Hispanic STEM Initiative Update
Tuesday, February 28, 2012
Dear Friends,

In this issue: A review of the increasing enrollment of Hispanic students in public schools and highlights of an important indicator of Hispanic academic achievement.

In the most recent academic year in which data was available, the enrollment of Hispanic students in U.S. public schools increased by .6%. The increasing enrollment of Hispanic students in public schools should not come as any surprise. It is one of those trends we have observed for some time and data obtained from the U.S. Department of Education confirms it.

The chart below contrasts the pattern of Hispanic student enrollment in Academic Year 2008-09 with Academic Year 2009-10 in school districts in all fifty states and the District of Columbia. It shows that the number of Hispanic students enrolled in public schools grew by 333,398 in Academic Year 2009-10, up from 10,381,333 in Academic Year 2008-2009. That is an increase from 21.3% to 21.9% of total enrollment. That also means that a little more than one in every 5 students enrolled in public schools is Hispanic, and destined to become one in four in the not too distant future. Other characteristics of Hispanic student enrollment in Academic Year 2009-2010 are presented in the chart below. It distinguishes between the number of school districts with less than 25%, more than 25% but less than 50%, and more than 50% Hispanic student enrollment in the two-year period examined. (The last two percentages are mutually exclusive.)

It is interesting to note that while the overall number of districts increased by only 78 from one year to the next, school districts having a 25% minimum Hispanic student enrollment increased by 86, while school districts having a minimum of 50% Hispanic student enrollment increased by 64. Because these groupings are mutually exclusive, this means the growth in Hispanic student enrollment expanded to a total of 150 new school districts in which Hispanic students represented a significant proportion (either a minimum of 25% or 50%) of the enrollment.

Moreover, while the overall public school student enrollment increased by 84,203 in Academic Year 2009-10, Hispanic enrollment increased by 333,398, suggesting, once again, that much of the overall growth came from the increase in Hispanic student enrollment, and likely from the early entry grades. (Student enrollment by grade level was not available in the data examined.) This is just another factor that will continue to contribute to the anticipated Hispanic student growth in K-12 public schools in the foreseeable future. In addition, while the chart shows there were modest changes in the enrollment of English Language Learners (ELLs) and low-income students (students receiving free or reduced lunch) from Academic Year 2008-09 to 2009-10, the data confirms that a sizeable segment of the Hispanic student population (almost half) continues be to enrolled in “high need” schools and school districts. (In the education vernacular, high need is defined as a school district having a high enrollment of minority, low-income, and ELL students.) For our purposes and our work, a school district having a minimum enrollment of 50% Hispanic students, 20% low-income, and 25% ELLs is defined as a high need “majority Hispanic-serving school district.” The Hispanic STEM Initiative has focused its STEM education projects in these school districts, accordingly.
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School Year 2009-10

Percentage Hispanic Enroliment

School Year 2008.09
Percentage Hispanic Enroliment

Al distiots <25 25+ 50+ Al distrcts <25 25+ 50+
Number of states with districts 51 51 39 30 51 51 a7, 31
Number of disticts 15,732 13174 1,390 1,168 15654 13246 1304 1104
as a percentage of alldistricts 837 88 74 846 83 7.1
Total enroliment (district aggregate) 48900260 3303557 6453235 7408477 48316060 33650050 7042568 7213542
as a percentage of al enroliment 676 13 152 800 163 148
Hispanic enrollment 10714731 2470313 3017083 5206435 10381333 2470030 2839004 5062300
as a percentage of all enroliment 219 75 357 705 213 74 7 702
as a percentage of al Hispanic enroliment 1000 231 282 88 1000 239 273 188
Lunch program enroliment 22292746 13327677 4223948 4741121 21384020 12585284 4032651 4766094
as a percentage of al LP enrollment 508 189 23 589 189 23
English Language Leamers (ELL) 4706287 1338210 1205364 2072713 4333900 1283419 179860 1870630
a5 a percentage of all ELL. 284 275 440 206 272 432





Source: U.S. Department of Education, National Center for Education Statistics, Common Core of Data, Public School Universe, 2009-10 (v 1a) and Local Education Agency Universe, 2009-10 (v1a).
NOTES: Only local education agencies and charter school agencies (types 1, 2, and 7) in the 50 states and DC with membership were considered for this listing.

