- - --' ---:-­

• The LLMTP reccits and 
trains paraeducators in 
increasing ELL student 
achievement. ' 

• The LLMTP offt.; ') a 
career ladder for :::JJingual 
Latino paiaeduc(':?rs 
currently in bilil1i:lal . 
teacher preparatio';J 
programs. 

• The LLMTP boa::-d 
includes represen~'!tives 
from the Los AnE~les 
County Office of 
Education, particjpating 
school districts, USC, the 
two CSU campuses, Loyola 
Marymount Unjversity, and 
the'local'teacher'aideS'" -.. ­
union (SEIU). 

• The program offc::-s a 
financial stipend, ::upports 
participant cohor-IS and 
social gatherings for 
families, leads test 
preparation workshops,and 
creates a network of 

From 1993-2000: 

• 	 More tlum 40 percent of 
participants have earned 
teaching certificates. 

• 	 Virtually all participants 
progressed as expected toward 
certificate goals. 

• 	 Nearly all participants enrolled 
in community college classes 
matriculated to four-year 
colleges or universities. 
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Lennox Middle School In 1999-2000: • ' Lennox is a Title I • Teams of three to five Between 1998 and 1999: 
schoolwideprogram. teachers work wilh groups 

11033 Buford Ave. 
Lemiox. CA 90304 
P: (310) 330-4910 
F: (310)677-4635 
Email: 

• 

• 

Number ofstudents 
served: 1,912 

Racial/ethnic 
breakdown: 94 

• Title I funding 
supports guidance 
counselors and 
resource teachers. 

of 90-130 students to 
integrate curriculum across 
subject areas. Curriculum 
emphas:zes reading. 
focusing on motivational 

• On average. all Lennox 
students' scores on the reading. 
language, mathematics, and 
spelling SA T-9 tests inc~eased 
or remained constant. 

darian _8oui@lennox.k12.ca.us percent Hispanic, 4 • Title I supports staff literature for Hispanic 
Web: www.lennox.k12.ca.us percent African development tied to students. • English-language learners in 

American. 2 percent district standards. grades 6, 7. and 8 increased or 
Contact: Darian Gotti. Assistant 
Principal 

other • Each learn consists of a 
math/science teacher. a 

maintained their SAT -9 reading 
scores. 

Grades served: 6-8 
• English Language 

. , Learners: 68 percent. 
language arts teacher. a 
physical educatior.. teacher, • The number of students scoring 

almost all of whom an exploratory teH2her. and at or above the 50·h percentile 
speak Spanish occasionally a sp~da~ on theSAT-9 reading. 

education teacher. Weekly mathematics, language. and 
• Free/Reduced-Price -department meetiT,gs. allow spelling tests either stayed the 

Lunch: 96 percent, teachers to plan curriculum same or increased for all 
.__-""":'::' !~ok .:)Ve!"=ll!!I_.!~~!l! __ gr~d~s ... " 

state or district as~essment . 
data. 

• Curriculum is aligned to 
, state standards. The 
district also create:; aligned 
language arts/wriLag and 
mathematics stand;;:rds and 
assessments. 

• El Espejo, an afterschool 
program, links college 
students with the most 
academically at-risk 
students. Participants have 
backgrounds simil21" to 
their college mentcrs. 
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Liberty High School In 1999-2000: • Liberty High School, a In 1998-1999: 

Title I school wide 
• 	 Liberty High Sch~ JI, a 

newcomer school. focuses 
.. 	 Students at aU levels showed • 	 Number of students250 W. 18,h St. program, received a on teaching new 

served: 525 significant and sizeable gains, New York,NY 10011 five-year Title VII immigrants English and 
as measured on pre- and post­P: (212) 691-0934 grant in 1995. other skills they need to • 	 Racial/ethnic 
tests in ESL and mathematics F: (212) 727-1369 breakdown: 41 succeed in American 
knowledge each semester. Email: bmrjJ23@ao/.com schools and society. 

Eastern, 31 percent 
percent Asian/Middle 

• 	 Ninety percent of the students • 	 Through the school'sComact: Bruce Schnur. Principal Hispanic, 14 percent , taking New York's Regents
transitional bilingual Polish, II percent examinations in mathematics 
education programs, Ages served: 15-20 African passed.
Hispanic ELL stuc::!ntsAmerican/French 
receive lessons in English 
and Spanish and/or through 

Learners: 100 
• 	 English Language 

sheltered instruction. 
percent, 33 percent of 

• 	 The school's EStwhom are Spanish­
curriculum is aligqed with 

speakers 
New York State's and New 
York City's content 

I:ifncli:' roo 'pe-rcent ~-, .. , -:::.-I ~'-standards.- -•. ­
• 	 Free/Reduced-Price 

• 	 Results from teac{:·er­
developed assessrr.ents, 
which are aligned with state 
and local standards, help 
place students and gauge 
their success. 

• 	 Liberty'S guidance 
counselors meet three times 
a semester with ec,::;h 
student. 

; .... ' 'M 
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Los Angeles Unified School District 
(LA USD)/Local 99 Paraprofessional 
Career Ladder 

SEIU Local 99 

2724 W. 8th St. 

Los Angeles, CA 90005 

P: (213) 387-8393 
F: (213) 388-4707 

Email: locaI99@slash.net 

Web: www.seiulocaI99.org 


Contacts: Tom Newberry. Chief of 
Local Operations. Local 99 

Steve Brandick 

Program Director, LAUSD 

(213) 625·4571 

- -~"---"- '. ------"~ 

Since the program's 
inception in 1994: 

• Number of 
paraeducators served: 
more than 5,000 
annually 

• Racial/ethnic 
breakdown: Almost 
85 percent of 
participants who 
completed the 
certification process 
are minorities. 

• Sixty-five percent of 
participants who -_ 
complete the 
certification process 

_ a.r~ I:!ml'!gu~I~__ 

• 	 Paraeducators who 
earn their certification 
continue on to teach in 
LAUSD schools, many 
of which are high-
poverty and receive 
Title I and/or Title VII 
funding. 

. 

- ----, -- - -_. -- ­

• 	 The LAUSD cc aiJorates I • 

with the local tl chers' 
union and local campuses 
of California SI te 
University. 

• 
• - Candidates corr lete a five­

stage certificatil n ~rocess. 
Each stage is al gr;~d with 
California stan( 1'·:;3 for the 
teaching profes 0:'1. 

• 	 Participants rna enroll in 

any accredited i orege or 

university in thl Le·s 

Angeles area ar d take 

classes that qua f" them to 
-
teach in elemcn ary or 

, 

secondary'scho Is. 

' ".--The program is available to- I -- ­

all Los Angele5 
paraeducators. 

• 	 Participants alsl receive 

educational cou seling and 

training in test- aking 

skills. and can I W',Hty for 

partial tuition, 

reimbursement through the 

Career Ladder ~ rogram. 


Evidence of Success -, 

In total, 1,400 paraeducators 
have completed this program to 
become LAUSD classroom 
teachers. 

Ninety~five p~rcent of Career 
Ladder participants hired as 
teachers are still teaching in the 
LAUSD. 

• - •••--, 
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Thurgood Marshall Middle School 

3900 North Lawndale Ave. 
Chicago, IL 60618 
P: (773) 534-5200 
F: (773) 534-5292 
Web: JiI,'lVW. webdata.cps.ld2.il.us 

Contact: Jose BariIlas, Principal 

Grades served: 7-8 

In 1997-1998: 

• 	 Number of students 
served: 680 

• 	 Racial/ethnic 
breakdown: 70 
percent Hispanic, 17 
percent white, 4 
percent African 
American, 7 percent 
Asian American, and 
2 percent Native 
American 

• 	 English Language 
Learners: 24 percent 

• 	 Free/Reduced-Price 
Lunch: 90 percent 

• Marshall is a Title I 
schoolwide program. 

0- --- --.- ­

• 	 An annual facult) survey 
helps detennine priorities 
for professional . 
development actl',ities . 
throughout the f~ool year. 

• 	 In 1998~1999, Marshall 
focused its profe2sional 
development efforts on 
incorporating an inclusion 
model, teaching stndents 
with diverse ability levels, 
and integrating 'technology 
into the curriculum. 

• 	 The principal requires 
every teacher to attend at 
least one middle-:£chool 
conference per y~u. 

