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Abstract
Despite concentrated efforts at improving inferior academic outcomes among disadvantaged
students, a substantial achievement gap between the test scores of these students and others
remains (Jencks & Phillips, 1998; National Center for Education Statistics, 2000a, 2000b;
Valencia & Suzuki, 2000). Existing research used ecological models to document social–
emotional factors at multiple levels of influence that undermine academic performance. This
article integrates ideas from various perspectives in a comprehensive and interdisciplinary model
that will inform policy makers, administrators, and schools about the social–emotional factors that
act as both risk and protective factors for disadvantaged students’ learning and opportunities for
academic success. Four critical social–emotional components that influence achievement
performance (academic and school attachment, teacher support, peer values, and mental health)
are reviewed.

Despite efforts to improve inferior academic levels among disadvantaged students, a
substantial achievement gap exists between the test scores of these students and others
(Jencks & Phillips, 1998; National Center for Education Statistics, 2000a, 2000b; Valencia
& Suzuki, 2000). This reality, coupled with a situation where a growing number of children
attend inadequate schools, has focused public attention on the need for school reform and
has created enormous pressure to develop programs that promote achievement success
among disadvantaged youth (Pianta & Walsh, 1998). This article designs a comprehensive
model that will inform policy makers, administrators, and schools about the social–
emotional factors that both hinder and promote disadvantaged students’ achievement
motivation and opportunities for academic success.

Clearly this topic is not new; however, the current approach differs from existing efforts in
five principle ways. First, unlike past and present models that tend to be somewhat biased in
suggesting reformation solutions, this article brings together views previously presented
separately. Second, this article highlights the potential for the conceptual framework of
resilience to uncover factors that modify the effects of high-risk conditions in inner-city
middle schools. Third, attention is focused specifically on middle school students,
emphasizing the particular developmental needs of adolescents during this period. Fourth,
this article concentrates less on commonly referred to reform factors (e.g., class size,
resources, materials), focusing instead on social–emotional issues (e.g., relationships, mental
health) less typically indicated. Finally, the benefits accrued by addressing both the social–
emotional and the academic needs of disadvantaged students within one comprehensive
reform effort (see Lee & Smith, 1999; Lee, Smith, Perry, & Smylie, 1999) are underscored.
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Of note, as a result of the disproportionate representation of minority individuals among the
lower socioeconomic strata of U.S. society, disadvantage frequently includes those
individuals who are non-White and economically deprived (McLoyd & Wilson, 1990; Ogbu,
1988). Although some have argued against considering poverty and ethnicity as
synonymous (Graham, Taylor, & Hudley, 1998; MacPhee, Kreutzer, & Fritz, 1994), the
following model focuses on those social–emotional factors and developmental processes
that might generalize across ethnically diverse children living in poverty (Luthar, 1999).

Two significant factors underscore the value of concentrated school reform efforts at the
middle school level. First, the transitional period of early adolescence requires a
renegotiation of rules and roles for successful adaptation (Eccles & Harold, 1993; Paikoff &
Brooks-Gunn, 1991; Steinberg, 1990). During the middle school years, adolescents’ teacher,
classroom, and school experiences have critical effects on future educational and life
opportunities (Elmen, 1991; Kramer, 1991; Lipsitz, 1981). In fact, research has shown that
children who possess resources that they can rely on (e.g., social support, positive attitudes
about school) during the transition to middle school are better prepared for a successful
school transition than students lacking such resources. Therefore, because disadvantaged
children in particular show deteriorating interest in academics (Lepper, Sethi, Dialdin, &
Drake, 1997; Stipek, 1997) and escalating levels of emotional distress (McLoyd & Wilson,
1990; Ripple & Luthar, 2000) during the middle school years, the need to attend to the
academic and mental health needs of these students more vigilantly is warranted (Luthar,
1999).

Second, according to the person–environment fit model (Eccles, Lord, & Buchanan, 1996;
Eccles, Lord, & Roeser, 1996; Wigfield, Eccles, & Rodriguez, 1998), the lack of fit between
the middle school environment and early adolescent developmental needs is also responsible
for the shift toward more negative student self-evaluations and school achievement attitudes.
The model suggests that many of the changes associated with the transition to, and
experience of, the middle school environment conflict with the developmental needs of
adolescents. For example, at a time of heightened self-consciousness, goals for learning
emphasize competition; during a period in which adolescents’ need for adult mentors grows,
teacher–student relationships weaken; and in a stage of increased need for autonomy,
opportunities for student independence diminish (Eccles & Midgley, 1989; Midgley, 1993).
This may be especially true for disadvantaged adolescents whose need for a safe and
supportive school climate is even more profound, considering that many of these students
come from family backgrounds and environments where such support may be deficient
(Brookover et al., 1978; Edmonds, 1979; Walberg, 1985).

EVIDENCE FOR THE ACHIEVEMENT GAP
Evidence showing that relative to Caucasian students, minority youth receive lower grades
(Miller, 1996; National Center for Education Statistics, 2000b, 2001), score lower on
standardized tests of academic ability (Jencks & Phillips, 1998; Levine & Eubanks, 1990;
Miller, 1996; Steele, 1992; Witherspoon, Speight, & Thomas, 1997), have higher rates of
grade retention (Owings & Magliaro, 1998; Reynolds, 1992), and are disproportionately
assigned to low-ability groups in elementary and middle school and vocational tracks in high
school (Dauber, Alexander, & Entwisle, 1996; Oakes, 1995; White & Parham, 1990) reveals
the seriousness of the achievement gap between the test scores of both low-income and
minority students and others. Over the last 30 years, urban educational policy and research
has been driven by ongoing attempts to understand these trends and has produced reform
models such as the effective schools movement, school restructuring, and school choice and
privatization plans (Balfanz, 2000). However, although recent data from the 1999 National
Assessment of Educational Progress (NAEP) showed that during this 30-year period, both
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Black and Hispanic students have made significant achievement gains, the average scores
for these groups of students remain well below those of non-Hispanic, White students
(National Center for Education Statistics, 2000a, 2000b).

Thus, despite more than 3 decades of urban school research and reform aimed at improving
disadvantaged student achievement performance, current data on urban achievement reveal
that these programs have not met the task (Boyd & Shouse, 1997; Education Week/Pew
Charitable Trust, 1998; Valencia & Suzuki, 2000; Zernike, 2001). Explanations for the
failure of these efforts include a realization that the majority have relied on prevailing
remedies that are based on limited empirical evidence (Balfanz, 2000) and that many have
neglected to establish a reliable set of coherent procedures for transforming ineffective
middle schools into effective ones (Boyd & Shouse, 1997). Moreover, and all too often,
studies that examine disadvantaged youth achievement focus only on negative outcomes,
failing to uncover and inform interventions of modifiable factors that lead some students to
academic success (Meece & Kurtz-Costes, 2001; Spencer, Noll, Stolzfus, & Harpalani,
2001) despite formidable economic and social barriers (Bronfenbrenner, 1986).

EXPLANATIONS FOR THE ACHIEVEMENT GAP: SOCIAL–EMOTIONAL
PROPOSITIONS FROM VARIOUS DISCIPLINES

The ecological/transactional model can be helpful in understanding the multiple contexts
affecting disadvantaged children’s achievement performance. According to this perspective,
an individual’s environment consists of several co-occurring levels (Bronfenbrenner, 1979;
Cicchetti & Toth, 1997) that interact to influence development. The most distal levels of the
environment include the macrosystem, which consists of cultural values, beliefs, and
ideologies, and the mesosystem, which refers to social structures that affect, but do not
include, the child. For example, within the context of the community and society, theorists
have explored how a history of racial prejudice and daily experiences of discrimination
(Hunter, 1980; Mickelson, 1990; Ogbu, 1978; Steinberg, Dornbusch, & Brown, 1992) cause
many disadvantaged adolescents to believe that hard work in school is irrelevant (Lerman,
1996) and that academic endeavors will have relatively little economic payoff (Midgley,
1993).

The level of the environment that exerts more proximal influences on individual
development and includes the immediate context in which the developing individual
interacts with people (e.g., the school), on the other hand, is the microsystem. Researchers
with interests at the school level for example, have shown that sharp declines in achievement
motivation occur with the transition to middle school (Eccles & Midgley, 1989; Eccles et al.,
1993), during which students often experience lowered teacher expectations (Brophy, 1983;
Brophy & Good, 1970; Eccles, Lord, & Buchanan, 1996; Eccles, Lord, Roeser, Barber, &
Jozefowicz, 1997) and consequent lowered academic attitudes, self-esteem, and motives
(Battistich, Solomon, Kim, Watson, & Schaps, 1995; Dweck, 2000). Researchers have also
explored school-related attitudes among peer groups, focusing on the academic and
nonacademic norms and behaviors that are valued and consequently reinforced by peers
(Graham et al., 1998; Murdock, 1999). Finally, those interested in child characteristics and
personality development have shown how student achievement is linked to the state of
children’s emotional and mental health (Deci, Vallerand, Pelletier, & Ryan, 1991; Knitzer,
1999; Roeser, Eccles, & Freedman-Doan, 1999; Roeser, Eccles, & Strobel, 1998). In sum,
such research emphasizes the importance of considering salient vulnerability and protective
processes that operate across multiple levels of early adolescents’ environments, affecting
achievement performance.
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FEDERAL, STATE, AND LOCAL RESPONSE
The federal government funds a significant portion of current research on education and
provides a national agenda for most education reform. The recent focus of this research has
been to encourage all U.S. elementary and secondary students to meet high, nationally
competitive standards of achievement in core academic subjects and to produces killed
workers able to compete in the global economy. The Goals 2000: Educate America Act and
the Improving America’s Schools Act, both passed in 1994, provide federal funding to assist
states and school districts in developing higher academic standards. Constitutionally
however, states are responsible for creating their own comprehensive education policies and
regulations for districts and schools (Hannaway & Clewell, 1999).

Accordingly, the current standards movement was enacted to ensure that states hold all
students, regardless of economic or racial background, to equally high expectations for
academic achievement (Weiner, 2000). As a result, although states have considerable
flexibility in using federal education funds, they must provide measures of accountability
(Hannaway & Clewell, 1999) through high-stakes testing systems, including (a) grade
retention, promotion, and graduation for students; (b) merit pay awards or dismissal
consequences for teachers and administrators; and (c) supplementary funding, reconstitution,
or loss of funds for schools (Darling-Hammond, 2000), all of which are linked to student-
performance outcomes.

Currently, however, despite some progress, several continuing challenges remain. First,
although the achievement levels of students in disadvantaged schools have improved, these
students remain much farther behind their peers in meeting basic academic achievement
levels in both reading and math. For example, in 1998 the percentage of fourth-grade
students in the most impoverished public schools who met or exceeded the NAEP basic
level in reading was almost half the national rate. In math, the percentage of students in
these schools scoringator above the basic level was only two thirds that of the national
average (Turning Around Low-Performing Schools, May 1998). Another remaining
challenge is that a significant number of Title I schools, particularly those with the highest
concentrations of high-poverty children, continue to employ inappropriate staff with
inadequate teacher preparation. Finally, the fiscal capacity of states to provide assistance for
those schools enrolling the highest concentrations of poor children is often limited. For
example, in 1998, approximately one third of high-poverty schools identified for
improvement did not receive any additional professional development or assistance
(Targeting Schools: Study of Title I Allocations Within School Districts, 1998).

Thus, simply raising education standards and enforcing strict sanction policies without (a)
rectifying inequities in the distribution of resources across school districts, (b) addressing the
underlying social–emotional forces also involved in low academic performance, (c)
providing requisite teacher preparation through professional development experience, and
(d) supporting effective and sustainable preventive courses of action, does little to ensure
that disadvantaged students will show real learning and achievement improvements
(Entwisle, Alexander, & Olson, 1997; Finn, Rotherham, & Hokanson, 2001). In fact, much
research has shown that retention and social promotion practices for improving student
achievement without corresponding high expectations and support (Allington &
Cunningham, 1996; Shepard & Smith, 1990) can be counterproductive because repeated
experiences of failure and punishment often lead to a sense of learned helplessness among
students (Dweck, 2000; Zigler & Hodapp, 1986). Negative school experiences cause many
students to feel powerless over their own learning capacity or potential (Ross & Broh, 2000;
Thomas, 2000) and have been shown to encourage students’ disengagement from the
academic realm (Midgley, Arunkumar, & Urdan, 1996; Ross & Broh, 2000). Thus, simply
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raising academic standards without also attending to early adolescents’ physical, social–
emotional, and instructional needs (American Federation of Teachers, 1997; Thomas, 2000)
should be both unsuccessful and destructive.

INCREASED FUNDING DOES NOT INVARIABLY IMPROVE ACHIEVEMENT
OUTCOMES

Likewise, greater funding by itself should not be considered the sole solution to improving
disadvantaged students’ achievement because efforts to improve achievement outcomes by
resource-contingent accountability methods also do not reflect effective attempts to improve
students’ learning (Hannaway & Clewell, 1999). Past resource increases to disadvantaged
schools, creating smaller schools and class sizes, and upgraded facilities, have not always
generated significant achievement improvements (Dynarski & Gleason, 1999). For example,
the Kansas City School District spent more than $1 billion on improvements, including new
school buildings, up-to-date materials, state-of-the-art computer labs, increased teacher
salaries, and decreased class sizes, and yet made no progress in student achievement
(Armor, 1995; CBS News, 1994).