Compiled 2/03/2012, by Thuy Dam, National Education Data Resource Center, Request 944720 2009-10


As discussed in a past edition of the Hispanic STEM Initiative Update, the Nation’s need for talent in the STEM fields, the relatively low educational attainment of Hispanic students, and the increase (and anticipated growth) of Hispanic student enrollment in public schools have converged to create the crossroads we presently face. To examine another one of these elements, we turn to the academic performance of Hispanic students in more rigorous subjects, Advance Placement (AP), a strong indicator of educational attainment and academic success.

The following highlights are drawn from The College Board’s recently released 8th Annual AP Report to Nation. And, we start by sharing some good news. More high school graduates in 2011 took and passed (with a score of 3 or better) AP exams than in 2001.
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The report also shows that, among all groups, almost as many Hispanic students took an AP exam as were represented in the 2011 graduation class. That is a promising trend in the proportion of Hispanic students that seek access to the academic curriculum needed to prepare for the rigors of a college education.
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However, a significant proportion of Hispanic students (70.4%) who had the “potential” for taking and passing an AP subject “were either left out of an AP subject for which they had potential or attended a school that did not offer the subject.” (The College Board defines “AP potential” as a 70 percent or greater likelihood of scoring a 3 or higher on an AP Exam.”)
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If we look at the seven states in which at least 20% of the 2011 graduating class were Hispanic students, only the State of Florida reached or exceeded “Equity and Excellence.” Equity defines the level at which the proportion of Hispanic students who took and passed an AP exam with a score of 3 or better was equal to or exceeded the proportion of Hispanic students in the graduating class. (Please note the distinction between “AP Exam Takers, as in the second graph above, and AP Exam Passers, below.) If the other six states were to approximate or reach Equity in AP, it would represent a huge step toward improving the academic achievement of Hispanics, particularly because more than three-quarters of all Hispanic students enrolled in public schools in the U.S. were enrolled these seven states.
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So, the results of the report are mixed and point to the necessity of providing Hispanic students – indeed, all students – at all grade levels, access to quality instruction and the rigorous academic curriculum (the “new normal”) they need to reach the highest levels of academic achievement and educational attainment, especially in the STEM disciplines. The full report can be accessed at this link: http://apreport.collegeboard.org/.


News, Information, and STEM Articles of Interest
As a regular feature of the Hispanic STEM Initiative Update, I am pleased to provide you the following news, information, and articles of interest in STEM education. I thank all those of you who submitted some of this information and encourage the rest to do the same when you encounter an educational item that will be of interest to the network.



EARLY CHILDHOOD EDUCATION

The Latino Gap: Preschool Helps, But Not Enough Are Enrolled

By Jude Joffe-Block
Wednesday, January 25, 2012 





Sandra Reynoso takes a turn volunteering in her son Julian's pre-kindergarten classroom at Rundle Elementary School in Las Vegas. Parental involvement is a major focus of the program. Photo by Jude Joffe-Block. 

LAS VEGAS — The pre-kindergarten classroom at Richard J. Rundle Elementary School in Las Vegas is stocked with books and toys. In the middle of the room, there is a colorful alphabet rug, where 4-year old students sit cross-legged. 
Teacher Deanna Macaulay writes a sentence on the white board with the students’ help. She’s on the word “people.”

“What does that start with everybody?” Macaulay asks the class.

“P!” the class shouts back.

Almost all of the 24 students in this class are Latino. For many of them, English is their second language. Kindergarten is several months off, and they are being introduced to the basics of reading, writing and counting.

One lesson involves counting syllables.

“Li-on,” the class says in unison, clapping for each syllable.