• Marshall providE..' a half­
•• day" for picifeSsi~':::if 0 ­

development eac~} month . 
for planning, de?artment ' 
meetings, worki~.ilPS. and 
developing the sc·aool· 
improvement pk~. 

• 	 The school breaks grade 
levels into teams, and 
teachers follow students 
from grade to grade to 
create a more personalized 

From 1995 to 1999: 

• 	 The percentage of Marshall 
eighth-graders scoring above 
the national norm in reading on 
the Iowa Tests of Basic Skills 
increased from 26 percent to 48 
percent. 

• 	 The percentage of eighth­
graders scoring above the 
national norm in mathematics 
on the Iowa Test of Basic Skills 
increased from 18 percent to 54, 
percent. 
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Miami·Dade County Migrant In 1999-2000: • The Title I Migrant • Through MAR al 
Education Pro"gram (MEP) 

Miami·Dade County Public Schools' 
311 N"E" 8th St. 

Number of students• 
served: approximately 
3,500 

Education program 
supports lhe 
administration and 
implementation of lhe 

MEP staff tutor ( 
students on readi 
writing objective 
wilh district and 

Suite 106 • Raciallelhnic Migrant Achievement standards" 
Homestead, FL 33030 
P: (305) 248-1650 
F: (305) 248-7115 

Contact: Cipriano Garza, Director 

Grades served: preK-16 

breakdown: almost 
100 percent Hispanic 

Free/Reduced -Price • 
Lunch: 100 percent 

, 

Reso,urce program for 
. elementary school 
students (MAR), lhe 
Migrant Academic 
Planning and 
Awareness program 
for middle and high 
school students 
(MAPA). a mini-corps 
program for grades 6­

• Through the Mig 
Education Conso 
Higher Achieven 
(MECHA), migr 
students are pro" 
WebTV so lhey I 

continue lheir ed 
online under lhe 
of a teacher" 

12 and postsecondary 
students, parent 

• An extended-tim 
program.offers (J 

- meetings and students lhe opP( 

-- ­ - - · ., ­ - - _.. _. __ __ workshops,summer­ . -work on- reachinl 
~ 

programs, and. staff 
development 

in reading and m 
and to earn cour! 

--.. ­ ~-
0l?~t\lni!ies . 

~. 

~eYfeatu~~ '"":,'> .,': , 1';",'F;vide~~e ofSucc~ , " 

o Since lhe start of the Miami- ' 

;grant 

I MAPA • 

Dade County MEP in 1962. the 
g and dropout rate for migrant 

aligned 
 students in lhe district has 

tate 
 decreased from 90 percent to 

less lhan 5 percent in 199?, 

ant • Eighty-one percent of K-5 
rtium for students who received at least 
~nt 40 hours of supplemental 
,nt instruction in 1997-98 lhrough 

:1,ed wilh 
 M EP mastered 80 percent or 
n more of lhe language 

cation 
 arts/reading objectives assigned , 
uidance by their classroom teachers and 

90 percent mastered at least 80 
percent of lheir mathematics 

:;ununer 
objectives.

Jrant 

:unity to 

standards 1.-­

:::lematics 

credits. 
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Montview Elementary School • Montview Elementary In 1998-1999: • Between 1998 and 1999. the 

is a Title I school wide 
• Through the administration 

of state and district percent of Hispanic students 
• Number·of students· 2055 Moline St. program. standardized tests, school­ scoring "partially proficient" oil 

served: 730 Aurora, CO 80010 developed mathen,atics and the Colorado Student 
P: (303) 364-8549 writing assessmeI~ts. and Assessment Program (CSAP) • Racial/ethnic 
F: (303) 326-1232 teacher -designed f:>rmative breakdown: 60 rose 10 or more percenta&e 
Email: assessment, administrators , points.percent Hispanic, 22· 
Debbieb@Montview.aps.k12.co.us and teachers assess and 

American, 18 percent 
percent African 

In 1999: 
Contact: Debbie Backus, Principal 

plan for students' academic 
needs.white • Twenty-one percent of 

Montview students scored • Teachers discuss r:!sults • English Language Grades served: K-5 
"proficient" or above on the 

most of whom speak 
from ongoing assessments Learners: 50 percent. 

fourth-grade reading CSAP, 
Spanish 

and use the data to inform 
and 34 percent scored in this 
category on the third-grade 

instruction. 

• Master te.achers c:Jach all • Free/Reduced-Price reading CSAP. 
staff to increase their 
instructional expertise. I • Eighty percent of students 

advanced a year or more in 

Lunch: 87 percent 

", _ach.ie\'.em~!lt ill reading, 
writing, and mathematics, as 
measured by the district's 
Bodies of Evidence assessment. 

-' 
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Program Name'· 

Moreno Junior High School 

1202 Kloke Rd. 
Calexico, CA 92231 
P: (760) 768-3980 ext. 3012 
F: (760) 357-0842 
Email: epalacio@calexico.kI2.ca.us 
Web: www.calexico.kI2.ca.us 

Contacl: Emily Palacio, pellUty 
Superintendent of Instructional 
Services 

Grades served: 7-9 

Demographics . 

In 1999: 

• 	 Number of students 
served: 842 

• 	 Racial/ethnic 
breakdown: 98 
percent Hispanic 

• 	 English Language 
Learners: 72 percent. 
almost all of whom 

. speak Spanish 

o 	 Free/Reduced-Price 
Lunch: 60 percent 

Feder~I~?«!ing·'\: 

• 	 Moreno is a Title I 
schoolwide program. 

• 	 Title VII funding 
supports a variety of 
activities, including 
parent training, and 
professional 
development on two 
bilingual teaching 
models. Title VII 
supports Project 
WRITE, a commercial 
language acquisition 
program. Title VII 
also supports an 
outreach center for 
parents of middle­
school children. 

. :K~rr~~~ti~.:~;/}:ii;:FI 

• 	 Moreno created st,dent 
achievement team" 
consisting of abot,., 130 
children each, maihed 
with five to six tea-::hers 
and an administrat)f or 
counselor. These teams 
allow teachers to closely 
track students who need 
extra support. 

• 	 Moreno holds individual 
conferences with students 
who earn two or more Fs. 
The student is joi~::,d by a 
parent, all his/her:eachers, 
and an administrator. 

• 	 Moreno uses Acc';''!rated 
Reader. 

• 	 Moreno holds parent 
. training sessions, 

predominantly in Spanish, 
to improve collaboration 
between parents, teachers, 
and the school. 

.):>~~~~~!lce ~;~ ~ucc~ . 
In 1999: 

• 	 The number of ELLs in eighth 
grade who scored at or above 
the 50'h percentile on the 
spelling SAT-9 was three 
percentage points above the 
state average for ELLs. In 
ninth grade, the number of 
ELLs scoring above the som 
percentile on the SAT -9 was 
three percentage points above 
the state average in math, four 
percentage points above the 
state average in language and 
reading, and five percentage 
points above the state average 
in science. 

Between 1998 and 1999: 

o 	 Moreno students' reading 
scores on the SAT-9 increased 
by 8 percent. 

• 	 Office referrals for disciplinary 
problems decreased by 70 
percent. 
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Project IGNITE (Identifying In 1999-2000: • Project IGNITE • ' Project IGNITE offers I • In 1999-2000, the first year of 
Gifted LEP Students In and received a Title VII ELLs' a "pregifted Project IGNITE in Louisiana, 
Through ESOL) • Number of students grant of $279,000 for program" as a stepping of the 67 students served in 

served: 67 1999-2001. stone to the distric!'s gifted East Baton Rouge, five have so 
East Balon' Rouge Parish Schools 
6550 Seven, Oaks Dr. • Racial/ethnic 

and talented education. far entered the regular district 
gifted program, and many more 

Baton Rouge, LA 70806 breakdown: 55 • Students are identified are expected to follow next 
P: 1-88-TO-GiFfED ' percent Southeast through multiple neasures, year. 
F :(225) 201-1607 
Email: nilda@kreative-kids.com 

Contact: Nilda Aguirre, Director 

• 

Asian, 16 percent 
Asian, IS percent 
Hispanic, 8 percent 
Eastern European, 
and 2 percent African 

English Language 
Learners: 100 percent 

• 

including some t1l:1t are not 
language dependent. 

Identified students 
participate in three hours of 
Project Ignite each week " 
during the regular school 
day for up to two years. 