One potential explanation for the lack of significant achievement improvements despite
increased economic resources is that concerted efforts must also be taken to ensure that
teachers and school leaders receive essential professional development experience, which
allows them not only to be effective teachers, but also to be sensitive to the developmental
needs of middle school students (Carnegie Council on Adolescent Development, 1995;
Cowen et al., 1996). Although the presence of adults in schools constitutes principle
resources that are already in place, teachers are often unable to maximize their protective
role (Spencer et al., 2001). Thus, increased or redirected spending toward professional
development for teachers aimed at improving (a) teacher–student relationships, (b) quality
instruction (Lee et al., 1999), and (c) methods of handling student misbehavior in ways that
do not detract from the quality of teacher–student relationships or from learning
opportunities (Pianta & Walsh, 1998), should assist teachers in producing the major
achievement improvements demanded by accountability policies. Ultimately, programs that
rely entirely on increasing academic standards without parallel attention to social–emotional
factors associated with achievement motivation and performance will be less likely to
improve student achievement outcomes (Lee & Smith, 1999; Lee et al., 1999; Lerman,
1996).

SOCIAL–EMOTIONAL FACTORS ASSOCIATED WITH ACHIEVEMENT
PERFORMANCE

Grounded in a thorough examination of interdisciplinary research, existing school reform
models, and empirical assessment associated with such models, four critical components
within the middle school context emerge as pertinent to comprehensive school reform.
These include academic and school attachment, teacher support, peer values, and mental
health. Each component, along with supporting empirical evidence, is addressed in the
following text. However, one should first note that any implication that parental and family
influences on disadvantaged students’ achievement outcomes are irrelevant, is unintended.
On the contrary, countless studies have demonstrated the importance of parental support and
school involvement on the educational achievement of disadvantaged students (Clark, 1983;
Cooper & Datnow, 2000; Epstein & Connors, 1995; Greenwood & Hickman, 1991; Hoover-
Dempsey & Sandler, 1995).

Many advocates of ecological reform models maintain that teaching and learning are
inextricably linked to school climate and organization and that school reform models must
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address the diverse transactions between children and their environmental contexts (Weiner,
2000). Such an approach can be seen, for example, in the Child Development Project (CDP),
which was designed to enhance protective factors (i.e., school climate, social bonding)
within elementary schools. The CDP model is based on the belief that students’ greater
attachment to the school community should in turn promote greater commitment to school
norms and values as reflected in student behavior (see Battistich, Schaps, Watson, &
Solomon, 1996; Battistich et al., 1995). Extensive research and evaluation of CDP programs
have shown links to students’ intrinsic academic motivation, concern for others, conflict
resolution skills, and satisfaction in assisting others in learning (Schaps & Lewis, 1999).

Relatedly, a second exemplary intervention, which also uses an ecological approach in
working with parents, community members, and school personnel to encourage positive
child development, is Comer and colleagues’ School Development Program (SDP; see
Comer, 1988; Haynes & Comer, 1996). The general framework of SDP is based on three
structures: (a) the school planning and management team, which involves parents and school
staff in making decisions that influence school policy, climate, and programs; (b) the student
and staff support team, which comprises mental health and child development professionals
who work to identify and address developmentally and socially appropriate responses to
issues affecting students and staff; and (c) the parent team, which enables parents to
participate in the school’s social and academic programs. Importantly, in addition to
attending to the social–emotional aspects of education (i.e., fair and equal treatment of all
students, high expectations for student achievement), SDP also maintains a similar emphasis
on academic excellence (Haynes, 1996). SDP has a substantial history of evaluation and
research and has been shown to improve school climate, student attendance, and student
achievement outcomes (Haynes & Comer, 1996).

The need for such reform efforts, which not only have a strong developmental focus, but
also stress the importance of academic excellence, is undeniable and important. Although
the current “get tough” policies of the standards-reform movement claim to give
disadvantaged students equal educational opportunities, they may actually further the
stigmatization of disadvantaged students. For example, higher numbers of disadvantaged
students experience academic failure and subsequent sanctions, causing many of these
students to disengage and eventually drop out of school (Thomas, 2000; Weinstein, 2002).
Consequently, reform efforts must not only be aimed at reducing negative achievement
outcomes, but also toward promoting achievement success and competence (Luthar &
Cicchetti, 2000).

Currently, however, due to structural inequalities in attitudes, resources, and quality
instruction, disadvantaged students continue to face barriers to equal educational
opportunities. Schools that serve large numbers of disadvantaged students are least likely to
offer the types of instruction, materials, and qualified teachers that provide students
pathways to meeting the new standards (Darling-Hammond, 2000). Moreover,
disadvantaged students are more likely to experience lowered future expectations,
inequitable exposure to learning opportunities, and negative messages about their own
academic capacities. Thus, differential risk and protective factors operating at the middle
school level (e.g., school climate, teacher support, peer values) profoundly influence these
students’ achievement motivation and performance (Elmore, 1992; Elmore, Perterson, &
McCarthy, 1996; Weinstein, 2002). The effects of discrimination and expectancy effects on
disadvantaged students’ school experiences and subsequent achievement performance
should therefore be considered through an ecological lens (Weinstein, in press).
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Academic and School Attachment: Motivation to Learn
Summarizing the literature, Brophy (1988) argued that several school characteristics elicit
successful achievement outcomes, including (a) a safe climate, (b) strong leadership, (c)
positive teacher attitudes and expectations toward students, (d) an emphasis on instruction,
(e) careful monitoring of both student progress and staff evaluation, (f) strong parent
involvement, and (g) an emphasis on the importance of academic achievement (see also
Good & Brophy, 1986). However, despite a large body of research, which has demonstrated
the significance of the school context as a salient factor involved in both achievement
motivation (Connell, Spencer, & Aber, 1994; Deci et al., 1991; Eccles, Lord, & Buchanan,
1996; Wigfield & Eccles, 2002) and emotional well-being (Cauce, Hannan, & Sargeant,
1992; Comer & Woodruff, 1998; Farmer & Farmer, 1999; Roeser & Eccles, 2000; Ryan,
Stiller, & Lynch, 1994), disadvantaged students rarely benefit from school experiences that
promote overall positive youth development (Darling-Hammond, 2000).

Typically, schools serving large concentrations of disadvantaged youth receive inadequate
funding and incompetent staff, which prohibit these schools from adopting more promising
instructional and developmentally responsive teaching methods. Likewise, the curriculum
offered in many of these schools is commonly geared toward lower order “rote” skills and
several teacher–student practices in disadvantaged classrooms have been cited as
particularly detrimental to student motivation and expectations regarding academic success
(Darling-Hammond, 2000). For example, classroom observations in poor school districts
reveal an emphasis on teacher-directed activities, including independent seatwork, rote
learning, and frequent interruptions of learning activities for behavior management
(Haberman, 1991).

The significance of the particularly negative school contexts disadvantaged early
adolescents experience is underscored; many researchers theorize that social support and
belonging in the classroom may be one of the most important factors involved in
disadvantaged students’ achievement motivation and engagement (Bowen, Richman,
Brewster, & Bowen, 1998; Finn, 1989; Gutman & Midgley, 2000; Wehlage, Rutter, Smith,
Lesko, & Fernandez, 1989). Indeed, much evidence has shown the protective effects of a
positive school environment on disadvantaged students’ psychosocial competence. Using a
diverse sample of elementary schools, Battistich et al. (1995) demonstrated that a sense of
school community was positively associated with most measures of academic attitudes and
motives, with results especially pronounced among the most disadvantaged student
populations. Similarly, Connell and Wellborn (1991) revealed that students’ feelings of
acceptance by their teachers and school were strongly associated with their cognitive,
behavioral, and emotional engagement in the classroom. Likewise, in a longitudinal study,
beginning with students in the seventh grade, Kaplan, Peck, and Kaplan (1997) used a causal
model to depict the relation between academic failure and dropout behavior. Results
emphasized the importance of school context because negative academic experiences had a
significant impact on students’ academic self-beliefs and feelings of being rejected in the
school environment. Students who later dropped out of school were more likely to have felt
alienated from the school context.

Resulting from such extensive empirical documentation, several recommendations have
been made to strengthen school climate through education reform. For example, the
Carnegie Council on Adolescent Development (1989), in its highly publicized document
Turning Points, suggested that all middle schools be restructured to be more “human”
oriented. Similarly, the Superintendent’s Middle Grade Task Force (1987, p.101) maintains
that schools must promote “a sense of closeness” between students and the school
community to “enhance the development of intellectual growth, academic achievement, and
emotional and social maturity.” More recently, a 1994 U.S. Department of Education
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sponsored monograph, Education Reforms and Students at Risk: A Review of the Current
State of the Art, cited extant research demonstrating poor academic performance to be the
result of a process of disengagement, beginning as early as a child’s first entry into school.
According to the model, students who are not given the chance to identify, participate, and
succeed in school activities become increasingly at risk for school failure, alienation, and
dropping out (Rossi & Montgomery, 1994).

Significantly, however, although much research suggests that achievement benefits are more
likely to be accrued through greater emphasis on promoting feelings of school belonging for
disadvantaged students (Dorsch, 1998; Sewell & Price, 1989; Stipek, 1997), researchers
caution against school reforms that focus solely on this component (Lipsitz, 1997;
Mergendoller, 1993; Phillips, 1997; Shouse, 1996a, 1996b). Increased social support and
attention to early adolescents’ developmental needs without similar attention to classroom
and instructional change will be unlikely to produce significant learning improvements (Lee
& Smith, 1999; Lee et al., 1999; Mergendoller, 1993). Such an imbalance may be especially
prevalent within disadvantaged schools where, because of the economic and emotional
hardships faced by many of these students, the tendency may be to focus more on providing
acceptance and support without comparable attention to promoting academic excellence
(Ladson-Billings, 1994; Stipek, 1997).

Teacher Support and Expectations
Access to competent teachers is one of the most inequitably distributed resources between
disadvantaged students and their more affluent counterparts (Darling-Hammond, 2000;
Whitmire, 1998). This is especially troublesome given the fact that students’ perceptions of
teacher support have been consistently linked with increased achievement motivation,
academic success (Felner, Aber, Primavera, & Cauce, 1985; Goodenow, 1993; Wentzel &
Asher, 1995), and feelings of well-being (Eccles & Harold, 1993; Roeser, Midgley, &
Urdan, 1996; Ryan et al., 1994). During the middle school years, early adolescents’
relationships with teachers become increasingly significant as adolescents look for role
models and support from nonparental adults (Lee et al., 1999; Wigfield et al., 1998).
Research shows that students who feel their teachers encourage them are more committed to
learning and more successful academically (Harachi, Abbott, Catalano, & Haggerty, 1996;
Murdock, 1999).

Experts believe that such positive achievement outcomes result from student perceptions of
teacher support, which produce self-fulfilling prophecies that promote student achievement
in keeping with those expectations (Brophy & Good, 1970; Jussim, 1989). For example,
Murdock (1999) found seventh graders’ perceptions of their teachers’ appraisals and support
to be the most consistent and significant predictor of student achievement outcomes. In
addition, Goodenow (1993) revealed that perceived teacher encouragement explained more
than one third of the variance in students’ expectations for success. These findings are
consistent with models of teacher expectation effects (Bronfenbrenner, 1977; Weinstein,
1989; Weinstein, Madison, & Kuklinski, 1995), which emphasize students’ perceptions of
teacher expectations as predictors of behavioral and academic outcomes.

Significantly, students’ reports of supportive interpersonal relations with teachers decline
following the transition to middle school (Eccles, 1999; Eccles, Lord, & Buchanan, 1996).
This appears especially true for disadvantaged students who are more likely than their more
affluent counterparts to perceive teachers as having low expectations for their educational
potential. Granted, such perceptions may be biased because many of these students have
been affected by family members’ experiences of discrimination and, as a result, may be
more prone to believe that teachers will be similarly discriminatory (Murdock, 1999).
Nevertheless, research has shown that teachers’ expectations of students indeed are often
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influenced by student characteristics such as social class and ethnicity (Eccles et al., 1993;
Goodenow, 1993; Murdock, 1996), and disadvantaged and ethnic minority youth are more
commonly expected to do poorly and given tedious academic work (Kagan, 1990; Oakes,
Gamoran, & Page, 1992). Moreover, studies indicate that Black students (especially boys) in
particular are more likely than other students to be the target of lowered teacher expectations
(Goodenow, 1993; Murdock, 1996, 1999). Thus, lowered teacher expectations and negative
student appraisals are often linked to social factors unrelated to students’ academic
capability or even success (McKown & Weinstein, in press; Weinstein, 2002).

Consequently, implementing higher standards without focusing comparable attention on
improving teacher sensitivity is not only unwise but also unjust (Weinstein, 2002). Teachers
must receive professional development experience, which prepares them to educate and
understand students whose values, cultures, and life experiences may be different from their
own (see Weiner, 2000). Likewise, teachers and school administrators would benefit from
knowledge that allows them to recognize, acknowledge, and address potentially harmful
outcomes practices of discrimination in schools cause (both implicit and explicit; Fine,
1991; Roeser, Eccles, & Sameroff, 2000; Sadker & Sadker, 1994; Tatum, 1997).
Disadvantaged students should benefit greatly from access to supportive teachers within the
context of a rich and challenging curriculum. Teacher preparation is a crucial component of
school reform (Comer & Maholmes, 1999).

Peer Values
For most middle school students, early adolescence reflects a time also characterized by an
increasing dependence on peer relations to establish and maintain positive self-perceptions
(Steinberg, 1990). Unlike feelings of school belonging however, which consistently show
positive associations with achievement outcomes (Felner et al., 1997; Lipsitz, 1997;
Midgley & Edelin, 1998), the effects of peer support on disadvantaged children’s
achievement performance are not always straightforward. Depending on the dominant value
within the peer group, academic performance can be either positively or negatively affected
(Brown, 1990; Hansen, 1986; Roberts & Petersen, 1992). Thus, attention to peer group
values should be valuable in understanding why some students pursue goals of achievement,
whereas others disparage academic perseverance (Patrick, Hicks, & Ryan, 1997; Ryan,
Hicks, & Midgley, 1997).