“How many?” Macaulay asks.

“Two!” shout a handful of the students.

There is a wealth of evidence that early education is key when it comes to narrowing the achievement gap between Latino children and their peers.

But across the country and this region, access to quality affordable preschool is lacking. 

The state of Nevada funds this classroom at Rundle Elementary, along with about 32 other classrooms like it across the state. These pre-K classes are having results - at least for the kids who are lucky enough to participate.

http://www.fronterasdesk.org/news/2012/jan/24/latino-gap-preschool-help-not-enough-are-enrolled/


Early Childhood Education and Latino Children 

Early Education for All
The human brain develops more rapidly between birth and age five than during any other subsequent period; these first five years are a time of enormous social-emotional, physical and cognitive growth.1 High-quality early education capitalizes on young children’s potential, helping to ensure later success in school and in life.2 Children participating in early childhood education develop better language skills, score higher on school-readiness tests and have better social skills and fewer behavioral problems once they enter school. 3 In addition, they are 30% more likely to graduate high school and more than twice as likely to go to college.4 While all children benefit from early learning experiences, research finds that Latino children experience particular benefits from high-quality early education programs.

Early education benefits Latino children

Latino children who attended high-quality early education programs showed greater academic gains than their black and white peers.5

· Overall, Latino children who experienced high-quality early education increased test scores by 54%. Those who participated in full school-day early education programs improved test scores by 73%.6
· Latino children who participated in a high-quality early education program showed dramatic gains in cognitive and language skills, two specific areas that predict strong kindergarten readiness.7
· Latino children who are English Language Learners (ELLs) benefit greatly from high-quality early education, as it exposes them to the English language at a young age, bettering their chances for academic success.

Investing in early education opportunities for Latino children is essential

Access to and participation in early education programs becomes even more essential given today’s demographics of the Latino population. Currently, 21% of children under the age of five in the United States are Latino.8 The current population of Latino children under five is expected to increase 146% by 2050.9 Although almost one quarter of children under the age of five is Latino, they are less likely than black or white children to attend early education programs. Only 40% of Latino children ages 3-5 are enrolled in early education programs, whereas 64% of black children and 59% of white children are enrolled.10 Nationally, 80% of ELL students speak Spanish as a first language.11 Language barriers may discourage preschool enrollment, and research shows that children who speak a language other than English at home are less likely to attend kindergarten.12, 13

National Task Force report: Para Nuestro Niños, For Our Children14
A report from the National Task Force on Early Childhood Education for Hispanics says that “the most promising opportunities for raising Hispanic achievement are in the early childhood years.” The report recommends that states increase their investments in publicly funded, universally accessible pre-kindergarten programs, which have the potential to serve large numbers of Latino children. Additionally, the report recommends: (1) increasing Latino children’s access to high-quality early education; (2) increasing the numbers of teachers and language-acquisition specialists who are proficient in both English and Spanish; (3) increasing the capacity of center-based programs in Latino neighborhoods; and (4) increasing efforts to design, test, and evaluate early childhood education strategies that can strengthen the language and literacy development of Latino children. A recent report by NIEER indicates that programs that prepare early childhood educators for the classroom should provide training aimed at addressing the needs of Latino children and their families.

http://www.education.com/reference/article/Ref_Early_Latino/


Preschool Assessments: A Look Across the States
By Lesli A. Maxwell on February 14, 2012

Education Week

As participation in publicly-funded preschool programs steadily grows and pressure ramps up on states to prove that those programs are preparing low-income children for kindergarten, measuring learning outcomes of those preschoolers has become a major policy focus.