• 1997 -1999 data from Project 
GLITTER (a similar, longer­
running program) indicate that 
participating students increased 
theirscores on the SAT-9 by 
nearly 5 percent, while scores 
of nonparticipating students in a 
comparison group decreased by 

• Free/Reduced-Price 
Lunch: 100 percent 

• Curriculum, based on the 
successful Project 

__ ._ ,_ .GOTCHA,JsJdig!ledwith_ 
I • 

._ 

nearly 3 percent. 

Project IGNITE is modeled on 
.. the_formecProjecLGOTCHA; a, 

Louisiana standards and long-running Title VII program 
TESOL standards. It uses identified as an Academic 
a multicultural, thematic Excellence Program by the 
approach that meshes U.S. Department of Education's 
language objectives and Office of Bilingual Education 
ELL teaching strategies and Minority Language Affairs 
with authentic, content­ (OBEMLA). 
based critical thinking 
tasks. • Three districts in Florida have 

also received Title VII grants to 
• Project IGNITE leachers implement Project GOTCHA­

receive special tra:::ting, as ,based programs. 
do all teachers in tile 
school. 

L-' 

~-, 
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The Puente Project In 1999-2000: • 	 The Puente Project In 1998: 
increases the number of

. • Number of students • 	 Puente students attended four­University of California Hispanic students who 
served: 2,610 in 32 year colleges at almost twice 300 Lakeside Dr., 7th FI. attend four-year. colleges, 
high schools the rate of comparable non­Oakland, CA 94612 earn degrees, and return to 

Puente students: 43 percent vs. P: (510) 987-9548 the community as !.eaders. 
• 	 Racial/ethnic 24 percent. An additional 41 F: (510) 834-0737 

breakdown: • 	 The three major program percent of Puente students Email: patricia.mcgrath@ucop.edu 
approximately 95 -components are English, attend the California community OR !elix.galaviZ@llcop.edu 
percent Hispanic counseling, and mentoring. colleges.Web: www.puente.net 

• 	 Puente teachers are selected • 	 Free/Reduced-Price • 	 Puente students took the SAT at Contact: Patricia McGrath and Felix from a school's current 
Lunch: In 1997-1998, a higher rate'than non-Puente Galaviz, Co-Directors English teachers ~;..-:d teach
more than 50 percent­ students: 68 percent vs. 54 

a core class of Puente
of students in about percent.Grades served: 9-12 students in the ninili and 
one-third of Puente 

tenth grades. schools received free . • 	 Puente students took the ACT at 
or reduced-priced almost three times the rate of• 	 Puente selects guidance 
lunches. counselors at the- ::hool to non-Puente students: 32­

meet with Puepte students percent vs. 13 percent. 
'throughout high-schQol~ 

• 	 All students participate in 
Puente's statewide writing 
portfolio assessment. 

• 	 Students are paired with a 
mentor in ninth and tenth 
grade. 

• 	 _Community mentor 
liaisons, Puente teachers. 
and counselors undergo 
extensive training at the 
Puente Summer Institute 
and throughout the year. 
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Rio Grande High School 

2300 Arenal Rd. SW 
Albuquerque, NM 87105 
P: (505) 873-0220 ext. 223 
F: (505) 873-8523 
Email: rghsravens@yailoo.com 
Web: www.rghs.aps.edu 

Contac.t: Carlos Chavez, Bilingual 
Program. Director 

Grades served: 9-12 

I In 1998-1999: 	 Title VII funds support I • 
the salary of the 

• 	 Number of students Home-School Liaison 
served: 2,177 and the bilingual seal 

program. 

• 	 Racial/ethnic 

breakdown: 85 

percent Hispanic, 9 

percent white, 4 

percent American 

Indian, 2 percent 

other 


• 	 English Language 

Learners: 69 percent, 

almost all of whom 

speak Spanish 


• 	 Free/Reduced-Price I 

L!lnch: .54 ~_rcent __ 	 .-.1 

• 	 Rio Grande Hig~;chool 
offers four levels of 
content-based ESL classes. 

• 	 The school offer~ ;lasses to 
improve student~' Spanish 
literacy skills. 

• 	 Language Assessment 
Scales, a commer;;ial 
English-language test, 

. identifies when students are 
ready to advance to another 
level. 

• 	 The Home-School Liaison 
IIIDDlArn(W 
111111111111 Amm 
IIII1IlArmm([I]IJ 

--" -- -- ­
• 	 Rio Grande one of two 

high schools in the countrY 
that offers the bilingual 
seal. The seal 
demonstrates tfu:.: students 
have mastered ab·anced 
high school reqlo'rements in 
both English anc' Spanish. 

• 	 hi 1999. 40 students graduated 
from the bilingual program, 10 
more than the year before. 

In 1998;..1999,60 percent of Rio• 
Grande graduates enrolled in 
two- or four-year colleges 
immediately after graduation. 

• 	 Based on ELL's scores on the 
Gates-MacGintie Reading Test, 
between 1995 and 1998, 
students' reading skills 
improved as they moved 
through grades 9-12. 

• 	 An external evaluation found 
that Rio Grande'S Title VII 
program-contributes to systemic 
education improvement 
schoolwide. 

• 	 In 1999, 40 students received 
the bilingual seal on their' 
diplomas. ' . 

• 	 In 1997; 30 studentS received 
the seal; the same number 
received it in 1998. 
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• In May 2000, 87 percent of 
School is a Title I 

Roan Elementary School I In 1998-99: I • Roan Elementary • 	 Roan students receive at 
Roan first-graders read at or 

Dalton Public Schools 
least three hours per day of 

aboye grade level in English. schoolwide program. reading instruction; Number of students,.
P.O. Box 1408 served: 743 

• 	 Of the 61 kindergartners who I • Dalton Public Schools 
Dalton, GA 30722-1408 • 	 Roan uses Direct 

attend~d Roan's preK program received a systemwide 
P: 	 (706) 271-2621 Instruction, a highly • 	 Racial/ethnic and participated in Direct .Title VII grant. 
F: 	(706) 2264583 structured, phonics-based breakdown: 74 

Instruction, 85 percent are 
program that emphasizes Email: percent Hispanic. 10 reading at or above grade level. 
decoding skills and mastery 

Web: WI4'W.daltoll.k12.ga.us 
Sevans@wv.w.dalto1l.k12.ga.us percent white, 13 

of material, as well as 
American, and 3 
percent African 

language development and 
Contact: Sheila Evans, Assistant 

comprehension skills. percent multiracial 
Superintendent for Curriculum and 
Instruction 

• 	 English Language • Teachers assess s:udents 
Learners: 25 percent continuously and students 

proceed at their ('"Ill pace.Grades served: preK-2 . 
• 	 Free/Reduced-Price 


Lunch: 81 percent 
 • 	 ELLs participate in Roan's 
regular reading p::ogram 

.and, basedon-the'1-' ­
individual needs, also 
receive assistance from the 
school's ESL teachers. 

• 	 Dalton has imple:c:.ented a 
systemwide elementary 
Spanish foreign-language 
program for all st'Jdents. 

• 	 Roan has activel] recruited 
bilingual personnel who are 
certified teachers. 
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Prograht Name Demographits ',.1: .:':rpF.etierJI flund,ing ,:" '~f~ti 'lei;: '::?;.~·I::;': 

School District of Philadelphia • The district uses Title I In 1999-2000: • The School District of .. In 1999. testing 
and Title VII funds to Philadelphia has adopted a accommodations made it

• Number of studentsBoard of Education 
 new standards-ba:o ~d 
 possible for 82 percent of ELL
support professional 

served: 215,000 

21st Street S. and the Pkwy .. development activities, students to take the district's 
Philadelphia. PAI9103 

program that emr·~.asizes 
students' higher-c.: .ler assessment, compared with 56 'including bilingual • Racial/ethnic 

P: (215) 299-7791 thinking skills. percent in 1996. curriculum frameworks breakdown: 63 
F: (215) 299-7792 training, literacy percent African • The number of ELL students ELL students are provided •,workshops. an!!Email: mramirez@pllila.k12.pa.lIs American, 20 percent scoring at or above the basic with testing 
Web: www.phi/a.k12.pa.us assessment training. white, 12,percent 

accommodations to ensure proficiency level on the
Funds also support Hispanic, 5 percent Aprenda increased from 19that their perform?nce 
bilingual technical Contact: Mary Ramirez, Director of Asian reflects their knov,;!edge of percent in 1996 to 34 percent in 

the Office of Language Equity Issues assistance and central 
content areas ratt.~r than 1999.• English Language office staff. 
their knowledge of English.Learners: 10 percentGrades served: K-12 