Research has shown a significant association between academic failure among
disadvantaged youth and the presence of antiacademic norms in their peer groups (Bishop,
1989; Graham et al., 1998; Matute-Bianchi, 1991). Some suggest, for example, that ethnic
minority youth underachieve in school to avoid being ostracized by peers or accused of
“acting White” (Fordham, 1988; Fordham & Ogbu, 1986; MacLeod, 1987, 1991; Ogbu,
1985, 1992). Spencer and Dornbusch (1990) showed that ethnic-group status was a
significant determinant of achievement outcomes, in that although White and Asian-
American adolescents placed value on education and achievement, Black and Hispanic
youth were less likely to value education. Similarly, economic status also appeared to be a
significant predictor; lower income youth were only able to gain peer acceptance by
repudiating the values and traditions of mainstream society, particularly the culture of the
school (see also Matute-Bianchi, 1991). Moreover, in a study with inner-city high school
students, Luthar (1995) showed that students who were popular in the beginning of the year
showed significant declines in their grades over time, thereby suggesting that the peer group
looked down on what was valued by the majority group (see also Cauce, Felner, &
Primavera, 1982; Fordham & Ogbu, 1986; Garibaldi, 1992; Graham, 1997). Finally, Graham
et al. (1998) used a peer-nomination procedure to examine achievement values among
disadvantaged ethnic minority middle school students and demonstrated that minority boys
were overwhelmingly nominated as low-achieving and low-motivated students. In addition,
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findings emphasized some of the problems faced by disadvantaged, minority boys because
devaluing of academic achievement was evident only among Black and Latino boys.

Not all minority students perform badly in school however, and research has begun to
indicate the protective factors and consequent successful achievement outcomes among
minority youth. For example, contradictory evidence for the proposition that minority
students gain peer acceptance through the repudiation of achievement values (Fordham &
Ogbu, 1986) has been demonstrated. Cook and Ludwig (1998) revealed that high-achieving
Black students reported feeling as popular, and in some cases more popular, than their low-
achieving peers. In addition, Spencer et al. (2001) showed that having an Afrocentric, rather
than a Eurocentric, identity was associated with higher achievement outcomes in Black
students. Suchdivergence in views regarding peer values as both vulnerability and protective
variables highlight the need for further research in this area.

From an intervention-policy perspective, information regarding peer values and their
potential to encourage some students to engage in achievement-oriented goals while leading
others away from academic perseverance (Patrick et al., 1997; Ryan et al., 1997) will be
highly beneficial to current reform efforts. With knowledge of the specific conforming and
nonconforming behaviors that disadvantaged students pursue to gain a positive reputation
among their peers, educators can target those that are detrimental to achievement
performance and promote those that lead to academic success (Kennedy, 1995).

Mental Health
Finally, an important and often-neglected precursor to early adolescent achievement
performance and motivation in urban school reform efforts is the state of children’s mental
health. Such disregard is dangerous because the significance of children’s emotional distress
and subsequent achievement performance is underscored by evidence showing that (a) 12–
30% of all school-aged children have emotional disorders damaging enough that eventually
these children will suffer severe educational problems (Institute of Medicine, 1994; Kazdin,
1993; Tuma, 1989; U.S. Department of Education, 1994; Verhulst & Koot, 1992;
Weissberg, Caplan, & Harwood, 1991; Weist, 1997); (b) children confronting accumulative
and additive risks associated with disadvantaged environments face increased vulnerability
to emotional problems (Furstenberg, Cook, Eccles, Elder, & Sameroff, 1999; Roeser et al.,
1999; Sameroff, Seifer, & Bartko, 1997); and (c) psychological distress during early
adolescence leads to truncated educational attainments in approximately 7.2 million
Americans (Kessler, Foster, Saunders, & Stang, 1995).

Despite such evidence, however, children’s mental health remains one of the least explored
components of achievement performance and, if left neglected, will prove to be a very
serious impediment to education reform efforts. For example, Felner et al. (1995)
investigated the interrelations among socioeconomic disadvantage, proximal environmental
experiences, and social–emotional and academic adjustment with a sample of disadvantaged
middle school students. Findings provided support for an ecological–mediational
perspective for understanding patterns of association between socioeconomic disadvantage
and adolescent competence, as levels of disadvantage were associated with both social–
emotional and academic adjustment, with those from relatively disadvantaged backgrounds
showing the worst outcomes. Support for an ecological–mediational model was also
provided because the effects of disadvantage on social–emotional adaptation were mediated
by the adolescent’s school experiences and exposure to stressful events across a wide range
of developmental contexts. Thus, the need for primary prevention activities to reduce the
exposure of youth to developmentally hazardous conditions and to enhance potentially
protective and compensatory ones was emphasized.
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Further, Roeser and colleagues (1998) examined the longitudinal relation between early
adolescents’ school motivation, achievement, and emotional functioning, with a large
sample of adolescents from 23 middle schools representing a broad socioeconomic range.
Using a person-centered, cluster analytic approach, a four-cluster solution was extracted
(positive adjustment status, poor academic value status, poor emotional adjustment status,
and multiple-risk status). Students who were classified in the poor emotional adjustment
group (15%) reported feeling academically competent at school and at the same time
psychologically distressed. These students also reported greater experiences of race and
gender-based discrimination by school professionals. Thirty percent of students were
classified in the multiple-risk status group and were characterized as depressed, low
achieving, and poorly motivated. These youth were more likely to have experienced school
failure and poor grades, to devalue school, and to have frequent symptoms of distress.
Importantly, Roeser and colleagues’ (1998) findings support previous research showing that
despite outward appearances of academic adjustment, many disadvantaged students
experience considerable emotional distress (Farber & Egeland, 1987; Luthar, 1991, 1995;
Luthar, Doernberger, & Zigler, 1993; Werner & Smith, 1992).

Mental health services for both high- and low-achieving adolescents are therefore clearly a
significant pathway to long-term productivity and employability (Knitzer, 1999). However,
most school-based mental health services are currently fragmented and inadequate, and few
at-risk children receive the attention that they need (Conoley & Conoley, 1991; Knitzer,
Steinberg, & Fleisch, 1991; Tuma, 1989; Weist, 1997). In fact, in most schools, existing
programs focus only on improving academic–career skills or attenuating disruptive
behaviors (e.g., conduct or antisocial problems; Knitzer, 1999). Indeed, despite evidence
revealing the potential for school-based mental health services to enhance and improve the
academic and emotional functioning of all children (Adelman & Taylor, 1997, 2000;
Dryfoos, 1994; Felner et al., 1995; Roeser, Eccles, & Sameroff, 1998; Roeser, Eccles, &
Strobel, 1998), relatively few middle school reforms include a mental health component.

ECOLOGICAL APPROACH TO INTERVENTION WITHIN THE MIDDLE
SCHOOL

In most student–environment interactions, a continuum of risk and protective factors, acting
within varying levels of the environment, will most likely be present. The ecological
framework, as a basis for intervention, identifies the interconnections among student
characteristics, the school, and community context, which influence achievement
performance (e.g., Bronfenbrenner, 1977; Cicchetti & Lynch, 1993; Sameroff & Chandler,
1975). Thus, in terms of intervention, a reform model based on the ecological framework
should provide policy makers and school leaders with contextually relevant, modifiable
factors, which serve not only to improve students’ achievement performance, but also to
create a cycle of continuous improvement (see Table 1 for examples of exemplary reform
models with a strong research base).

At a macro level, before comprehensive school reform programs can be effective, efforts
must be taken to ensure that the basic needs of disadvantaged early adolescents are met.
Scholars, practitioners, and policy makers should consider the profound influence that
poverty has on the learning environments of disadvantaged students (McCarthy, 1995;
McLaughlin, 1993). These children constitute a subgroup particularly vulnerable to insults
not only from their physical and social environment (Luthar, 1999), but also from societal
expectations and stereotypes (Steele, 1992).

Likewise, considering more proximal influences as well, evidence from existing research
has demonstrated important factors contributing to disadvantaged children’s achievement.
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Lasting changes in students’ beliefs about achievement and motivation to learn should be
realized through teaching and learning approaches that are designed to support feelings of
belonging, academic self-efficacy, and mental health. A curriculum that (a) builds on the
cultural knowledge that children bring to the classroom (Guitierrez, 1992; Lee, 1992;
Montgomery & Rossi, 1994; Peterson, 1991); (b) allows for opportunities for self-
exploration and expression (i.e., family tree assignments, autobiography reports); and (c)
provides learning activities that are meaningful, relevant, and related to students’ own
interests and goals (Blumenfeld, 1992) should lead to increased academic engagement. If
students maintain some responsibility for their own learning and receive requisite support
from teachers and the school context, then personal efficacy will be reinforced, eventually
allowing students to exert some control over their own education (Higgs & Tarsi, 1997).

More important, a supportive relationship with an adult is one of the single most commonly
identified protective factors in the literature on resilience (Luthar & Zigler, 1991; Masten,
Best, & Garmezy, 1990; Masten & Coatsworth, 1998; Werner & Smith, 1982, 1992). Thus,
programs that allow early adolescents to experience positive interactions with adults (i.e.,
teacher, mentor) who provide acceptance and supportive feedback, will not only promote
social–emotional growth, but also will create a more nurturing classroom environment,
ameliorating the effects of stressful environments (e.g., Pianta & Walsh, 1996; Sergiovanni,
1994).

Moreover, school-based interventions aimed at reducing the incidence of mental health
problems promote positive behavior change in children (Nafpaktitis & Perlmutter, 1998;
Tuma, 1989), improve teachers’ perceptions of students’ adjustment (Nafpaktitis &
Perlmutter, 1998), and reduce the need for more intensive and costly treatment services
(Conoley & Conoley, 1991; Tuma, 1989). Consequently, middle school reform efforts that
focus on early adolescent mental health should serve to improve both achievement
motivation and performance and emotional competence of all children (Adelman & Taylor,
1997; Dryfoos, 1994; Roeser et al., 1999) and should be considered critical to middle school
reform efforts.

However, just as accountability methods that demand higher educational standards without a
similar emphasis on the social–emotional needs of early adolescents will not result in much
success, efforts to improve the social–emotional needs of disadvantaged students without a
comparable application of instructional and curricular methods to attain academic excellence
will be similarly ineffective. Such knowledge was derived in part from Chicago’s efforts to
improve the achievement performance of disadvantaged students (Hess, 1999). Analyses of
citywide survey data and achievement test scores of middle school students in Chicago
showed that student learning was significantly increased when both achievement standards
and social support were emphasized (Lee et al., 1999; Sebring et al., 1996). Moreover,
researchers have argued that such a combined emphasis may be especially important for
disadvantaged students’ achievement success (Bryk, Lee, & Holland, 1993; Sebring et al.,
1996; Shouse, 1996a; Lee et al., 1999).

SCHOOL REFORM AND THE AMERICAN PUBLIC
Theory and empirically driven interventions have been shown to be more cost effective than
attempts to intervene after maladjustment has become well entrenched (Luthar & Cicchetti,
2000). Thus, funding that is applied toward efforts to promote academic engagement and
resilient adaptation and not simply higher test scores, should be both socially and
economically cost effective. However, recommendations do not necessarily require
increased spending, but rather a redistribution and appropriation of current funding. Without
such efforts, high levels of school dropouts will result in billions of dollars in lost earnings,
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unrealized tax revenue, welfare programs, and criminal justice expenses for this country
(Baptiste, 1992). Furthermore, as Stringfield (1994) maintains, providing highly reliable
schools for at-risk students is less costly than paying for further expansion of welfare,
police, and prison programs. In fact, society pays six times more to maintain an uneducated
adult than it pays to keep a student in school through graduation. Thus, for those who are
unconvinced of the need for intervention, the economic costs incurred for failing to do so
may foment a commitment to intervene (Kronick, 1997).

As the United States faces global economic competition coupled with escalating urban
degeneration, children at risk for school failure represent a constituency whose fate will help
shape the future of this country (Hudley, 1997). Consequently, to accomplish the National
Education Goal of graduating 90% of all students and reducing the national dropout rate,
intervention and school reform at all school levels must be a primary national goal (National
Education Goals Panel, 1993). To meet that goal, the middle school context should be
considered critical to children’s development (Maughan, 1988). Reform models that
incorporate theory and empirical evidence using middle schools as a context for healthy
development (Pianta & Walsh, 1998) will serve not only to increase the achievement levels
of at-risk youth, but also the achievement levels of youth in general.

References
Adelman HS, Taylor AZ. Addressing barriers to learning: Beyond school-linked services and full-

service schools. American Journal of Orthopsychiatry. 1997; 67:408–421. [PubMed: 9250342]

Adelman HS, Taylor AZ. Promoting mental health in schools in the midst of school reform. Journal of
School Health. 2000; 70:171–178. [PubMed: 10900593]

Allington, R.; Cunningham, PM. Schools that work: Where all children read and write. New York:
Harper Collins; 1996.

American Federation of Teachers. Passing on failure: District promotion policies and practices. 1997.
Available: http://www.aft.org/edissues/socialpromotion/sfnpcsp.htmlSeptember

Armor DJ. Can desegregation alone close the achievement gap? Education Week. 1995 Aug 2.14:41.

Balfanz, R. Why do so many urban public school students demonstrate so little academic
achievement?. In: Sanders, MG., editor. Schooling students placed at risk: Research, policy, and
practice in the education of poor and minority students. Mahwah, NJ: Lawrence Erlbaum
Associates, Inc; 2000. p. 37-62.

Baptiste, HP. Conceptual and theoretical issues. In: Waxman, J.; Walker de Felix, J.; Anderson, J.;
Baptiste, HP., editors. Students at-risk in at-risk schools. Newbury Park, CA: Corwin; 1992. p.
11-16.

Battistich V, Schaps E, Watson M, Solomon D. Prevention effects of the Child Development Project:
Early findings from an ongoing multisite demonstration trial. Journal of Adolescent Research. 1996;
11:12–35.