To capture how states are assessing their youngest learners, the Educational Testing Service today is releasing a review of preschool assessments currently in use. The report also delves into the challenges of assessing young learners and spells out sound practices states can consider using.
The timing of this short policy paper written by Richard Coley, the executive director of research and development at ETS, and Debra Ackerman, the lead research project manager at ETS, could be helpful to states where policymakers will be wrestling with budget decisions, as well as legislation around their early childhood programs. Early learning assessments also figure heavily into the plans of nine states that are sharing $500 million in federal grants through the Race to the Top Early Learning Challenge.
Of course, there is hardly universal agreement on how best to evaluate young children's school readiness even as states begin trying new approaches.
The authors looked at 50 pre-K programs in 40 states for their report and found that many of them use an observational approach to gauge what children are learning by observing them on a day-to-day basis while they are engaged in their usual preschool activities.
A few states—Alabama, Alaska, Nevada, and Virginia—use direct assessments to show whether a child has met a specific skill such as recognizing a letter in the alphabet. The authors caution that this approach, while reliable and valid, may not give a full picture of what a child's skills are or the quality of the program they are enrolled in. A number of states use a combination of observation and direct assessment.
Whatever the method for assessing young children, Coley and Ackerman spell out four key criteria for policymakers to weigh when choosing an assessment approach:

1. The measure must be used for the purpose for which it was designed. 
2. The measure has to be valid and reliable. That's assessment lingo which means that the scores on a test are appropriate for a particular purpose (valid) and that the scores tend to be consistent on two or more occasions of testing (reliable). 
3. The kind of training and support that will be required for the adults who administer the assessments and then interpret their results is key.
4. Time, cost, and personnel resources required to do the assessments, score them, report them and interpret them.

http://blogs.edweek.org/edweek/early_years/2012/02/the_state_of_preschool_assessments.html?cmp=ENL-EU-NEWS2


PARENT AND FAMILY INVOLVEMENT

The Latino Gap: Moms & Daughters Learn Keys To College Success

The Arizona State University Hispanic Mother Daughter Program helps create college bound Latinas, & smarter moms.

By Nadine Arroyo Rodriguez

Wednesday, January 25, 2012 





Hispanic students perform poorly on state tests and have lower graduation rates than Whites and Asians. In this series, the Fronteras Desk explores the Latino education achievement gap and finds some educators with innovative solutions.

PHOENIX — Denica Gonzalez and her mother Reina have a strong relationship. They sing in the church choir, they go shopping together, and they spend time in Denica’s room. They talk about school, friends, music, and the future of the 18-year-old high school senior from Mesa, Arizona.

One more thing she and her mother participate in together is the Hispanic Mother Daughter Program at Arizona State University (ASU).

“It teaches you how you can prepare yourself for college, with your résumés, how to do it,” Denica said.

The Hispanic Mother Daughter Program started in 1984. It’s one of three programs in the Southwest. The other two are at the University of Texas-El Paso and in Austin. The program brings girls in as early as 8th grade and it’s competitive. Hundreds apply, but at ASU, only 140 are accepted.

“Because the program has been around for a long time, people are very familiar with it,” said Anita Tarango, who oversees the ASU program. “And they know our success and the impact that the program has made in many families.”

The students attend workshops at the university campus. They learn everything from time management and leadership skills, to creating career plans and public speaking. And they must attend all the workshops with their mothers. 

Without that involvement, the girls would flounder, Tarango said.

“Having someone in your family who can guide you through the process, I think it’s very important that these girls have that,” she said. “And that their families get on board.”





By Nadine Arroyo Rodriguez 

Denica Gonzalez (left) with her mother, Reina.

More than half of the girls who enter the program end up attending college. And there’s been an unexpected outcome: Mothers not only want to support their daughters’ quest for college, many want to go to college themselves. 

Denica’s mom, Reina, who stopped school at 8th grade, is one of them.

“As they say, there’s no age limit to school,” Reina tells her daughter, in Spanish, as she smiles.

Denica’s says she’s all for it.

“She’s like getting a second chance to also go to school,” the daughter said. “That’s why she was so happy about it too.”

Program organizers don’t focus on the mothers. But recognizing an opportunity, they’ve created a “how to start school” session as part of the workshops for the moms. And already a handful of parents have gone back to school, and actually graduated from college alongside their daughters. 