• The district assess~s 
Lunch: 81 percent 

• Free/Reduced-Price 
Spanish-speakers -.ctith 
Aprenda. the Spanish­
language version of the 
SAT-9. 
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Program Name Demographics Federal Fuiulirig,KeY~e8tt~~~,~' :::T;,~·~/~I?f..,("Er!d,enfe ofSucc~ ",;:'e' 

Science. Technology, Engineering, In 1998-1999: • 	 STEM works to increase • Many STEM students • ,All eligible STEM participants 
and Mathematics Institute. (STEM) attend high-poverty the number ofHispanic have graduated from high 

• 	 Nuinber of students 
schools that receive high school studerlts school and have'-achieved, on 

served: 250 
federal program funds. pursuing engineering and average, a GPA of 3.4 on a 4.0George Washington University 

mathematics in co Hege and scale.• 	 Racial/ethnic707 22nd St. NW, Rm. 105 • 	 STEM receives for a career. .breakdown: 67 Washington, DC 20052 ' funding from NASA • 	 Forty-five percent of STEM
percent Hispanic, 26P: (202) 994-6529 • 	 Students attend an intensiveand various students score over 1200 on the
percent African F: (202) 994-2459 five-week sununer foundations. SATs.
American, 6 percentEmail: cal!see@seas.gwll.edu instructional program. 
Asian, 1 percent other • 	 Seventy percent of STEMWeb: www.cahsee.org 

• 	 Classes focus on students major in science or 
mathematics and science engineering in college-and' 70Contact: CharlesVela. Executive 
instruction, emphasizing percent of these students enroll Director 
leadership skills and civic in a graduate school program 
involvement. witl}in two years of finishingGrades served: 7-11 

college.• 	 Students receive 
individualized tutoring in 
addition to six hours of 
classroom instruction. 

t 
--.- - -- -- ­ -- .- ­

, • George Washington 
University donates office 
and classroom sp2ce to 

. STEM. 
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Federal FundingProgram Name , ' DemC)gtaphi~s 
::.~; .: .~:. '.";.:,:; I 

Success for All (SFA)ICIRCIBCIRC In the EPISD's four SFA • The five elementary In 1998. a study of SFA in the • 	 SFA improves stu'lents' 
El Paso Independent School District schools, in 1998-1999: schools that participate nearby Y selta School District reading and writing skills. 
(EPISD) in SFA are Title I concluded:

• 	 Racial/ethnic ' 
school wide programs • 	 BCIRC is a Spani~hbreakdown: 79 11437 Gene Sarazen (four of these are • 	 CIRC students scored bilingual adaptati~l1 of the

percent Hispanic EI Paso, TX 79936 EPISD; one is in the significantly higher on theprogram's Coopc".tive 
P: (915) 595-5971 neighboring Socorro Integrated.Reading and T AAS writing scale than 

• 	 Free/Reduced-PriceF: (915) 595-6747 Independent School nonparticipants.Composition (CIRe)
Lunch: 70 percent Email: mecalde@aol.com District). curriculum. BCIRC 


Web: www.successforall.net 
 focuses on Spanish-reading • Four times as many BCIRC 
skills in making the students met the district's third­

Contact: Margarita Calder6n, Project transition to reading in grade exit criterion in reading 
Director Englis~. in English as comparison 

students. Twice as many 
students met this criterion on 

include direct instruction in 
• 	 CIRC and BCIRC curricula 

the district's language exam. 
reading comprehe:::1sion 
questions and inte ~rated ' 
language arts and writing. 

• 	 In EI Paso, CIRCiRCIRC 
and SFA are aligned to the, 
Texas state standards. 

• 	 Schools assess stU'jents 
every eight weeks using 
tests linked to T AAS 

L.._ essential skills. 
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TRIO 

Higher Education Programs 
U.S. Department of Education 

, 1990 K St. NW, 7th Floor 
Washington, DC 20006-8510 
P: (202) 502-7600 
Email: OPE_TRIO@ed.gov 
Web: MVl'.'.ed.gov . 

• 

• 

• 

Two-thirds of the 
students served by 
TRIO programs must 
come from families 
with incomes under 
$26.000 (family of 
four), where neither 
parent has a 
bach~lor's degree. 

About 64 percent of 
TRIO students are 
members of minority 
ethnic groups; about 
19 percent of all 
TRIO students are 
Hispanic. 

About 2,300 TRIO 

• In FY 1999, TRIO 
received $600 million 
in federal funds under 
Title IV of the Higher 
Education Act of 1965. 

,- -programs-serve .. ­ --. -- ­
720,000 students 
between the ages of 

, 11 and 27. 

Findings from a recent national 
helped 10w-incoIT'e students 

• Since 1964, TRI') has 
evaluation of Upward Bound (the 

in middle school:':1rough longest running TRIO program), 
postbacalaureate -programs one of the TRIO programs, show 
enter and succee(, 1n that students participating in the 
college. program: 

.. TRIO includes eight federal 
• Expect to complete more programs, six of which schooling

provide competitive grant 
opportunities: StJdent • Take 17 percent more 

Support Services, Upward 
 academic coursework 

Bound, Upward Bound 

Math/Science, Talent 
 Compared with a control group, ­
Search,' Educational Hispanic :rRIO students: ' 

Opportunities Centers, and 

Ronald E. McNair 


• Earned more high schoolPostbaccalaureate credits . 
programs. 

• Were-less likely -todrop-out-of 
.' TRIO funds prof::3Sional high school . 

development thrC'lJgh a 
• Attended four-year colleges attraining program and 

higher rates dissemination partnership 
activities. 
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Append~ B 

Resources for Serving Hispanic ~tudents and Their Families 


Research Organizations· 

The following organizations have studied and reported on some of the best practices in Hispanic 
education. Please contact the organization for more infonnation. 

. I 

Center for Applied Linguistics (CAL) 
4646 40th Street, NW 

. Washington, DC 20016 
'~~~l'l-"ry~: (7.0?) 362-070(} I 

riu: (202) 362-3740 

'
. 
Internet: hrrp:llwww.cai.org ! . 

Center for Research on Education, Diversity, and Excellence (CREDl!) 

University of California, Santa Cruz. . 

1156 High Street 

Santa Cruz, CA 95064 


1 

telephone: (831) 459-3500 'I, 


fax: (831) 459-3502 

Internet: http://www. crede. ucsc. edul 


. . " I 

Center for Research on the Education of Students Place'd at Risk (CRESPAR) 

Center for Social Organization of Schools 1 


Johns Hopkins University 

3003 North Charles Street, Suite 200 

Baltimore MD 21218 


. telephone: (410) 516-8800 
fax: (410) 516-8890 
Internet: http://scov:csos.jhu.edulcrespar/CRESPAR.html .. 

Center for'the Study of Books in Spanish for Children ~nd' Adolescents 

California State University, San Marcos 

San Marcos, CA 92096-000 1 

telephone: (760) 750-4070 

fax: (760) 750-4073 

Internet: http://www.csusm.edulcampus_centers/csb/ 


Council of Chief State School Officers 

1 Massachusetts A venue NW, Suite 700 

Washington, DC 20001-1431 
 i , 
telephone: (202) 408-5505 

fax: (202) 408-8072 

Internet: http://www.ccsso.org 


", .. 
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The Education Trust 

1725 K Street NW, Suite 200 

Washington, DC 20006 

telephone: (202) 293-1217 

fax: (202) 293-2605 

Internet: http://www.edtrust.org· 


Inter-University Program for Latino Research 

University of Notre Dame 

230 McKenna Hall . 


. Notre Dame, IN 46556 

,telephone: (219) 631-9781 . , 


fax: (219) 631-3522 I 

~nternet: htfp:/'www.nd.eduri.!!p!rl 

'i
National Clearinghouse for Bilingual Education 

The George Washington University 

Center for the Study of Language & Education 

2011 Eye Street NW, Suite 200 


. Washington, DC 20006 

telephone: (202) 467-0867 


• i
fax: (800) 531-9347, (202) 467-4283 
 I
, 
E-mail: askncbe@ncbe.gwu.edu 

> Internet: http://www.ncbe.gwu.edu 

National Latino Research Center 

California State at San Marcos 

5500 Campanile Drive 

San Marcos, CA 92096-0001 

telephone: (760) 750-3500 

fax: (760) 750-3510 

Internet: http://www.csusm. edulnlrc 


I 

National Research Center on English Learning and Achievement 

39 University at Albany 

1400 Washington A venue 

Albany, NY 12222 

telephone: (518) 442-5026 . 

fax: (518) 442-5933 

E-mail: ceia@csc.aibany.edu 

Internet: http://ceia.albany.edu 


" 
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The Tomas Rivera Policy Center . 
J050 NonhMills . 
Scott Hall, Room 130 
Claremont, CA 91711 

. telephone: (909) 621-8897 
fax: (909) 621-8898 

1,',·1Internet: http://www.trpi.org 

USC Center for Multilingual, Multicultural Research 
University of Southern California 
Rossier School of Education 
Waite Phillips Hall, Suite 402 
Los Angeles, CA 90089-0031 
telephcr :;: (:?1.1) 710-2360 
fax: (213) 740-7101 
E-mail: cmmr@usc.edu . 
Internet: http://www.usc.eduldeptleducationlCMMRI ! 