Battistich V, Solomon D, Kim D, Watson M, Schaps E. Schools as communities, poverty levels of
student populations, and students’ attitudes, motives, and performance: A multilevel analysis.
American Educational Research Journal. 1995; 32:627–658.

Bishop JH. Why the apathy in American high schools? Educational Researcher. 1989; 18:6–10.

Blumenfeld PC. Classroom learning and motivation: Clarifying and expanding goal theory. Journal of
Educational Psychology. 1992; 84:272–281.

Bowen GL, Richman JM, Brewster A, Bowen N. Sense of school coherence, perceptions of danger at
school, and teacher support among youth at risk of school failure. Child and Adolescent Social
Work Journal. 1998; 15:273–286.

Boyd, WL.; Shouse, RC. The problems and promise of urban schools. In: Walberg, HJ.; Reyes, O.;
Weissberg, RP., editors. Children and youth: Interdisciplinary perspectives. Thousand Oaks, CA:
Sage; 1997. p. 141-165.

Becker and Luthar Page 13

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text

http://www.aft.org/edissues/socialpromotion/sfnpcsp.htmlSeptember


Bronfenbrenner U. Toward an experimental ecology of human development. American Psychologist.
1977; 32:513–530.

Bronfenbrenner, U. The ecology of human development: Experiments by nature and design.
Cambridge, MA: Harvard University Press; 1979.

Bronfenbrenner U. Ecology of the family as a context for human development. Developmental
Psychology. 1986; 22:723–742.

Brookover W, Schweitzer J, Schneider J, Brady C, Flood P, Wisenbaker J. Elementary school climate
and school achievement. American Educational Research Journal. 1978; 15:301–318.

Brophy JE. Research on the self-fulfilling prophecy and teacher expectations. Journal of Educational
Psychology. 1983; 75:631–660.

Brophy JE. Research linking teacher behavior to student achievement: Potential implications for
instruction of Chapter 1 students. Educational Psychologist. 1988; 23:235–286.

Brophy JE, Good TL. Teachers’ communication of differential expectations for children’s classroom
performance: Some behavioral data. Journal of Educational Psychology. 1970; 61:365–374.

Brown, BB. Peer groups and peer cultures. In: Feldman, SS.; Elliot, GR., editors. At the threshold: The
developing adolescent. Cambridge, MA: Harvard University Press; 1990. p. 171-195.

Bryk, AS.; Lee, CD.; Holland, PB. Catholic schools and the common good. Cambridge, MA: Harvard
University Press; 1993.

Carnegie Council on Adolescent Development. Turning points: Preparing youth for the 21st century:
The report of the task force on education of young adolescents. New York: Carnegie Corp; 1989.

Carnegie Council on Adolescent Development. Great transitions: Preparing adolescents for a new
century. New York: Carnegie Corp; 1995.

Cauce AM, Felner RD, Primavera J. Social support in high-risk adolescents: Structural components
and adaptive impact. American Journal of Community Psychology. 1982; 10:417–428. [PubMed:
7137129]

Cauce AM, Hannan K, Sargeant M. Life stress, social support and locus of control during early
adolescence: Interactive effects. American Journal of Community Psychology. 1992; 20:787–798.
[PubMed: 1302449]

CBS News. 60 minutes. Vol. XXVI. Livingston, NJ: Burelle’s Information Services; 1994. On the
money; p. 24

Cicchetti D, Lynch M. Toward an ecological/transactional model of community violence and child
maltreatment: Consequences for children’s development. Psychiatry. 1993; 56:96–118. [PubMed:
8488217]

Cicchetti, D.; Toth, SL. Transactional ecological systems in developmental psychopathology. In:
Luthar, SS.; Burack, JA.; Cicchetti, D.; Weiz, JR., editors. Developmental psychopathology:
Perspectives on adjustment, risk, and disorder. New York: Cambridge University Press; 1997. p.
317-349.

Clark, R. Family life and school achievement: Why poor Black children succeed or fail. Chicago:
University of Chicago Press; 1983.

Comer JP. Educating poor minority children. Scientific American. 1988; 259:42–48.

Comer JP, Maholmes V. Creating schools of child development and education in the USA: Teacher
preparation for urban students. Journal of Education for Teaching. 1999; 25:3–15.

Comer JP, Woodruff DW. Mental health in schools. Child & Adolescent Psychiatric Clinics of North
America. 1998; 7:499–513. [PubMed: 9894052]

Connell JP, Spencer BD, Aber JL. Educational risk and resilience in African-American youth:
Context, self, action, and outcomes in school. Child Development. 1994; 65:493–506. [PubMed:
8013236]

Connell, JP.; Wellborn, JG. Competence, autonomy, and relatedness: A motivational analysis of self-
system processes. In: Gunnar, MR.; Sroufe, LA., editors. Self processes in development:
Minnesota Symposium on Child Psychology. Vol. 29. Hillsdale, NJ: Lawrence Erlbaum
Associates, Inc; 1991. p. 244-254.

Becker and Luthar Page 14

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text



Conoley JC, Conoley CW. Collaboration for child adjustment: Issues for school- and clinic-based
psychologists. Journal of Consulting and Clinical Psychology. 1991; 59:821–829. [PubMed:
1774367]

Cook, PJ.; Ludwig, J. The burden of “acting White”: Do Black adolescents disparage academic
achievement?. In: Jencks, C.; Phillips, M., editors. The Black–White test score gap. Washington,
DC: Brookings Institute; 1998. p. 375-400.

Cooper, R.; Datnow, A. African-American students’ success in independent schools: A model of
family, school, and peer influences. In: Sanders, MG., editor. Schooling students placed at risk:
Research, policy, and practice in the education of poor and minority adolescents. Mahwah, NJ:
Lawrence Erlbaum Associates, Inc; 2000.

Cowen, EL.; Hightower, D.; Pedro-Carroll, JL.; Work, WC.; Wyman, PA.; Haffey, WG. School-based
prevention for children at risk: The Primary Mental Health Project. Washington, DC: American
Psychological Association; 1996.

Darling-Hammond L. New standards and old inequities: School reform and the education of African
American students. Journal of Negro Education. 2000; 69:263–287.

Dauber SL, Alexander KL, Entwisle DR. Tracking and transitions through the middle grades:
Channeling educational trajectories. Sociology of Education. 1996; 69:290.

Deci EL, Vallerand R, Pelletier L, Ryan R. Motivation and education: The self-determination
perspective. Educational Psychologist. 1991; 26:325–346.

Dorsch, NG. Community, collaboration, and collegiality in school reform: An odyssey toward
connections. Albany: State University of New York Press; 1998.

Dryfoos, JG. Full service schools: A revolution in health and social services for children, youth, and
families. San Francisco: Jossey-Bass; 1994.

Dweck, CS. Self-theories: Their role in motivation, personality, and development. Philadelphia: Taylor
& Francis; 2000.

Dynarski, M.; Gleason, P. How can we help: Lessons from federal dropout prevention programs.
Princeton, NJ: Mathematica Policy Research; 1999.

Eccles JS. The development of children ages 6 to 14. Future of Children. 1999; 9:30–42. [PubMed:
10646256]

Eccles JS, Harold R. Parent–school involvement during the early adolescent years. Teacher College
Record. 1993; 94:568–587.

Eccles, JS.; Lord, S.; Buchanan, CM. School transitions in early adolescence: What are we doing to
our young people?. In: Graber, JA.; Brooks-Gunn, JB.; Petersen, AC., editors. Transitions through
adolescence. Mahwah, NJ: Lawrence Erlbaum Associates, Inc; 1996. p. 251-284.

Eccles, JS.; Lord, S.; Roeser, RW. Round holes, square pegs, rocky roads, and sore feet: A discussion
of stage–environment fit theory applied to families and schools. In: Cicchetti, D.; Toth, SL.,
editors. Rochester Symposium on Developmental Psychopathology. Vol. VII. Rochester, NY:
University of Rochester Press; 1996. p. 47-92.

Eccles, JS.; Lord, S.; Roeser, RW.; Barber, BL.; Jozefowicz, DM. The association of school transitions
in early adolescence with developmental trajectories through high school. In: Schulenberg, J.;
Maggs, J.; Hurrelmann, K., editors. Health risks and developmental transitions during adolescence.
New York: Cambridge University Press; 1997. p. 283-320.

Eccles, JS.; Midgley, C. Stage/environment fit: Developmentally appropriate classrooms for early
adolescents. In: Ames, R.; Ames, C., editors. Research on motivation in education. Vol. 3. San
Diego, CA: Academic; 1989. p. 139-186.

Eccles JS, Midgley C, Wigfield A, Buchanan CM, Rueman D, Flanagan C, MacIver D. Development
during adolescence: The impact of stage environment fit on young adolescents’ experiences in
school and in families. American Psychologist. 1993; 48:90–101. [PubMed: 8442578]

Edmonds R. Effective schools for the urban poor. Educational Leadership. 1979; 37:15–24.

Education Week/Pew Charitable Trust. Quality counts ’98: The urban challenge—public education in
the 50 states. Vol. XVII. Washington, DC: Author; 1998.

Elmen J. Achievement orientation in early adolescence: Development patterns and social correlates.
Journal of Early Adolescence. 1991; 11:125–151.

Becker and Luthar Page 15

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text



Elmore RF. Why restructuring alone won’t improve teaching. Educational Leadership. 1992; 49:44–
48.

Elmore, RF.; Perterson, PL.; McCarthy, SJ. Restructuring in the classroom: Teaching, learning, and
school organization. San Francisco: Jossey-Bass; 1996.

Entwisle, DR.; Alexander, KL.; Olson, LS. Children, schools, and inequality. Boulder, CO: Westview;
1997.

Epstein, JL.; Connors, LJ. School and family partnerships in the middle grades. In: Rutherford, B.,
editor. Creating school/family partnerships. Columbus, OH: National Middle School Association;
1995. p. 137-166.

Farber, EA.; Egeland, B. Invulnerability among abused and neglected children. In: Anthony, EJ.;
Cohler, B., editors. The invulnerable child. New York: Guilford; 1987. p. 253-288.

Farmer EM, Farmer TW. The role of schools in outcomes for youth: Implications for children’s mental
health services research. Journal of Child & Family Studies. 1999; 8:377–396.

Felner RD, Aber MS, Primavera J, Cauce AM. Adaptation and vulnerability in high-risk adolescents:
An examination of environmental mediators. American Journal of Community Psychology. 1985;
13:365–379. [PubMed: 4050748]

Felner RD, Brand S, DuBois DL, Adan AM, Mulhall PF, Evans EG. Socioeconomic disadvantage,
proximal environmental experiences, and socioemotional and academic adjustment in early
adolescence: Investigation of a mediated effects model. Child Development. 1995; 66:774–792.
[PubMed: 7789201]

Felner RD, Jackson A, Kasak D, Mulhall PF, Brand S, Flowers N. The impact of school reform for the
middle years: Longitudinal study of a network engaged in Turning Points-based comprehensive
school transformation. Phi Delta Kappan. 1997; 78:528–532. 541–550.

Fine, M. Framing dropouts: Notes on the politics of an urban public high school. Albany: State
University of New York Press; 1991.

Finn, CE.; Rotherham, AJ.; Hokanson, CR. Rethinking special education for a new century.
Washington, DC: Thomas B. Fordham Foundation and the Progressive Policy Institute; 2001.

Finn JD. Withdrawing from school. Review of Educational Research. 1989; 59:117–142.

Fordham S. Racelessness as a factor in Black students’ school success: Pragmatic strategy or Pyrrhic
victory? Harvard Educational Review. 1988; 58:54–84.

Fordham S, Ogbu JU. Black students’ school success: “Coping with the burden of acting White”. The
Urban Review. 1986; 18:176–206.

Furstenberg, EF.; Cook, TD.; Eccles, J.; Elder, GH.; Sameroff, AJ. Managing to make it: Urban
families and adolescent success. Chicago: University of Chicago Press; 1999.

Garibaldi AM. Educating and motivating African American males to succeed. Journal of Negro
Education. 1992; 61:4–11.

Good, TL.; Brophy, JE. Handbook of research on teaching. 2. New York: Macmillan; 1986.

Goodenow C. Classroom belonging among early adolescent students: Relationships to motivation and
achievement. Journal of Early Adolescence. 1993; 13:21–43.

Graham S. Using attribution theory to understand social and academic motivation in African American
youth. Educational Psychologist. 1997; 32:21–34.

Graham S, Taylor AZ, Hudley C. Exploring achievement values among ethnic minority early
adolescents. Journal of Educational Psychology. 1998; 90:606–620.

Greenwood GE, Hickman CW. Research and practice in parent involvement: Implications for teacher
education. Elementary School Journal. 1991; 91:279–288.

Guitierrez KD. A comparison of instructional contexts in writing process classrooms with Latino
children. Education and Urban Society. 1992; 24:244–262.

Gutman LM, Midgley C. The role of protective factors in supporting the academic achievement of
poor African American students during the middle school transition. Journal of Youth &
Adolescence. 2000; 29:223–248.

Haberman M. The pedagogy of poverty vs. good teaching. Phi Delta Kappan. 1991; 73:290–294.

Hannaway, J.; Clewell, BC. Reports on reform from the field: District and state survey results.
Washington, DC: Planning and Evaluation Service, U.S. Department of Education; 1999.

Becker and Luthar Page 16

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text



Hansen DA. Family–school articulations: The effects of interaction rule mismatch. American
Educational Research Journal. 1986; 23:643–659.

Harachi, TW.; Abbott, RA.; Catalano, RF.; Haggerty, KP. The effects of risk and protective factors on
antisocial behavior and academic success in the early primary grades. Paper presented at the
meeting of the Life History Research Society; London. 1996 Apr.

Haynes NM. Creating safe and caring school communities: Comer school development program
schools. Journal of Negro Education. 1996; 65:308–314.

Haynes NM, Comer JP. Integrating schools, families, and communities through successful school
reform: The School Development Program. School Psychology Review. 1996; 25:501–506.

Hess GA Jr. Expectations, opportunity, capacity, and will: The forum essential components of Chicago
school reform. Educational Policy. 1999; 13:494–517.

Higgs, GE.; Tarsi, NL. New learning and agency in the at-promise student. In: Kronick, RF., editor.
At-risk youth: Theory, practice, reform. New York: Garland; 1997. p. 119-142.

Hoover-Dempsey KV, Sandler HM. Parental involvement in children’s education: Why does it make a
difference? Teacher College Record. 1995; 97:310–331.

Hudley, C. Effects of alternative educational programming on intrinsic motivation among ethnic
minority adolescents. In: Kronick, RF., editor. At-risk youth: Theory, practice, reform. New York:
Garland; 1997. p. 143-161.

Hunter D. Ducks vs. hard rocks. Newsweek. 1980 Aug 18.86:14–15.

Institute of Medicine. Reducing risks for mental disorders: Frontiers for preventive intervention
research. Washington, DC: National Academy Press; 1994.

Jencks C, Phillips M. America’s next achievement test: Closing the Black–White test score gap.
American Prospect. 1998; 40:44–53.

Jussim L. Teacher expectations: Self-fulfilling prophecies, perceptual biases, and accuracy. Journal of
Personality and Social Psychology. 1989; 57:469–480.

Kagan DM. How schools alienate students at risk: A model for examining proximal classroom
variables. Educational Psychologist. 1990; 25:105–125.

Kaplan DS, Peck BM, Kaplan HB. Decomposing the academic failure—Dropout relationship: A
longitudinal analysis. Journal of Educational Research. 1997; 90:331–343.

Kazdin AE. Adolescent mental health: Prevention and treatment programs. American Psychologist.
1993; 48:127–141. [PubMed: 8442568]

Kennedy E. Correlates of perceived popularity among peers: A study of race and gender differences
among middle school students. Journal of Negro Education. 1995; 64:186–195.

Kessler RC, Foster CL, Saunders WB, Stang PE. Social consequences of psychiatric disorders, I:
Educational attainment. American Journal of Psychiatry. 1995; 152:1026–1032. [PubMed:
7793438]

Knitzer, J. Early childhood mental health services through a policy and systems perspective. In:
Meisels, SJ.; Shonkoff, JP., editors. Handbook of early childhood intervention. 2. New York:
Cambridge University Press; 1999.

Knitzer J, Steinberg Z, Fleisch B. Schools, children’s mental health, and the advocacy challenge.
Journal of Clinical Child Psychology. 1991; 20:102–111.

Kramer L. The social construction of ability perceptions. Journal of Early Adolescence. 1991; 11:340–
362.

Kronick, RF. At-risk youth. In: Kronick, RF., editor. At-risk youth: Theory, practice, reform. New
York: Garland; 1997. p. 3-37.

Ladson-Billings, G. The dreamkeepers. San Francisco: Jossey-Bass; 1994.

Lee CD. Literacy, cultural diversity, and instruction. Education and Urban Society. 1992; 24:279–291.

Lee CD, Smith B. Social support and achievement for young adolescents in Chicago: The role of
school academic press. American Educational Research Journal. 1999; 36:907–945.

Lee, VE.; Smith, JB.; Perry, TE.; Smylie, MA. Social support, academic press, and student
achievement: A view from the middle grades in Chicago. 1999. Available: www.consortium-
chicago.org

Becker and Luthar Page 17

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text



Lepper, MR.; Sethi, S.; Dialdin, D.; Drake, M. Intrinsic and extrinsic motivation: A developmental
perspective. In: Luthar, SS.; Burack, JA.; Cicchetti, D.; Weisz, JR., editors. Developmental
psychopathology: Perspectives on adjustment, risk, and disorder. New York: Cambridge
University Press; 1997. p. 23-50.

Lerman, RI. Meritocracy without rising inequality?. Washington, DC: Urban Institute; 1996.

Levine DU, Eubanks EE. Achievement disparities between minority and nonminority students in
suburban schools. Journal of Negro Education. 1990; 59:186–194.

Lipsitz J. Educating the early adolescent. American Education. 1981; 17:13–17.

Lipsitz J. Middle Grades Improvement Program. Phi Delta Kappan. 1997; 78:555.

Luthar SS. Vulnerability and resilience: A study of high-risk adolescents. Child Development. 1991;
62:600–616. [PubMed: 1914628]

Luthar SS. Social competence in the school setting: Prospective cross-domain associations among
inner-city teens. Child Development. 1995; 66:416–429. [PubMed: 7750374]

Luthar, SS. Poverty and children’s adjustment. Newbury Park, CA: Sage; 1999.

Luthar SS, Cicchetti D. The construct of resilience: Implications for interventions and social policy.
Development and Psychopathology. 2000; 12:857–885. [PubMed: 11202047]

Luthar SS, Doernberger CH, Zigler E. Resilience is not a unidimensional construct: Insights from a
prospective study on inner-city adolescents. Development and Psychopathology. 1993; 5:703–
717.

Luthar SS, Zigler E. Vulnerability and competence: A review of research on resilience in childhood.
American Journal of Orthopsychiatry. 1991; 61:6–22. [PubMed: 2006679]

MacLeod, J. Ain’t no makin’ it: Leveled aspirations in a low-income neighborhood. Boulder, CO:
Westview; 1987.

MacLeod J. Bridging street and school. Journal of Negro Education. 1991; 60:260–275.

MacPhee D, Kreutzer JC, Fritz JJ. Infusing a diversity perspective into human development courses.
Child Development. 1994; 65:699–715. [PubMed: 8013249]

Masten AS, Best KM, Garmezy N. Resilience and development: Contributions from the study of
children who overcome adversity. Development and Psychopathology. 1990; 2:425–444.

Masten AS, Coatsworth JD. The development of competence in favorable and unfavorable
environments: Lessons from research on successful children. American Psychologist. 1998;
53:205–220. [PubMed: 9491748]

Matute-Bianchi, M. Situational ethnicity and patterns of school performance among immigrant and
nonimmigrant Mexican-descent students. In: Gibson, M.; Ogbu, JU., editors. Minority status and
schooling. New York: Garland; 1991. p. 205-247.

Maughan, B. School experiences as risk/protective factors. In: Rutter, M., editor. Studies of
psychosocial risk: The power of longitudinal data. New York: Cambridge University Press; 1988.
p. 200-220.

McCarthy, C. The problem with origins: Race and the contrapuntal nature of the educational
experience. In: Sleeter, C.; McLaren, PL., editors. Multicultural education, critical pedagogy, and
the politics of difference. Albany: State University of New York Press; 1995. p. 105-128.

McLoyd, VC.; Wilson, L. Maternal behavior, social support, and economic conditions as predictors of
distress in children. In: McLoyd, VC.; Flanagan, C., editors. New directions for child
development. Vol. 46. Economic stress: Effects on family life and child development. San
Francisco: Jossey-Bass; 1990. p. 49-69.

McKown C, Weinstein R. Modeling the role of child ethnicity and gender in children’s differential
response to teacher expectations. Journal of Applied Developmental Psychology. (in press).

McLaughlin, MW. Casting the self: Frames for identity and dilemmas for policy. In: Brice Heath, S.;
McLaughlin, MW., editors. Identity and inner-city youth: Beyond ethnicity and gender. New
York: Teachers College Press; 1993.

Meece JL, Kurtz-Costes B. Introduction: The schooling of ethnic minority children and youth.
Educational Psychologist. 2001; 36:1–7.

Mergendoller JR. Introduction: The role of research in the reform of middle grades education.
Elementary School Journal. 1993; 93:443–446.

Becker and Luthar Page 18

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text



Mickelson RA. The attitude–achievement paradox among Black adolescents. Sociology of Education.
1990; 63:44–61.

Midgley, C. Motivation and middle level schools. In: Maehr, ML., editor. Advances in motivation and
achievement: Vol. 8. Motivation in the adolescent years. Greenwich, CT: JAI; 1993. p. 217-294.

Midgley C, Arunkumar R, Urdan TC. “If I don’t do well tomorrow, there’s a reason”: Predictors of
adolescents’ use of self handicapping strategies. Journal of Educational Psychology. 1996;
88:423–434.

Midgley C, Edelin KC. Middle school reform and early adolescent well-being: The good news and the
bad. Educational Psychologist. 1998; 33:195–206.

Miller, LS. Promoting high academic achievement among non-Asian minorities. Paper presented at the
Princeton University Conference on Higher Education; Princeton, NJ. 1996 Mar.

Montgomery, A.; Rossi, R. Education reforms and students at risk. 1994. Available: http://
www.ed.gov/pubs/EdReformStudies/EdReforms/chap8e.html

Murdock, TB. Expectations, achievement and academic self-concept: The continuing significance of
race. Paper presented at the annual meeting of the American Educational Research Association;
New York. 1996 Apr.

Murdock TB. The social context of risk: Status and motivational predictors of alienation in middle
school. Journal of Educational Psychology. 1999; 91:62–75.

Nafpaktitis M, Perlmutter BF. School-based early mental health intervention with at-risk students.
School Psychology Review. 1998; 27:420–432.

National Center for Education Statistics. The condition of education. Washington, DC: Office of
Educational Research and Improvement, U.S. Department of Education; 2000a.

National Center for Education Statistics. National Assessment Educational Process (NAEP), 1999 long
term trend assessment. Washington, DC: Office of Educational Research and Improvement, U.S.
Department of Education; 2000b.

National Center for Education Statistics. The nation’s report card. 2001. Available: http://nces.ed.gov/
nationsreportcard/pubs/main2001/2002483.asp

National Education Goals Panel. Handbook for local goals reports. Washington, DC: Author; 1993.

Oakes, J. Keeping track: How schools structure inequality. New Haven, CT: Yale University Press;
1995.

Oakes, J.; Gamoran, A.; Page, RN. Curriculum differentiation: Opportunities, outcomes, and
meanings. In: Jackson, P., editor. Handbook of research on curriculum. New York: Macmillan;
1992. p. 570-608.

Ogbu, JU. Minority education and caste: The American system in cross-cultural perspective. New
York: Academic; 1978.

Ogbu, JU. A cultural ecology of competence among inner-city Blacks. In: Spencer, MG.; Brookins,
GK.; Allen, WR., editors. Beginnings: The social and affective development of Black children.
Hillsdale, NJ: Lawrence Erlbaum Associates, Inc; 1985. p. 45-60.

Ogbu, JU. A cultural ecology of competence among inner-city Blacks. In: Spencer, MG.; Brookins,
GK.; Allen, JD., editors. Beginnings: The social and affective development of Black children.
Hillsdale, NJ: Lawrence Erlbaum Associates, Inc; 1988. p. 45-66.

Ogbu JU. Understanding cultural diversity and learning. Educational Researcher. 1992; 21:5–15.

Owings W, Magliaro S. Grade retention: A history of failure. Educational Leadership. 1998; 56:86–88.

Paikoff RL, Brooks-Gunn JB. Do parent–child relationships change during puberty? Psychological
Bulletin. 1991; 110:47–66. [PubMed: 1891518]

Patrick H, Hicks L, Ryan AM. Relations of perceived social self-efficacy and social goal pursuit to
self-efficacy for academic work. Journal of Early Adolescence. 1997; 17:109–128.

Peterson, RE. Teaching how to read the world and change it: Critical pedagogy in the intermediate
grades. In: Walsh, CE., editor. Literacy as praxis: Culture, language, and pedagogy. Norwood,
NJ: Ablex; 1991. p. 156-182.

Phillips M. What makes schools effective? A comparison of the relationships of communitarian
climate and academic climate to achievement during middle school. American Educational
Research Journal. 1997; 34:633–662.

Becker and Luthar Page 19

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text

http://www.ed.gov/pubs/EdReformStudies/EdReforms/chap8e.html
http://www.ed.gov/pubs/EdReformStudies/EdReforms/chap8e.html
http://nces.ed.gov/nationsreportcard/pubs/main2001/2002483.asp
http://nces.ed.gov/nationsreportcard/pubs/main2001/2002483.asp


Pianta, RC.; Walsh, DJ. High-risk children in schools: Constructing sustaining relationships. New
York: Routledge; 1996.

Pianta RC, Walsh DJ. Applying the construct of resilience in schools: Cautions from a developmental
systems perspective. School Psychology Review. 1998; 27:407–417.

Reynolds AJ. Grade retention and school adjustment: An explanatory analysis. Educational Evaluation
and Policy Analysis. 1992; 14:101–121.

Ripple CH, Luthar SS. Academic risk among inner-city adolescents: The role of personal attributes.
Journal of School Psychology. 2000; 38:277–298.

Roberts L, Petersen AC. The relationship between academic achievement and social self-image during
early adolescence. Journal of Early Adolescence. 1992; 12:197–219.

Roeser R, Eccles J, Sameroff AJ. School as a context of early adolescents’ academic and social–
emotional development: A summary of research findings. Elementary School Journal. 2000;
100:443–471.

Roeser, RW.; Eccles, JS. Schooling and mental health. In: Sameroff, AJ.; Lewis, M., editors.
Handbook of developmental psychopathology. 2. New York: Kluwer Academic/Plenum; 2000.

Roeser RW, Eccles JS, Freedman-Doan C. Academic functioning and mental health in adolescence:
Patterns, progressions, and routes from childhood. Journal of Adolescent Research. 1999;
14:135–174.

Roeser RW, Eccles JS, Sameroff AJ. Academic and emotional functioning in early adolescence:
Longitudinal relations, patterns, and prediction by experience in middle school. Development and
Psychopathology. 1998; 10:321–352. [PubMed: 9635227]

Roeser RW, Eccles JS, Strobel KR. Linking the study of schooling and mental health: Selected issues
and empirical illustrations at the level of the individual. Educational Psychologist. 1998; 33:153–
176.