Internet resource page: http://www.usc.edurcmmr/BE~esources.html 

Federal Government Resources 

The federal government offers an array of.information and technical assistance services for 
enhancing the education of Hispanic students.' ' 

'I 1 

Office of Bilingual Education and Minority Languages Affairs (OBEMLA) 
U.S. Department of Education' , 

600 Independence A venue, SW 

Washington, DC 20202-6510 

telephone: (202) 205-5463 

Internet: http://www.ed.gov/ojJices/OBEMLA 


Office of Migrant Education 
U.S. Department of Education 

400 Maryland Avenue, SW, Room 3E317 ·1 


Washington, DC 20202-6135 

telephone: (202) 260-1164 

Internet: http://www. ed.govlojJiceslOESEIMEP 


. White House Initiative on Educational Excellence for Hispanic Americans 
400 Maryland Avenue, SW, Room 5EllO I . . . 
Washington. DC 20202 
telephone: (202) 401-1411 
fax: (202) 401-8377 
Internet: http://www.ed.gov/ojJicesIOllA/Hispanic 
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i, 

Comprehensive Centers 	 I 
I 

I 
Funded under the Improving America's Schools Act (IASA) of 1994, ·15 Comprehensive, 


Centers help recipients of IASA funds improve teachmg andJeaming for all students by encouraging 

high standards, quality professional development, and \the use of effective practices based on the latest 

research~ Hispanic students benefit from the Centers' jwork with states, local education agencies, ' 


, tribes, schools, and other recipients of IASA funds~ Gomprehen'sive Centers give priority to high­
poverty schools and districts,audiA'SA schools impledtenting schoolwide improvement programs.

. . 	 I 
I 

(:omprehensive Regionai Assistance Centers 'ji 
U.S. Department of Education 

. Office of Elementary and Secondary Education I 
400 Maryland A venue, SW, Suite 3W242 I ' 

~H "h' DC 202"'" ,r. ",., .
;, 3.. lngton, v..:.' v : ..... 1.. I 


telephone: (202) 260-1816 . , ,.,' I . 

Internet: http://www.ed.gov/EdRes/EdFed/EdTechCtrs;.html 


, 	 I ' 
. I' 

Re~oQI I 

Connecticut, Maine, Massachusetts, Ne~ Hampshire, Rhode Island, Verinont
I . 	 . , 

I 	 , 

/ 	 , I 

New pngland Comprehensive Assistance Center (NEGAC)' ".,' 

Region I Comprehensive Center I . 

Education Development Center, Inc. 1 


55 Chapel Street , 

Newton, MA 02458 

telephone: (800) 332-0226 and (617) 618-2533 

fax: (617) 965-6325 .; 

Internet: http://www.edc~org/NECA.C/ I 
 ,', , 

I 
Re~o~ IT. 

New YorK State 

. New York Technical Assistance Center.(NYTAC) , 
Region n Comprehensive Center 
The Metropolitan Center for Urban Education 
New York UniversitY 
82 Washington Square East, Suite 72 

. New York, NY 10003 
telephone: (800) 469-8224 or (212) 998-5100. I 
fax: (212) 9954199 
Internet: http://www.nyu.edu/education/metrocenter/ I ;' 

, . 	 I 

I 

I 

I 

I 
I 

I 
,I 
I 
I 

....., . B4j',.. , , "; ~ 

! 

I 

I 
,I 
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Region In 
Delaware, District of Columbia, Marylarid, ,New Jersey, Ohio,' Pennsylvania 

Region III Comprehensive Center 
The George Washington University 
Center for Equity arid Excellence in Education 
1730 North Lynn Street, Suite 401 
Arlington, VA 22209 
telephone: (703) 528-3588 and (800) 925-3223 
.	fax: .(703) 528-5973 
Internet: http://eeee.gwu.edu/ 

I 
Region IV 

Kenil':k:', North Carolina, South Carolina,' Tennessee, Virginia, West Virginia .I 
; 

Region IV Comprehensive Center I 

Appalachia Educational Laboratory (AEL) - Arlington : 
1700 N. Moore Street, Suite 1275 ! .. 
Arlington, VA 22209 
telephone: (800) 624-9120 or (304) 347-0400 
fax: (304) 276-0266 
Internet: http://www.ael.org/ 

Region V 
Alabama, Arkansas, Georgia,j Louisiana, Mississippi 

Southeast Comprehensive Assistance Center (SECAC) : 
Southwest Educational Development Laboratory 
3330 N. Causeway Boulevard. Suite 430 :, 
Metairie, LA 70002-3573 
telephone: (504) 838-6861 or (800) 644-8671 
fax: (504) 831-5242 
Internet: hlTp:llwww.sedl.orglseeacl , I 

I 

Region VI. , 
Iowa, Michigan. Minnesota, North Dcilcota, South Dakota, Wisconsin 

Region VI Comprehensive Ceriter 
Wisconsin Center for Education Research 
University of Wisconsin-Madison 
1025 West Johnson Street 
Madison1 WI 53706 
telephone: (608) 2634220 or (888) 862-7763 
fax: (608) 263-3733 
Internet: http://www.weer.wise.edulcevil 
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! 
Region VII 

Illinois, Indiana, Kansas, Missouri, Nebraska, Oklahoma . 
I 

Region VII Comprehensive Center 
University of Oklahoma 
555 E. Constitution Street 
Norman, OK 73072-7820 
telephone:, (405) 325-1729 or (800) 228-1766 
fax: (405) 325-1824 
biternet: http://region7.ou.edu 

Region ym 
Texas 

I 
STAR Center (Support for Texas Academic Renewal): 
Intercultural Development Research Association (lORA) 
5835 Callaghan Road, Suite 350 
San Antonio, TX 78228-1190 
telephone: (210) 444-1710 or (888) 394-7827 
fax: (210) 444-1719 
Internet: http://www.starcenter.org/ 

1 

Region ,IX 
Arizona, Colorado, Nevada, New Mexico, Utah 

1 

Southwest Comprehensive Regional Assistance Center l 

New Mexico Highlands University 
1700 Grande Court, Suite 101 
Rio Rancho, NM 87i24 
telephone: (800) 247-4269 or (505) 891-6111 
fax: (505) 891-5744 
Internet: http://www.cesdp.nmhu. edul 

Region X 
Idaho. Montana. Oregon, Washington. Wyoming

I , 

I, 

Northwest Regional Education Laboratory I 

Comprehensive Center 
101 Southwest Main Street, Suite 500 
Portland, OR 97204 

,.. I, 

telephone: (503) 275-9587 or (800) 547-6339 ext. 653' 
fax: (503) 275-9625 
Internet: http://www.nwrac.orgl 

I 
i 
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Region XI 
. Northern California 

Comprehensive Assistance Center . I 

WestEd 
300 Lakeside Drive 
Oakland, CA 94612-3534 
telephone: (510) 302-4263 or (800) 645-3276 
fax: (510) 302-4242 
Internet: http://www.wested.org/cc/ 

Region ~I 
Southern California 

I 

'" 
Southern California Comprehensive Assistance Cente~ i 

Los Angeles County Office of Education ; " 
9300 Imperial Highway 
Downey, CA 90242-2890 
telephone: (562) 922-6343 
fax: (562) 940-1798 
Internet: http://SCCAC.iacoe.edu/ 

Region XIU 
Alaskal 

Alaska Comprehensive Regional Assistance Center (A~C) 
South East Regional Resource Center 
210 Ferry Way . 
Juneau, AK 99801 

. telephone: (907) 586~6806 
fax: (907) 463-3811 
Internet: http://akrac.k12.ak.us 

.. I 

I 

Region XIV 
" I 

Florida, Puerto Rico, and the Virgin Islands 
i 

Region XIV Comprehensive Assistance Center at Edu~tional Testing Service (ETS) 
1000 North Ashley Drive, Suite 312 
Tampa, FL 33602 
telephone: (800) 241-3865 
fax: (813) 228-0632 
Internet: http://www.ets,.org/ccxiv/ 
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Region :xv 
. I . 