Roeser RW, Midgley C, Urdan TC. Perceptions of the school psychological environment and early
adolescents’ psychological and behavioral functioning in school: The mediating role of goals and
belonging. Journal of Educational Psychology. 1996; 88:408–422.

Ross CE, Broh BA. The role of self-esteem and the sense of personal control in the academic
achievement process. Sociology of Education. 2000; 73:270–284.

Rossi, R.; Montgomery, A. Educational reforms and students at risk: A review of the current state of
the art. Washington, DC: U.S. Department of Labor; 1994.

Ryan RM, Hicks L, Midgley C. Social goals, academic goals, and avoiding seeking help in the
classroom. Journal of Early Adolescence. 1997; 17:152–171.

Ryan RM, Stiller JD, Lynch JH. Representations of relationships to teachers, parents, and friends as
predictors of academic motivation and self-esteem. Journal of Early Adolescence. 1994; 14:226–
249.

Sadker, M.; Sadker, D. Failing at fairness: How our schools cheat girls. New York: Simon & Schuster;
1994.

Sameroff, AJ.; Chandler, M. Reproductive risk and the continuum of caretaker casualty. In: Horowitz,
FD.; Hetherington, M.; Scarr-Salapatek, S.; Siegel, G., editors. Review of child development
research. Vol. 4. Chicago: University of Chicago Press; 1975. p. 187-244.

Sameroff, AJ.; Seifer, R.; Bartko, WT. Environmental perspectives on adaptation during childhood and
adolescence. In: Luthar, SS.; Burack, JA.; Cicchetti, D.; Weisz, JR., editors. Developmental
psychopathology: Perspectives on adjustment, risk and disorder. New York: Cambridge
University Press; 1997. p. 507-526.

Schaps E, Lewis C. Perils on an essential journey: Building school community. Phi Delta Kappan.
1999; 81:215–218.

Sebring, PB.; Bryk, AS.; Roderick, M.; Camburn, E.; Luppescu, S.; Thum, YM.; Smith, B.; Kahne, J.
Charting reform in Chicago: The students speak. Paper presented at the Consortium on Chicago
School Research; Chicago. 1996 Jul.

Sergiovanni, TJ. Building community in schools. San Francisco: Jossey-Bass; 1994.

Sewell, FE.; Price, VD. Motivation: Implications for enhancing learning and achievement of at-risk
children. Paper presented at the annual meeting of the American Psychological Association; New
Orleans, LA. 1989 Aug.

Becker and Luthar Page 20

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text



Shepard LA, Smith ML. Synthesis of research on grade retention. Educational Leadership. 1990;
47:84–88.

Shouse RC. Academic press and sense of community: Conflict and congruence in American high
schools. Research in Sociology of Education and Socialization. 1996a; 11:173–202.

Shouse RC. Academic press and sense of community: Conflict and implications for student
achievement. Social Psychology of Education. 1996b; 1:47–68.

Spencer MB, Noll E, Stolzfus J, Harpalani V. Identity and school adjustment: Revisiting the “acting
White” assumption. Educational Psychologist. 2001; 36:21–30.

Spencer, MG.; Dornbusch, SM. Challenges in studying minority youth. In: Feldman, SS.; Elliot, GR.,
editors. At the threshold: The developing adolescent. Cambridge, MA: Harvard University Press;
1990. p. 123-146.

Steele CM. Race and the schooling of Black Americans. Atlantic Monthly. 1992 Apr.269:68–78.

Steinberg, L. Autonomy, conflict, and harmony on the family relationship. In: Feldman, SS.; Elliot,
DS., editors. The developing adolescent. Cambridge, MA: Harvard University Press; 1990. p.
255-276.

Steinberg L, Dornbusch SM, Brown BB. Ethnic differences in adolescent achievement: An ecological
perspective. American Psychologist. 1992; 47:723–729. [PubMed: 1616171]

Stipek, D. Success in school: For a head start in life. In: Luthar, SS.; Burack, JA.; Cicchetti, D.; Weisz,
JR., editors. Developmental Psychopathology: Perspectives on adjustment, risk, and disorder.
New York: Cambridge University Press; 1997. p. 75-92.

Stringfield, S. Identifying and addressing organizational barriers to reform. In: Rossi, R., editor.
Schools and students at risk. New York: Teachers College Press; 1994. p. 277-295.

Superintendent’s Middle Grade Task Force. Caught in the middle: Educational reform for young
adolescents in California public schools. Sacramento, CA: California State Department of
Education; 1987.

Targeting schools: Study of Title I allocations within school districts: analysis and highlights. 1998.
Available: http://www.ed.gov/offices/OUS/PES/esed/target.html

Tatum, BD. Why are all the Black kids sitting together in the cafeteria?. New York: Basic Books;
1997.

Thomas VG. Learner-centered alternatives to social promotion and retention: A talent development
approach. Journal of Negro Education. 2000; 69:323–337.

Tuma JM. Mental health services for children: The state of the art. American Psychologist. 1989;
44:188–199. [PubMed: 2653130]

Turning around low-performing schools: A guide for state and local leaders. 1998 May. Available:
http://www.ed.gov/pubs/turning/index.html

U.S. Department of Education. To assure the free appropriate public education of all children with
disabilities: Sixteenth annual report to Congress on the implementation of the Individuals with
Disabilities Education Act. Washington, DC: Author; 1994.

Valencia, RR.; Suzuki, LA. Intelligence testing and minority students: Foundations, performance
factors, and assessment issues. Thousand Oaks, CA: Sage; 2000.

Verhulst, FC.; Koot, HM. Child psychiatric epidemiology: Concepts, methods, and findings. Newbury
Park, CA: Sage; 1992.

Walberg HJ. Effective schools: A quantitative synthesis of constructs. Journal of Classroom
Interaction. 1985; 20:12–17.

Wehlage, GG.; Rutter, RA.; Smith, G.; Lesko, N.; Fernandez, RR. Reducing the risk: Schools as
communities of support. London: Falmer; 1989.

Weiner L. Research in the 90s: Implications for urban teacher preparation. Review of Educational
Research. 2000; 70:369–406.

Weinstein, RS. Perceptions of classroom processes and student motivation: Children’s view of self-
fulfilling prophecies. In: Ames, RE.; Ames, C., editors. Research on motivation in education.
New York: Academic; 1989. p. 187-221.

Weinstein RS. Overcoming inequality in schooling: A call to action for community psychology.
American Journal of Community Psychology. 2002; 30:21–40. [PubMed: 11928775]

Becker and Luthar Page 21

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text

http://www.ed.gov/offices/OUS/PES/esed/target.html
http://www.ed.gov/pubs/turning/index.html


Weinstein, RS. Reaching higher: The power of expectations in schooling. Cambridge, MA: Harvard
University Press; (in press)

Weinstein RS, Madison SM, Kuklinski MR. Raising expectations in schooling: Obstacles and
opportunities for change. American Educational Research Journal. 1995; 32:121–159.

Weissberg RP, Caplan M, Harwood RL. Promoting competent young people in competence-enhancing
environments: A systems based perspective on primary prevention. Journal of Consulting and
Clinical Psychology. 1991; 59:830–841. [PubMed: 1774368]

Weist, MD. Expanded school mental health services: A national movement in progress. In: Ollendick,
TH.; Prinz, RJ., editors. Advances in clinical child psychology. Vol. 19. New York: Plenum;
1997. p. 319-352.

Wentzel KR, Asher SR. The academic lives of neglected, rejected, popular, and controversial children.
Child Development. 1995; 66:754–763. [PubMed: 7789200]

Werner, EE.; Smith, RS. Vulnerable but not invincible: A study of resilient children. New York:
McGraw-Hill; 1982.

Werner, EE.; Smith, RS. Overcoming the odds: High risk children from birth to adulthood. Ithaca, NY:
Cornell University Press; 1992.

White, JL.; Parham, TH. The psychology of Blacks: An African-American perspective. 2. Englewood
Cliffs, NJ: Prentice Hall; 1990.

Whitmire, R. Analysis: Diplomas don’t close racial gaps in testing. 1998. Available: http://
wwwdetnews.com/1998/nation/9806/29/06290149.htm

Wigfield, A.; Eccles, JS. Development of achievement motivation. San Diego, CA: Academic; 2002.

Wigfield, A.; Eccles, JS.; Rodriguez, D. The development of children’s motivation in school contexts.
In: Pearson, PD.; Iran-Nejad, A., editors. Review of research in education. Vol. 23. Washington,
DC: American Educational Research Association; 1998. p. 73-118.

Witherspoon KM, Speight SL, Thomas AJ. Racial identity attitudes, school achievement, and
academic self-efficacy among African American high school students. Journal of Black
Psychology. 1997; 23:344–357.

Zernike, K. New York Times. 2001 Apr 9. Test results from states reveal gaps in learning; p. A14

Zigler, E.; Hodapp, B. Understanding mental retardation. New York: Cambridge University Press;
1986.

Becker and Luthar Page 22

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text

http://wwwdetnews.com/1998/nation/9806/29/06290149.htm
http://wwwdetnews.com/1998/nation/9806/29/06290149.htm


$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text

Becker and Luthar Page 23

TA
B

LE
 1

E
xe

m
pl

ar
y 

Sc
ho

ol
 R

ef
or

m
 M

od
el

s 
W

ith
 a

 S
tr

on
g 

R
es

ea
rc

h 
B

as
e

M
od

el
s

G
ra

de
 L

ev
el

M
ai

n 
F

ea
tu

re
s

C
os

ts
E

vi
de

nc
e 

fo
r 

Su
cc

es
s

C
on

ta
ct

C
om

pr
eh

en
si

ve
 s

ch
oo

l r
ef

or
m

 m
od

el
s

 
A

m
er

ic
a’

s 
C

ho
ic

e
K

–1
2

A
 s

ta
nd

ar
ds

-b
as

ed
 c

ur
ri

cu
lu

m
, w

hi
ch

is
 f

oc
us

ed
 in

 th
e 

ea
rl

y 
ye

ar
s 

on
 li

te
ra

cy
in

 r
ea

di
ng

, w
ri

tin
g,

 a
nd

 m
at

he
m

at
ic

s,
an

d 
at

 th
e 

hi
gh

 s
ch

oo
l l

ev
el

 o
n 

a
de

m
an

di
ng

 a
ca

de
m

ic
 c

or
e,

 in
te

nd
ed

 to
pr

ep
ar

e 
st

ud
en

ts
 f

or
 c

ol
le

ge
. A

n
in

te
ns

iv
e 

PD
 c

om
po

ne
nt

 f
or

 te
ac

he
rs

fo
cu

se
s 

on
 c

on
cr

et
e 

cl
as

sr
oo

m
ap

pl
ic

at
io

ns
 o

f 
ge

ne
ra

l i
de

as
 a

nd
co

lla
bo

ra
tio

n.

Fi
rs

t-
ye

ar
 c

os
ts

 a
re

ap
pr

ox
im

at
el

y 
$1

90
,0

00
(c

ov
er

s 
PD

, s
ta

ff
 r

el
ea

se
tim

e,
 m

at
er

ia
ls

, a
nd

 tw
o

st
af

f 
po

si
tio

ns
):

 c
an

 b
e

lo
w

er
ed

 to
 $

90
,0

00
 in

su
bs

eq
ue

nt
 y

ea
rs

 if
 c

ur
re

nt
st

af
f 

is
 r

ea
ss

ig
ne

d.

74
%

 o
f 

K
en

tu
ck

y’
s 

an
d 

80
%

of
 C

hi
ca

go
’s

 s
ch

oo
ls

 m
et

 o
r

ex
ce

ed
ed

 p
er

fo
rm

an
ce

 g
oa

ls
.

St
ud

ie
s 

us
in

g 
ri

go
ro

us
m

et
ho

do
lo

gy
 a

re
 u

nd
er

w
ay

.

N
at

io
na

l C
en

te
r 

on
 E

du
ca

tio
n 

an
d 

th
e 

E
co

no
m

y
(w

w
w

.n
ce

e.
or

g/
ac

/in
tr

o.
ht

m
l)

.

 
A

T
L

A
S 

C
om

m
un

iti
es

Pr
e-

K
–1

2
A

 k
ey

 f
ea

tu
re

 o
f 

A
T

L
A

S 
is

 th
e 

Pr
e-

K
–

12
 “

pa
th

w
ay

,”
 w

hi
ch

 c
oo

rd
in

at
es

 a
nd

pr
od

uc
es

 a
 c

oh
er

en
t e

du
ca

tio
na

l
pr

og
ra

m
 f

or
 e

ac
h 

st
ud

en
t f

ro
m

 th
e 

fi
rs

t
da

y 
of

 s
ch

oo
l t

hr
ou

gh
 g

ra
du

at
io

n.
T

ea
ch

er
s 

en
ga

ge
 in

 s
us

ta
in

ed
 P

D
;

in
vo

lv
es

 f
am

ili
es

 a
nd

 c
om

m
un

ity
m

em
be

rs
 in

 s
tu

de
nt

 le
ar

ni
ng

.

Fi
rs

t-
ye

ar
 c

os
ts

 a
re

ap
pr

ox
im

at
el

y 
$9

8,
00

0
(c

ov
er

s 
te

ch
ni

ca
l

as
si

st
an

ce
, P

D
, r

el
ea

se
tim

e,
 m

at
er

ia
ls

, a
nd

 a
pa

th
w

ay
 c

oo
rd

in
at

or
):

$9
0,

00
0 

af
te

r 
fi

rs
t y

ea
r.

St
an

da
rd

iz
ed

 te
st

 s
co

re
im

pr
ov

em
en

ts
, d

is
ci

pl
in

e,
 a

nd
dr

op
ou

t d
ec

lin
es

 a
re

in
di

ca
te

d.
 L

on
gi

tu
di

na
l d

at
a

co
lle

ct
io

n 
is

 u
nd

er
w

ay
.

E
du

ca
tio

n 
D

ev
el

op
m

en
t C

en
te

r 
(w

w
w

.e
dc

.o
rg

/
FS

C
/A

T
L

A
S)

.

 
C

om
m

un
ity

 f
or

 L
ea

rn
in

g
M

od
el

K
–1

2
Fo

cu
se

d 
on

 u
rb

an
 a

nd
 r

ur
al

 s
ch

oo
ls

w
ith

 a
 h

ig
h 

co
nc

en
tr

at
io

n 
of

di
sa

dv
an

ta
ge

d 
st

ud
en

ts
. H

ol
ds

 a
ll

st
ud

en
ts

 to
 h

ig
h 

st
an

da
rd

s 
by

co
nn

ec
tin

g 
le

ar
ni

ng
 o

pp
or

tu
ni

tie
s 

in
va

ri
ed

 e
nv

ir
on

m
en

ts
, i

nc
lu

di
ng

 th
e

sc
ho

ol
 a

nd
 th

e 
co

m
m

un
ity

 (
ho

m
es

,
lib

ra
ri

es
, m

us
eu

m
s,

 e
tc

.)
. C

oo
rd

in
at

es
 a

he
al

th
 a

nd
 h

um
an

 s
er

vi
ce

s 
de

liv
er

y
co

m
po

ne
nt

. P
ro

vi
de

s 
PD

 a
nd

 s
up

po
rt

at
 th

e 
sc

ho
ol

 a
nd

 c
la

ss
ro

om
 le

ve
l.

Fi
rs

t-
ye

ar
 c

os
ts

 a
re

ap
pr

ox
im

at
el

y 
$1

57
,0

00
(c

ov
er

s 
PD

, s
ta

ff
 r

el
ea

se
tim

e,
 a

nd
 a

dd
iti

on
al

 s
ta

ff
).

L
ow

er
ed

 to
 $

82
,0

00
 in

su
bs

eq
ue

nt
 y

ea
rs

 b
y

re
as

si
gn

in
g 

cu
rr

en
t s

ch
oo

l
st

af
f 

as
 s

ch
oo

l f
ac

ili
ta

to
rs

an
d 

di
st

ri
ct

 s
ta

ff
 a

s 
pr

oj
ec

t
co

or
di

na
to

rs
.

A
 s

ub
st

an
tia

l n
um

be
r 

of
st

ud
ie

s 
ha

ve
 s

ho
w

n 
pr

om
is

in
g

ef
fe

ct
s 

on
 s

tu
de

nt
ac

hi
ev

em
en

t, 
te

ac
he

r
in

st
ru

ct
io

n 
an

d 
cl

as
sr

oo
m

pr
ac

tic
e,

 d
ro

po
ut

 r
at

es
, a

nd
sc

ho
ol

 a
tti

tu
de

s 
an

d 
cl

im
at

e.

L
ab

or
at

or
y 

fo
r 

St
ud

en
t S

uc
ce

ss
(w

w
w

.te
m

pl
e.

ed
u/

L
SS

/c
fl

.h
tm

).

 
C

o-
ne

ct
K

–1
2

Pr
im

ar
y 

pu
rp

os
e 

is
 to

 s
tr

en
gt

he
n

lit
er

ac
y 

an
d 

m
at

he
m

at
ic

s 
co

m
po

ne
nt

s
of

 c
ur

ri
cu

lu
m

 b
y 

in
te

gr
at

in
g

te
ch

no
lo

gy
 in

to
 in

st
ru

ct
io

n 
an

d
im

pl
em

en
tin

g 
a 

pr
oc

es
s 

to
 c

on
tin

ua
lly

as
se

ss
 a

nd
 im

pr
ov

e 
th

e 
m

od
el

.
Pr

ov
id

es
 o

n-
si

te
 a

nd
 o

nl
in

e 
tr

ai
ni

ng
 to

as
si

st
 s

ch
oo

ls
 in

 im
pl

em
en

tin
g 

th
e

de
si

gn
. O

ff
er

s 
PD

 a
nd

 c
ur

ri
cu

lu
m

re
so

ur
ce

s,
 d

is
cu

ss
io

n 
ar

ea
s,

 a
nd

 o
nl

in
e

tr
ai

ni
ng

 m
od

ul
es

.

Fi
rs

t-
ye

ar
 c

os
ts

 a
ve

ra
ge

$5
88

,0
00

 (
co

ve
rs

 P
D

, s
ta

ff
re

le
as

e 
tim

e,
 a

nd
te

ch
no

lo
gy

 s
ta

rt
-u

p)
. O

n
av

er
ag

e,
 s

ch
oo

ls
 o

f 
50

0
pa

y 
$5

5,
00

0 
fo

r 
ea

ch
 o

f
th

e 
fi

rs
t 3

 y
ea

rs
.

Fi
el

d 
te

st
s 

sh
ow

 g
ai

ns
 o

n
st

an
da

rd
iz

ed
 te

st
 a

nd
ac

hi
ev

em
en

t s
co

re
s.

L
on

gi
tu

di
na

l d
at

a 
ca

n 
be

ob
ta

in
ed

 f
ro

m
 p

ar
tic

ip
at

in
g

di
st

ri
ct

s 
an

d 
th

e 
de

ve
lo

pe
r.

C
o-

ne
ct

 S
ch

oo
ls

 (
w

w
w

.c
o-

ne
ct

.n
et

).

 
O

nw
ar

d 
to

 E
xc

el
le

nc
e

K
–1

2
A

n 
ex

te
rn

al
 s

tu
dy

 te
am

(r
ep

re
se

nt
at

iv
es

 f
ro

m
 o

th
er

 s
ch

oo
ls

, t
he

ce
nt

ra
l o

ff
ic

e,
 lo

ca
l u

ni
ve

rs
iti

es
, a

nd
th

e 
co

m
m

un
ity

) 
co

lle
ct

s 
da

ta
 a

nd
m

on
ito

rs
 im

pr
ov

em
en

t. 
Sc

ho
ol

T
he

 c
os

t t
o 

sc
ho

ol
s 

in
 th

e
fi

rs
t y

ea
r 

is
 a

pp
ro

xi
m

at
el

y
$7

2,
00

0 
(c

ov
er

s 
on

e 
ha

lf
of

 th
e 

2-
ye

ar
 P

D
 f

ee
, s

ta
ff

re
le

as
e 

tim
e,

 o
ne

 f
ou

rt
h

O
T

E
 s

ch
oo

ls
 a

cr
os

s 
th

e
co

un
tr

y 
ha

ve
 s

ho
w

n
im

pr
ov

em
en

ts
 in

 s
tu

de
nt

ac
hi

ev
em

en
t. 

R
es

ea
rc

h 
al

so
sh

ow
s 

th
at

 O
T

E
 h

as
 a

Sc
ho

ol
 I

m
pr

ov
em

en
t P

ro
gr

am
(w

w
w

.n
w

re
l.o

rg
/s

cp
d/

ot
e)

.

Educ Psychol. Author manuscript; available in PMC 2012 December 17.



$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text

Becker and Luthar Page 24

M
od

el
s

G
ra

de
 L

ev
el

M
ai

n 
F

ea
tu

re
s

C
os

ts
E

vi
de

nc
e 

fo
r 

Su
cc

es
s

C
on

ta
ct

le
ad

er
sh

ip
 te

am
s 

(p
ri

nc
ip

al
, s

el
ec

te
d

sc
ho

ol
 s

ta
ff

, c
om

m
un

ity
 m

em
be

rs
, a

nd
st

ud
en

ts
) 

gu
id

e 
th

e 
sc

ho
ol

 th
ro

ug
h 

th
e

pr
oc

es
s.

 W
or

ks
ho

ps
 o

ve
r 

a 
2-

ye
ar

pe
ri

od
 p

re
pa

re
 le

ad
er

s 
an

d 
en

su
re

 th
at

ea
ch

 s
ch

oo
l c

an
 e

nc
ou

ra
ge

 c
on

tin
uo

us
im

pr
ov

em
en

t o
n 

its
 o

w
n.

tim
e 

fa
ci

lit
at

or
’s

 f
ee

, a
nd

tr
av

el
 e

xp
en

se
s)

. T
he

 c
os

t
of

 th
e 

tr
ai

ni
ng

 w
or

ks
ho

p
is

 $
15

,0
00

 f
or

 2
 y

ea
rs

.

po
si

tiv
e 

im
pa

ct
 o

n 
ro

le
s 

an
d

el
at

io
ns

hi
ps

 in
 s

ch
oo

ls
 a

nd
di

st
ri

ct
s.

 
Su

cc
es

s 
Fo

r 
A

ll
Pr

e-
K

–8
Sc

ho
ol

w
id

e 
re

st
ru

ct
ur

in
g 

pr
og

ra
m

 th
at

af
fe

ct
s 

cu
rr

ic
ul

um
, p

ed
ag

og
y,

sc
he

du
lin

g,
 r

es
ou

rc
e 

al
lo

ca
tio

n,
 P

D
,

an
d 

fa
m

ily
 s

up
po

rt
 s

er
vi

ce
s.

 A
 s

ec
re

t
ba

llo
t e

nd
or

se
m

en
t o

f 
at

 le
as

t 8
0%

 o
f

th
e 

sc
ho

ol
 s

ta
ff

 is
 a

 r
eq

ui
re

d 
pa

rt
 o

f 
th

e
ap

pl
ic

at
io

n 
pr

oc
es

s.
 T

ea
ch

er
s 

ar
e

pr
ov

id
ed

 w
ith

 d
et

ai
le

d 
m

at
er

ia
ls

 f
or

us
e 

in
 th

e 
cl

as
sr

oo
m

. S
tu

de
nt

s 
of

te
n

w
or

k 
co

op
er

at
iv

el
y.

Fi
rs

t-
ye

ar
 c

os
ts

 a
re

ap
pr

ox
im

at
el

y 
$2

70
,0

00
(c

ov
er

s 
PD

, s
ta

ff
 r

el
ea

se
tim

e,
 m

at
er

ia
ls

, a
nd

fa
ci

lit
at

or
 a

nd
 tu

to
r

sa
la

ri
es

).
 L

ow
er

ed
 to

$7
0,

00
0 

in
 s

ub
se

qu
en

t
ye

ar
s.

St
ud

ie
s 

sh
ow

 s
ig

ni
fi

ca
nt

ac
hi

ev
em

en
t p

ro
gr

es
s.

C
om

pa
re

d 
to

 o
th

er
 T

itl
e 

1
sc

ho
ol

s,
 r

et
en

tio
n 

an
d 

sp
ec

ia
l

ed
uc

at
io

n 
cl

as
se

s 
ar

e 
re

du
ce

d.

R
eg

io
na

l T
ra

in
in

g 
C

en
te

r 
(w

w
w

.w
es

te
d.

or
g

an
d 

w
w

w
.s

uc
ce

ss
fo

ra
ll.

ne
t)

.

C
la

ss
ro

om
 a

nd
 c

ur
ri

cu
lu

m
 r

ef
or

m
 m

od
el

s

 
C

or
e 

K
no

w
le

dg
e

K
–8

Pu
sh

es
 f

or
 a

 m
od

el
 n

at
io

na
l

cu
rr

ic
ul

um
, b

ui
lt 

ar
ou

nd
 th

e 
id

ea
 th

at
U

.S
. s

ch
oo

ls
 n

ee
d 

ch
al

le
ng

in
g

ac
ad

em
ic

 s
ta

nd
ar

ds
 to

 p
ro

vi
de

 e
qu

al
ed

uc
at

io
na

l o
pp

or
tu

ni
ty

. C
om

m
on

 c
or

e
kn

ow
le

dg
e 

is
 p

ro
vi

de
d 

in
 th

e 
ea

rl
y

gr
ad

es
. A

n 
ef

fe
ct

iv
e 

to
ol

 f
or

 le
ss

on
pl

an
ni

ng
 a

nd
 s

eq
ue

nc
ed

 le
ar

ni
ng

 is
in

cl
ud

ed
.

T
he

 c
os

t t
o 

sc
ho

ol
s 

in
 th

e
fi

rs
t y

ea
r 

is
 a

pp
ro

xi
m

at
el

y
$5

6,
00

0 
(c

ov
er

s 
PD

, s
ta

ff
re

le
as

e 
tim

e,
 m

at
er

ia
ls

,
an

d 
m

em
be

rs
hi

p 
fe

e)
.

D
at

a 
sh

ow
 p

ro
gr

es
s 

in
st

ud
en

ts
’ 

m
ot

iv
at

io
n 

to
 le

ar
n,

ac
hi

ev
em

en
t s

co
re

s,
 te

ac
he

r
co

m
m

un
ic

at
io

n 
an

d 
at

tit
ud

es
,

an
d 

sc
ho

ol
 p

ar
tic

ip
at

io
n.

C
or

e 
K

no
w

le
dg

e 
Fo

un
da

tio
n

(w
w

w
.c

or
ek

no
w

le
dg

e.
or

g)

 
C

oo
pe

ra
tiv

e 
L

ea
rn

in
g

K
–1

2
E

nh
an

ce
s 

ac
ad

em
ic

 e
ng

ag
em

en
t a

nd
fo

st
er

s 
po

si
tiv

e 
re

la
tio

ns
hi

ps
 b

et
w

ee
n

st
ud

en
ts

 o
f 

di
ve

rs
e 

ba
ck

gr
ou

nd
s.

T
ea

ch
er

s 
fa

ci
lit

at
e 

cu
ltu

ra
l a

nd
in

di
vi

du
al

 e
xp

re
ss

iv
en

es
s 

by
 r

ew
ar

di
ng

gr
ou

p 
ef

fo
rt

s 
an

d 
en

co
ur

ag
in

g 
st

ud
en

ts
to

 r
es

ol
ve

 d
if

fe
re

nc
es

 b
y 

w
or

ki
ng

to
ge

th
er

. C
oo

pe
ra

tiv
e 

ef
fo

rt
s 

re
su

lt 
in

pa
rt

ic
ip

an
ts

 s
tr

iv
in

g 
fo

r 
m

ut
ua

l b
en

ef
it

so
 th

at
 a

ll 
gr

ou
p 

m
em

be
rs

 g
ai

n 
fr

om
ea

ch
 o

th
er

’s
 e

ff
or

ts
.