Hawaii, American Samoa, Commonwealth of the Northern Mariana Islands, 
Federated States of Micronesia, Guam, Republic of the Marshall Islands, Republic of Palau 

Pacific Resources for Education and Learning (PREq 
Alii Place, 1099 Alakea Street, 25th Floor 
Honolulu, HI 96813 
telephone: (808) 441-1300 
fax: (808) 441 -1?85 
Internet: http://www.prel.org 

Parent Information and Resource Centers 

.; 

The Goals 2000: Educate America Act of 1994 authorized state-level parent information and 
resource centers to aid in strengthening partnerships between parents and professionals in meeting the 
educational needs of children. 

Special Education Action Committee, Inc. 
600 Bel Air Boulevard, Suite 210 
Mobile, AL 36606-3501 
telephone: (334) 478-1208 
fax: (334) 473-7877 
Internet: http://www.hsv.tis .netrseachsv 

http://home.hiway.netrseachsv 

Fairbanks Native Association 
Alaska Family Partnership 
201 First Avenue, Suite 200 
Fairbanks, AK 997014848 
telephone: (907) 4514323 
fax: (907) 4514331 
Internet: www.alaskafamily.org 

Chandler Education Foundation, Inc. 
1525 W. Frye Road 
Chandler, AZ 85224-2066 
telephone: (480) 812-7632 
fax: (480) 812-7015 

Center fQr Effective Parenting 
Deparnnent of Pediatrics . 
800 Marshall Street 

, Little Rock, AR 72').02 
" 

telephone: (501) 3204605 
fax: (501) 320-1588 
Internet: www.parenting-ed.org 

. , ' 

I 

I 
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San Diego State University Foundation in behalf of the I 
June Burnett Instinite . 
California Parent Center 
6310 Alvarado Court 
San Diego, CA 92120 
telephone: (877) 9PARENT (CA only) 

(619) 594-3333. 

fax: (619) 287-6756 


Native American Parental Assistance Program 

Project NAPAP 

,\llmium Education, Inc. 

P.O. Box 366 
'i~ ... 'acinto, CA. 92383 
.dcpHune: (909) 654-2781 , , ' 

fax: (909) 654-3089 
, 
i 

Internet: http:wwwlahmium.com 

Colorado Parent Information and Resource Center . 

Clayton Foundation 

1445 Market Street, #350 

Denver, CO 80202 

telephone: (303) 820-5634 

fax: (303) 820-5656 

Internet: hrrp:www.cpric.org 


CT Parents Plus 

United Way of Connecticut 

1344 Silas Deane Highway 

Rocky Hill. CT 06067 

telephone: (860) 571-7500 

fax: (860) 571-6530 
 I 

Internet: www.ctparentsplus.org 

Delaware Parent Education Resource Center 

Child. Inc. 

507 Philadelphia Pike 

Wilmington, DE 19809-2177 

telephone: (302) 762-8989 

fax: (302) 762-8983 


. I 

Greater Washington Urban League 
_	3501 14th Street. NW 

Washington, DC 20010 
telephone: (202) 291-1230 
fax: (202) 291-8200 
Internet: Ilttp:www.gwul.org 
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I' 

Family Network o8Disabilities of Florida, Inc. 

2735 Whitney· Road 

Clearwater, FL 33760-1610 

telephone: (727) 523-1130 

fax: (727) 523-8687 


Florida Center for Parent Involvement 
. Center of Excellence 

7406 Dixon Avenue . 
Tampa, FL 33604 
telephone: (813) 238-5873 
fax: (813) 237-3729 

C'"',.....".1m1.t.;.~!> i.n Schools of Georgia 

615 Peachtree Street,Suite 500 

Atlanta, GA 30308 

telephone: (404) 897-2396 


(404) 897-2392 ifax: (404) 888-5789 

Parental Training Resource Assistance Center ! . 
Albany/Dougherty Community Partnership for Education 
P.O. Box 1726 . . 
Albany, GA 31702-1726 ,/ 
telephone: (912) 888-0999 
fax: (912) 888-2664 
Internet: hmp. www.adpannership.org 

Hawaii Parental Information and Resource Center Project 
Parents and Children Together j 
145 Linapuni Street . . 
Honolulu, HI 96819 .1 
telephone: (808) 841-6177 I 

fax: (808) 841-1485/1779 

Internet: hmp. www.pirc-hi.org 


, 
Pacific Resources for Education and Learning (PRELj 

1099 Alakea Street, 25mFloor 
 I 

Honolulu, HI 96813-4500' . 

telephone: (808) 441-1300 Main Line 

fax: (808) 441-1385 

Internet: www.prel.hawaii.edu 


Family Advocate Program 

3010 W. State Street 

P.O. Box 8808 

Boise, ID 83707-2808 

telephone: (208) 345-3344 

fax: (208) 345-3700 . 


I 
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I 
I 

. ! 
Illinois Family Education Center ,! 


Academic Development Institute . 

121 North KickapooStreet . ! 


Lincoln, IL 62656 

Itelephone: (217) 732-6462 

fax: (217) 732-3696 
Internet: www.adi.org 

Indiana Center for Family, School & Community Partn~rships 
4755 Kingsway Drive, Suite 105 ' 
Indianapolis, IN 46205 
telephone: (317) 205-2595 
fax: (317) 251-7488 
Internet: wIAlw.panner.'"-ln-leaming. org 

Iowa Parent Resource Center 
The Higher Plain, Inc. 
1025 Penkridge Drive 
Iowa City, IA 52246 
telephone: (319) 354-5606 
fax: (319) 354-5345 

Keys for Networking, Inc. 
117 SW 6th Avenue 
Topeka, KS 66603 
telephone: (785) 233-8732 
fax: (785) 235-6659 
Internet: www.keys.org 

Parental Assistance Program 
Licking Valley Community Action Program 
203 High Street I 

!
Flemingsburg, KY 41041 !' 
telephone: (606) 845-0081 I 

fax: (606) 845-0418 
Internet: hmp. www.kyparentinfo.org 

I 

B-ll 
1 

http:www.kyparentinfo.org
http:www.keys.org
http:www.adi.org


. YWCA/Louisiana Family 
Assistance Network 
3180 Convention Street 
East Baton Rouge, LA 70806 
telephone: (225) 388-0026 
fax: (225) 336-0701 
Internet: www.la1an.org 

Family Resource Project 

Maine Parent Federation, Inc. 

P.O. Box 2067 
Augusta, ME 04338-2067 
telephone: (207) 582-3638 
fax: (207) 582-3638 

The Family Works 
Child Care Connection,. Inc. 
8300 Colesville Road' 
Silver Spring, MD 20910 
telephone: (301) 608-8173 
fax: (301) 608-8174 
Internet: wwwjamilvworks.org.. 