T
yp

ic
al

 c
os

t o
f 

tr
ai

ni
ng

 is
$2

,0
00

 p
er

 d
ay

, w
ith

ad
di

tio
na

l e
xp

en
se

s 
fo

r
su

pp
le

m
en

ta
ry

 m
at

er
ia

ls
.

T
ra

in
in

g 
us

ua
lly

 la
st

s 
fo

r
3 

to
 5

 d
ay

s.

D
at

a 
in

di
ca

te
 h

ig
he

r
ac

hi
ev

em
en

t a
nd

 g
re

at
er

pr
od

uc
tiv

ity
, m

or
e 

su
pp

or
tiv

e
re

la
tio

ns
hi

ps
, a

nd
 im

pr
ov

ed
ps

yc
ho

so
ci

al
 p

sy
ch

ol
og

ic
al

co
m

pe
te

nc
e.

T
he

 C
oo

pe
ra

tiv
e 

L
ea

rn
in

g 
C

en
te

r
(w

w
w

.c
lc

rc
.c

om
/in

de
x.

ht
m

l)

 
C

ur
ri

cu
lu

m
 C

om
pa

ct
in

g
1–

12
C

ur
ri

cu
lu

m
 c

om
pa

ct
in

g 
is

 a
 p

ro
ce

ss
 to

st
re

am
lin

e 
an

d 
m

od
if

y 
th

e 
gr

ad
e-

le
ve

l
cu

rr
ic

ul
um

 b
y 

el
im

in
at

in
g 

m
at

er
ia

l t
ha

t
st

ud
en

ts
 h

av
e 

pr
ev

io
us

ly
 le

ar
ne

d.
 I

n
do

in
g 

so
, a

ll 
le

ar
ne

rs
 a

re
 c

ha
lle

ng
ed

,
an

d 
st

ud
en

ts
 w

ho
 d

em
on

st
ra

te
 h

ig
h

le
ve

ls
 o

f 
ac

hi
ev

em
en

t a
re

 p
ro

vi
de

d
w

ith
 ti

m
e 

fo
r 

di
ff

er
en

tia
te

d 
en

ri
ch

m
en

t
or

 a
cc

el
er

at
io

n 
ac

tiv
iti

es
.

C
os

ts
 f

or
 tr

ai
ni

ng
 a

nd
m

at
er

ia
ls

 r
an

ge
 f

ro
m

$3
,0

00
 to

 $
8,

00
0.

R
es

ea
rc

h 
do

cu
m

en
ts

 th
e

ef
fe

ct
iv

en
es

s 
of

 c
ur

ri
cu

lu
m

co
m

pa
ct

in
g,

 s
ho

w
in

g 
po

si
tiv

e
ou

tc
om

es
 f

or
 b

ot
h 

st
ud

en
ts

an
d 

te
ac

he
rs

.

T
he

 N
at

io
na

l R
es

ea
rc

h 
C

en
te

r 
on

 th
e 

G
if

te
d

an
d 

T
al

en
te

d 
(w

w
w

.g
if

te
d.

uc
on

n.
ed

u)
.

 
D

ir
ec

t I
ns

tr
uc

tio
n

K
–8

L
ea

rn
in

g 
ca

n 
be

 a
cc

el
er

at
ed

 if
in

st
ru

ct
io

na
l p

re
se

nt
at

io
ns

 a
re

 c
le

ar
,

ru
le

 o
ut

 m
is

in
te

rp
re

ta
tio

ns
, a

nd
fa

ci
lit

at
e 

ge
ne

ra
liz

at
io

ns
. E

ac
h 

di
re

ct

T
he

 c
os

ts
 f

or
 a

 s
ch

oo
l o

n
av

er
ag

e 
is

 $
65

,0
00

 to
$7

5,
00

0 
pe

r 
ye

ar
 f

or
 3

 to
 5

ye
ar

s 
(c

ov
er

s 
cu

rr
ic

ul
ar

R
es

ea
rc

h 
sh

ow
s 

ef
fe

ct
iv

en
es

s
in

 th
re

e 
ar

ea
s 

st
ud

ie
d:

 b
as

ic
sk

ill
s,

 c
og

ni
tiv

e 
sk

ill
s,

 a
nd

af
fe

ct
iv

e 
be

ha
vi

or
.

N
at

io
na

l I
ns

tit
ut

e 
fo

r 
D

ir
ec

t I
ns

tr
uc

tio
n

(w
w

w
.n

ig
di

.o
rg

).

Educ Psychol. Author manuscript; available in PMC 2012 December 17.



$w
aterm

ark-text
$w

aterm
ark-text

$w
aterm

ark-text

Becker and Luthar Page 25

M
od

el
s

G
ra

de
 L

ev
el

M
ai

n 
F

ea
tu

re
s

C
os

ts
E

vi
de

nc
e 

fo
r 

Su
cc

es
s

C
on

ta
ct

in
st

ru
ct

io
n 

pr
og

ra
m

 is
 s

ha
pe

d 
th

ro
ug

h
fi

el
d 

tr
yo

ut
s,

 s
tu

de
nt

 e
rr

or
s 

ar
e

ev
al

ua
te

d,
 a

nd
 le

ss
on

s 
ar

e 
re

vi
se

d 
pr

io
r

to
 p

ub
lic

at
io

n.
 P

D
 is

 p
ro

vi
de

d 
th

ro
ug

h
tr

ai
ni

ng
 a

nd
 in

-c
la

ss
 c

oa
ch

in
g.

m
at

er
ia

ls
, P

D
, a

nd
 r

el
ea

se
tim

e)
.

Im
pr

ov
em

en
ts

 a
re

 a
ls

o 
sh

ow
n

fo
r 

st
an

da
rd

iz
ed

 te
st

s 
an

d
ac

hi
ev

em
en

t.

 
E

nr
ic

hm
en

t C
lu

st
er

s
K

–8
E

nr
ic

hm
en

t c
lu

st
er

s 
ar

e 
gr

ou
ps

 o
f

st
ud

en
ts

 w
ho

 s
ha

re
 c

om
m

on
 in

te
re

st
s

an
d 

w
ho

 c
om

e 
to

ge
th

er
 d

ur
in

g
sp

ec
ia

lly
 d

es
ig

ne
d 

tim
e 

bl
oc

ks
. A

ll
te

ac
he

rs
 a

nd
 te

ac
he

r 
ai

de
s 

ar
e 

in
vo

lv
ed

in
 o

rg
an

iz
in

g 
th

e 
cl

us
te

rs
, a

nd
nu

m
er

ou
s 

sc
ho

ol
s 

ha
ve

 a
ls

o 
in

vo
lv

ed
pa

re
nt

s 
an

d 
ot

he
r 

co
m

m
un

ity
m

em
be

rs
. A

du
lt 

in
vo

lv
em

en
t i

n 
an

y
pa

rt
ic

ul
ar

 c
lu

st
er

 s
ho

ul
d 

be
 b

as
ed

 o
n

th
e 

sa
m

e 
ty

pe
 o

f 
in

te
re

st
 a

ss
es

sm
en

t
th

at
 is

 u
se

d 
fo

r 
st

ud
en

ts
 in

 s
el

ec
tin

g
cl

us
te

rs
 o

f 
ch

oi
ce

.

R
eq

ui
si

te
 m

at
er

ia
ls

 o
f

ea
ch

 c
lu

st
er

 d
ic

ta
te

 c
os

ts
.

Pe
rs

on
ne

l c
os

ts
 a

re
m

in
im

al
, b

ut
 a

ft
er

-s
ch

oo
l

sc
he

du
lin

g 
of

 c
lu

st
er

s 
m

ay
af

fe
ct

 th
is

 c
os

t. 
Pr

og
ra

m
co

st
s 

ha
ve

 r
an

ge
d 

fr
om

$0
.5

0 
to

 $
5.

00
 p

er
 c

hi
ld

pe
r 

cl
us

te
r 

se
ss

io
n.

A
tte

nd
an

ce
 in

 s
ch

oo
l h

as
be

en
 s

ho
w

n 
to

 im
pr

ov
e 

on
da

ys
 in

 w
hi

ch
 c

lu
st

er
s 

w
er

e
he

ld
. S

tu
de

nt
s 

de
ve

lo
p

st
ro

ng
er

 a
ca

de
m

ic
 in

te
re

st
s 

as
a 

re
su

lt 
of

 p
ar

tic
ip

at
io

n 
in

cl
us

te
rs

.

T
he

 N
at

io
na

l R
es

ea
rc

h 
C

en
te

r 
on

 th
e 

G
if

te
d

an
d 

T
al

en
te

d 
(w

w
w

.g
if

te
d.

uc
on

n.
ed

u)
.

Pr
of

es
si

on
al

 d
ev

el
op

m
en

t m
od

el
s

 
C

om
pr

eh
en

si
ve

Pr
of

es
si

on
al

 D
ev

el
op

m
en

t
M

od
el

K
–8

C
om

pr
eh

en
si

ve
 s

ch
oo

l r
ef

or
m

s 
se

ek
 to

pr
ov

id
e 

sc
ho

ol
s 

an
d 

di
st

ri
ct

s 
w

ith
 s

et
s

of
 p

ri
nc

ip
le

s,
 g

ui
de

lin
es

, a
nd

 m
at

er
ia

ls
th

at
 te

ac
he

rs
 a

nd
 a

dm
in

is
tr

at
or

s 
ca

n
ap

pl
y 

an
d 

ad
ap

t t
o 

br
in

g 
ab

ou
t

sy
st

em
ic

 r
ef

or
m

. T
he

 m
od

el
 p

ro
vi

de
s

gu
id

el
in

es
 a

nd
 p

ro
ce

du
re

s 
fo

r
ex

te
ns

iv
e 

PD
.

Fi
rs

t-
ye

ar
 c

os
ts

 a
re

ap
pr

ox
im

at
el

y 
$5

0,
00

0 
to

$6
0,

00
0.

 I
n 

ge
ne

ra
l, 

co
st

s
ca

n 
be

 c
ov

er
ed

 b
y 

T
itl

e 
1,

st
at

e 
co

m
pe

ns
at

or
y,

 a
nd

sp
ec

ia
l e

du
ca

tio
n 

fu
nd

s.

ht
tp

://
sc

ov
.c

so
s.

jh
u.

ed
u/

cr
es

pa
r/

cr
es

pa
r.

ht
m

l.

 
D

if
fe

re
nt

 W
ay

s 
of

K
no

w
in

g
K

–8
T

he
 g

oa
ls

 a
re

 to
 r

ai
se

 a
ch

ie
ve

m
en

t a
nd

im
pr

ov
e 

st
ud

en
ts

’ 
at

tit
ud

es
 to

w
ar

d
th

ei
r 

sc
ho

ol
. T

he
 a

pp
ro

ac
h 

is
 b

ui
lt

ar
ou

nd
 a

 v
ar

ie
ty

 o
f 

re
se

ar
ch

 b
as

es
,

in
cl

ud
in

g 
th

e 
fo

llo
w

in
g:

 c
og

ni
tiv

e
re

se
ar

ch
, t

he
 e

ff
ec

ts
 o

f 
ea

rl
y 

an
d

su
st

ai
ne

d 
in

te
rv

en
tio

n,
 a

nd
 m

ot
iv

at
io

n
re

se
ar

ch
. T

he
 m

od
el

 is
 a

 m
ul

tiy
ea

r
pr

of
es

si
on

al
 d

ev
el

op
m

en
t p

ro
gr

am
 f

or
te

ac
he

rs
 a

nd
 a

dm
in

is
tr

at
or

s,
 w

hi
ch

pr
ov

id
es

 a
n 

in
te

gr
at

ed
 a

pp
ro

ac
h 

to
cu

rr
ic

ul
um

, i
ns

tr
uc

tio
n,

 a
ss

es
sm

en
t,

an
d 

re
po

rt
in

g.

T
he

 c
os

t t
o 

sc
ho

ol
s 

in
 th

e
fi

rs
t y

ea
r 

is
 a

pp
ro

xi
m

at
el

y
$8

4,
00

0 
(c

ov
er

s 
PD

, s
ta

ff
re

le
as

e 
tim

e,
 a

nd
ad

di
tio

na
l s

er
vi

ce
s)

. T
he

av
er

ag
e 

co
st

 p
er

 s
ch

oo
l

ye
ar

 f
or

 e
ac

h 
ye

ar
 o

f 
th

e
3-

ye
ar

 im
pl

em
en

ta
tio

n 
is

$3
5,

00
0.

Fo
ur

 r
ig

or
ou

s 
as

se
ss

m
en

ts
 o

f
st

ud
en

t a
ch

ie
ve

m
en

t
ou

tc
om

es
 h

av
e 

be
en

co
nd

uc
te

d 
sh

ow
in

g 
th

e
st

ro
ng

es
t g

ai
ns

 in
 la

ng
ua

ge
ar

ts
, m

at
he

m
at

ic
s,

 a
nd

re
ad

in
g 

sc
or

es
.

T
he

 G
al

ef
 I

ns
tit

ut
e 

(w
w

w
.d

w
ok

ne
t.g

al
ef

.o
rg

).

N
ot

e.
 P

D
 =

 p
ro

fe
ss

io
na

l d
ev

el
op

m
en

t; 
O

T
E

 =
 O

nw
ar

d 
to

 E
xc

el
le

nc
e.

Educ Psychol. Author manuscript; available in PMC 2012 December 17.

http://scov.csos.jhu.edu/crespar/crespar.html