Parent's Place-Parents Learning About Children's Ed~cation 
1135 Tremont Street, Suite 420 
Boston, MA 02120 
telephone: (617) 236-7210 
fax: (617) 572·2094 

Families United for Success 
Life Services System ofOttawa County, Inc. 
160 South Waverly Road 
Holland, MI 49423 
telephone: (616) 396-7566 
fax: (616) 396-6893 
Internet: hmp. www.iserv.netrlsj-cis 

Minnesota Parents Center 
Connecting Families with Their Children's School 
4826 Chicago Avenuei 
Minneapolis, MN 55417-1098 
telephone: (612) 827-2966 
fax: (612) 827-3065 
Internet: hmp. www.pacer.org 
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Mississippi Forum on Children & Families 
737 North President Street ' 
Jackson, MS 39202 
telephone: (601) 355-4911 
fax: (601) 355-4813 

Literacy Investment for Tomorrow-Missouri (LIFT) 
500 Northwest Plaza, Suite 601 
St. Ann, MO 63074-2221 
telephone: (800) 729-4443 
fax: (314) 291-7385 . " : 
Internet: www.literacy.kent.edurmissouri 

Women's Op['Aftlmity and Resource Department (WORD) 
127 N. Higgins '.1 . 
Missoula, MT 59802 ' 
telephone: (406) 543-3550 
'fax: (406) 721-4584 

Nebraska SPRING N~tWork 
Family Resource Center Coalition of Nebraska, Inc. 
6949 S. 110 Street 
Omaha, NE 68128 
telephone: (402) 597-4839 
fax: (402) 597-4828 

Blue Valley Community Action, Inc. 
P.O. Box 273 
Fairbury, NE 68352 
telephone: (888) 550-3722 

Sunrise Children's Hospital Foundation 
3196 South Maryland Parkway, '3CJ7 
Las Vegas, NV 89109 
tele,hone: (702) 731-8373 
fax: (702) 731-8372 
Internet: hmp. www.sunrise.org 

Building Family Strengths 
Parent Information Center 
P.O. Box 2405 
Concord, NH 03.302-2405. 
telephone: (603) 224-7005 

(800) 947-7005 (NH only) 
,fax: (603) 224-4365 ' . I 

Internet: hIttp. www.taalliance.org/ptis/nhpic ! 

. , 
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Prevent Child Abuse 

New Jersey Chapter,Inc. 

35 Halsey Street, Suite 300 

Newark, NJ 07102-3031 

telephone: (973) 643-3710 

fax: (973) 643-9222 

Internet: htttp. www.preventchildabuse.org 


Parents Reaching Out to Help (PRO) 

lO00-A Main Street 

Los Lunas, NM 87031 

telephone: (505) 865-3700 


. fax: (505) 865-3737 


State University of New York at Geneseo 

One College Circle . 

Geneseo, NY 14454 

telephone: (716) 245-568115211 

fax: (716) 245-5680 

Internet: htttp.www.geneseo.edu. 


Parent Partners 

ExceptioOll1 Children's Assistance Center 

P.O. Box 16 

Davidson, NC 28036 

telephone: (704) 892-1321 

fax: (704) 892-5028 

Internet: http.www.ecac-parentcenter.org. 


Pathfinder Service ofNorth Dakota 

1600 Second Avenue, SW 

Minot, ND 58701 . 

telephone: (888) 7ND-PASS 

fax: (701) 837-7548 

Internet: www.pathfinder.minot.com 


Ohio Parent Information and Resource Center· 

Lighthouse Youth Services, Inc. 

5812 Madison Road, #3 

Cincinnati, OH 45227 

telephone: (513) 272-0273 


(800) 686-1738 

fax: (513) 272-0284 


(513) 272-2485 

Internet: http.www.lys.orglohiopirc 


Prevent Child Abuse Headquarters 

103 Church Street, Suite 210 

New Brunswick, NJ 08901 

telephone: (732) 246-8060 

fax: (V32) 246-1776 


., 

i 


r 

I 

f 

I 
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. I Parents as Partners in Education I 


Eagle Ridge Institute 
I 


601 N.E. 63rd Street 

Oklahoma City, OK 73105 

telephone: (405) 840-1359 

fax: (405) 840-5086 


Oregon Parent Information and Resource Center 

3417 NE 7111 Street 

Portland, OR 97212 

telephone: (503) 282-1975 

fax: (503) 282-1986 

Internet: www.nwrel.orglpirclindex.html 


Southwestern Pennsylvania Parental Assistance Center:Project 
Commu~ity Action Southwest I 

22 West High Street 
Waynesburg, PA 15370 

. telephone: (412) 852-2893 
fax: (412) 627~7713 . 

Rhode Island Parent Information Network, Inc. 

Parental Assistance Center 

175 Main Street 

Pawtucket, RI 02860 

telephone: (401) 727-4144 


(800) 464-3399 (RI only) 

fax: (401) 727-4040 

Internet: www.ripin.org 

. , 


South Carolina Parent Assistance Project 

1338 Maine Street, Suite 602 


. IP.O. Box 11644 
i

Columbia, SC 29211 

telephone: (803) 256-4670 

fax: (803) 256-8093 


Black Hills Parent Resource Network I 

Black Hills Special Services Foundation I 


! 
P.O. Box 218 

Sturgis, SD 57785 

telephone: (605) 347-4467 


(800)219-6247 

fax: (605) 347-5223 

Internet: http.www;ty.netlpm 


, 
B-l$ , 

http:www.ripin.org
www.nwrel.orglpirclindex.html


Parents First 

NashviIleREAD, Inc. 

1701 Westend Avenue, Suite 100 

Nashville, TN 37203 

telephone: (615) 255-4982 

fax: (615) 255-4783 

Internet: http. www.nashvilleread@aol.com 


Mental Health Association in Texas 

841Y Shoal Creek Boulevard· 

Austin, TX 78757 

telephone: (512) 454-3706 

fax: (512) 454-3725 

~T"It~"I"'1"1~~." h.f1p,·· ·~;r}'.r.!hr.t::~~;:..~. org 

PTA 

Utah Center for Families in Education 

1037 East South Temple 

Salt Lake City, UT 84102 

. telephone: (801) 359-3875 

fax: (801) 537-7827 

Internet: www.utahfamilycenter.org 


. Vermont Family Resource Partnership 
Addison County Parent Child Center 
P.O. Box 646 

Middlebury, VT 05753 

telephone: (802) 388-3171 

fax: (802) 388-1590 

Internet: http. www.sover.nerlacpcc 


Monroe Elementary School 

520 W. 29111 Street 

Norfolk, V A 23508 

telephone: (757) 441-2045 

fax: (757) 441-2031 


. Children's Home Society of Washington 

201 South 34th Street 

Tacoma, W A 98408 

telephone: (253) 472-3355 

fax: (253) 475-8377 


t 

i 

I 


.' 
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Family Connection .. 
1837 Listraria Avenue or 
P.O. Box 3248 
Morgantown, WV 26503-3248 . 
or: 
1000 Elmer Prince Drive 
Morgantown, WV 26505 
telephone: (800) 814-5534 . 
fax: (304) 296-2291 

Parents Plus 

United Health Group of Wisconsin . 

P.O. Box 452 
Mt'Tl~1h:;;, WI 54952-0452 
telephone: (414) 729-1787 , I 

fax: (414) 751-5038 i . 
I 

. , 

Parent Education Network (PEN) 
5 N. Lobban Street 
Buffalo, WY 82834. 
telephone: (877) 900-9736 
fax: (307) 684-5314 

Regional Educational Laboratories 

These laboratories, administered by the U.S. Department of Education's Office of Educational 
Research and Improvement, work with state and local eQ.ucators to design research and development­
based training programs, processes, and products for educators andpolicymakers. 

I 

, 
Northeast and Islands Region 


Connecticut, Maine, Massachusetts, New Hampshire, New York, Rhode Island, Vermont, Puerto Rico" 

Virgin Isla~ds 


Northeast and Islands Regional Educational Laboratory ~t Brown University 
222 Richmond Street, Suite 300 . : 
Providence, RI 029034226 . 
telephone: (401) 274-9548 or 

(800) 521-9550 
fax: (401) 421-7650 . I 

Internet: http://www.lab.browfi.edu I 
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. Southeastern I Region 
Alabama, Florida, Georgia, Mississipp~. North Carolina, South Carolina 

I 

The Regional Educational Laboratory at SERVE 

1100 W. Market Street, Suite 300 

Greensboro, NC 27403 

telephone: (336) 334-3211 


(800) 755-3277 

fax: (336) 334-3268 .i 

E-mail: injo@serve.org 

Internet: hnp:llwww.serve.org 


I 

Midwestern Region 
HF;';i.; ,rn:fi~r.il., fowE., Michigan, Minnesota, Ohio, Wi::consin 

, 
North Central Regional Educational Laboratory . I 


1900 Spring Road, Suite 300 

Oak Brook, IL 60523-1480 

telephone: (630) 571-4700 


. fax: (630) 571-4716 
E-mail: injo@ncrel.org 
Internet: hnp:llwww.ncrel.org 

Pacific Re~o.n 

Hawaii, American Samoa, Commonwealth of the Northern Mariana Islands, 


Federated States of Micronesia, Guam, Republic:of the Marshall Islands, Republic of Palau 

, 
I· 

Pacific Resources for Education and Learning (PREL) ; 

1099 Alakea Street, 25th Floor . 

Honolulu, HI 96813-4500 

telephone: (808) 441-1300 

fax: (808) 441-1441 

Internet: http://www.prel.hawaii.edu 


I 

Southwestern: Region 

Arkansas, Louisiana, New Mexico, Oklahoma, Texas 


Southwest Edu~ational Development Laboratory I . 


211 East 7UJ Street 

Austin, TX 78701-3281 

telephone: (512) 476-6861 


.. (800) 476-6861 

fax: (512) 476-2286 

E-mail: injo@sedl.org 

Intern~t: http://www.sedl.org 
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I . 
. Central RegIOn . 

Colorado, Kansas, Missouri, Nebraska, N{mh Dakota, South Dakota, Wyoming 

. Mid-Continent Research for Education and Learning 
2550 Smith Parker Road, Suite 500 
Aurora, CO 80014-1678 
telephone: (303) 337-0990 
fax: (303) 337-3005 
E-mail: injo@mcrel.org . 
Internet: http://www.mcrel.org 

A ppalachia Region 
Ktmtucky, Tennessee, ViFgiilia, West Virginia 

. I 
i , 

fAppalachia Educational Laboratory, Inc. (AEL) 
1031 Quarrier Street 
Charleston, WV 25301 
telephone: (304) 347..Q400 

(800) 624-9120 
fax: (304) 347-0487 
E-mail: eidellt@ael.org . 
Internet: http://www.ael.org , " 

Western Region
I 

Arizona, California: Nevada, Utah 
. I 

I 
WestEd I· 

730 Harrison Street 
San Francisco, CA 94107 
telephone: (415) 565-3000 
fax: (415) 512-2024 
Internet: http://www. wested.org 

, 
i 
! 

Northwesterrl Region 
Alaska, Idaho, Montana, Oregon, Washington' 

Northwest Regional Educational Laboratory (NWREL) 

101 SW Main Street, Suite 500 ' 

Portland, OR 97204 

telephone: (503) 275-9500 


(800) 547-6339 
fax: (503) 275-0452 
E-mail: bifo@nwrel.org 
Internet: http://www.nwrel.org 

I 
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! , 
Mid-Atlantic Region 

Delaware, District of Columbia, Maryland, New Jersey, Pennsylvania 

Mid-Atlantic Laboratory for Student Success (LSS) 

933 Ritter Annex 

1301 CeciIB. Moore Avenue 

Philadelphia, PA 19122 

telephone: (215) 204-3000 

fax: (215) 204-5130 


. E-mail: lss@vm.temple.edu 
Internet: http://www~temple.eduldepanmentsllss 

. :Other Org:miy,~.tiqns 
,. 

The following lists subject-specific organizations that are open to teachers and other educators: 
All have developed and disseminated standards for their academic fields as they relate to Hispanic 
education. Some have state affiliates or chapters. Please contact them directly for further infonnation. 

The Association for Supervision and Curriculum Development 

1703 North Beauregard Street . 

Alexandria, VA 22311-1714 

telephone: (703) 578-9600 


(800) 933-ASCD 

fax: (703) 575-5400 

Internet: http://www.ascd.org 


Hispanic Association of Colleges and Universities 

8415 Datapoint Drive, Suite 400 

San Antonio, TX 78229 

telephone: (210) 692-3805 

fax: (210) 692-0823 

E-mail: HACU@HACU.net 

Internet: http~·IIwww.hacu:net 


Hispanic Scholarship Fund 

1 Samsome Street, Suite 1000 

San Francisco, CA 94104 

telephone: (877) HSF-INFO 

E-mail: info@hsf.net 

Internet: http://www.hsj.net 


!
League of United Latin American Citizens (LULAC) , 

2000 L Street. NW. Suite 610 

Washington, DC 20036 

telephone: (202) 833-6130 

Internet: Izttp:llwww.luiac.org 


,
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Mexican American .Legal Defense and Education Fund (MALDEF) 
Parent Leadership Program ' 
National Headquarters 
Los Angeles Regional Office 
634 South Spring Street, 11 th Floor 
Los Angeles, CA 90014 
telephone: (213) 629-2512 
fax: (213) 629-0266 
Internet: http://www.nwlde!org 

National Association for Bilingual Education· 
1220 L Street, NW, Suite 605 

.Washington. DC 20005-4018 
,telephone: (202) ~nq.IR29 

. 
, 
, 

,
fax: (202) 789-2866 . 

E-mail: NABE@nabe.org 

Internet: http://www.nabe.org 


. 
National Council of La Raza 
1111 19th Street NW. Suite 1000 
Washington. DC 20036 
telephone: (202) 785-1670 
fax: (202) 776-1792 
Internet: http://www.nclr.org 

Teachers of English to Speakers of Other Languages. mc. 
700 S. Washington Street, Suite 200 ' ! 
Alexandria. VA 22314 
telephone: (703) 836-0774 
fax: (703) 836-7864 
lnternet: http://www.tesol.edu 

I
j. 

I 
! 
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The following publications contain information to help educators create quality educational 

programs that help Hispanic students to reach high standards. 

August, D., Hakuta, K., Olguin, F., & Pompa, D. (1995). LEP students and Title I: A guidebookfor 
educators. Washington, DC: National Clearinghouse for Bilingual Education. 

Crawford, J. (1997). Best evidence: Research foundations of the Bilingual Education Act. 
Washington, DC: National Clearinghouse for Bilingual Education. 

~.	M., Perez, S.M., Gonzalez, B., Njus, J., & Kamasaki, C. (1998). Latino education status 
and prospects: State ofHispanic America 1998. Washington, DC: National Council of La 
R~. . 

I 

Funkhouser, J., Stief, E., & Allen, S. (1998). Title I school-parent compacts.; Supponing 
pannerships to improve learning, finalrepon.i Washington, DC: U.S. Department of 
Ed~~. . . 

Garcia, E. (no date). Education of linguistically and culturally diverse students: Effective instructional 
practices (Educational practice report 1). 'Santa Cruz, CA: The ~ational.Center for Research 
in Cultural DiverSity and Second Language Learning. 

I 
I 

McCollum,H., & Russo A.W.W. (1993). Mode/strategies in bilingual education: Family literacy 
. 	 I· 

and parent involvement. Washington, DC: U:.S. Department of Education. 
I 

McLeod, B. (1996). School reform and student divetsity: Exemplary schooling for language minority 
students. Washington, DC: National Clearinghouse for Bilingual·Education. 

Office of Bilingual Education and Minority Language :Affairs. (1995). How Title I and Title VII can 
work together to improve the performance of limited English proficient students. Washington, 
DC: U.S. Department of Education. ! . 

Office for Civil Rights. (1999). Programs/or English language learners. Washington, DC: U.S . 
. Department of Education. 

President's Advisory Council Commission on Educational Excellence for Hispanic Americans. (1996). 
Our nation on the fault line: Hispanic American education. Washington, DC:. Author. 
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Publications 




, 

Rivera, R., & Nieto, S. (Eds.). (1993).· The education ofLatino students in Massachusetts.; Issues,
I 

. research, and policy implications. Boston: The University of Massachusetts Press. 
I 

Teachers of English to Speakers of Other Languages. (1996). Promising futures: ESL standards for 
pre-K-12 students. Alexandria, VA: Author. I 

. U.S. Department of Education Idea Boo~s 

These U.S. Department of Education Idea Boo~ provide information on improving important 

program components in schools and districts that serve :Hispanic students. Many of these publications 

are available on the Department's website, www.ed.gov. 

I 
U.S. Department of Education. (1995). Extending lea:ming time for disadVantaged students. 


Washington, DC: Author. 


U.S. Department of Education. 	 (1995). Raising the afhievement of secondary school students. 

Washington, DC: Author. 


U.S. Department of Education. (1997). Family invol~ement in children's education: Successful local 
approaches. Washington, DC: Author. i 

U.S. Department of Education. (1997). Rolesfor edueation paraprofessionals in effective schools. 

Washington, DC: Author. 


, 
u.s. Department of Education. (1998). Even Start p~ograms serving mobile and migrant populations. 

Washington, DC: Author. 
I 

U.S. Department of Education. (1998). An Idea Book 
I 

on planning, volumes I and 2. Washington,
I . 

DC: Author. I. 

I 
. 	 I . 
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