By Nadine Arroyo Rodriguez 

ASU Hispanic Mother Daughter Program workshop.

“They get exposure to not only the workshop topics, but the actual physical place of ASU,” said Tarango, the program director. “They start to see themselves as university students.”

Alex Trillo is a professor of sociology and Latino Studies at Saint Peter’s College in New Jersey. He’s written on the issue of Latino educational achievement and is part of a federally funded project to increase Latino college attainment. He says this is just the first step in a long process.

“We want to look at these programs as moving in the right direction, but not let ourselves get too comfortable and realize that there’s still a little bit more work to be done,” Trillo said.

The goal is to get students to believe in themselves and achieve more.

“We want to inspire people to think about more competitive schools and get involved with more competitive programs,” the professor said. “I think that’s the important next step once folks really start benefiting from the kind of program that we’re talking about today.”

http://www.fronterasdesk.org/news/2012/jan/25/latino-gap-mom-daughters-learn-key-college-success/


ACADEMIC PREPARATION/ACHIEVEMENT

Are Too Many California Kids Labeled English Language Learners?

By Ruxandra Guidi
Friday, January 13, 2012 

Restless little kids played outside during mid-morning recess, chasing each other and bouncing balls at Thurgood Marshall Elementary in Chula Vista.

Of the more than 700 students, about a third are Latino.

Most of these Latino kids were tested in kindergarten and classified by the school as English Language Learners (ELL). Since 1998, California has done away with a single standard for bilingual education and has instead put ELL students in a wide variety of English Immersion classes. It is then up to each school district, and each particular school to tailor programs for ELL students.

After recess, a dozen third graders sat in a half-hour English refresher class. Half of them practiced spelling out loud while the other half were at computers with headphones on. Technology has been an important tool for teachers like Terri Martinson, who has taught at Thurgood Marshall for 22 years.

“For 30 minutes every day, they go on the computer and it’s personalized for them," she said. "That has been a huge help for us."





By Ruxandra Guidi 

A child plays in the playground of Chula Vista's Thurgood Marshall Elementary School during recess.

But not all these English Learners in this class were kids from immigrant backgrounds. 

"In fact, one or two of the students in the group today are English speakers, but they have a very limited background and their vocabulary is very limited," Martinson said. "So we are also giving them extra support.”

Among educators, there is growing controversy over the number of kids who end up tested and classified as ELLs, segregated into different classes for extended periods of time. 

There are an estimated 1.6 million ELL students in California and most schools lack ways to track ELL progress. But last year in the statewide English test, only one in 10 reached proficiency levels. While ELL students are be growing in numbers, in other respects, they are being left behind.

The Borundas are a Mexican-American family, living just a couple of blocks away from the Thurgood Marshall School. Sons Nicholas and Alexander both were classified as English Language Learners.

“I've got like four or five friends that are Mexican, but they don’t speak Spanish," explained Alexander. "Sometimes we speak a little bit in Spanish, a few simple sentences, but that’s all.”





Second graders at Thurgood Marshall Elementary School in Chula Vista practice their English skills with an interactive video program.

Their father Alfredo Borunda said he was surprised when he found out his kids were classified as ELLs a couple of years ago; they came home from school with questionnaire results needing to be signed.

“One of their questionnaires included questions about what languages were spoken at home, and we answered that we spoke Spanish at home," Borunda said. "So that’s why they were classified as English Learners.”

Borunda said his kids score very well on language skills and are even part of the GATE program, for gifted and talented students. By being classified as ELLs, he worries that his kids could be losing access to the best classes and end up being discriminated against for speaking Spanish. In fact, Borunda's older son has since been reclassified as a fluent English speaker.

Sitting in his office, Thurgood Marshall School Principal Chris Gunnett defends the program. He said the extra attention given to the school’s large ELL population has boosted test scores and helped his school’s overall Academic Performance Index jump to 908—way above the state’s target of 800.

“I think it’s a piece to help the children," he explained. "We have multiple ways to address that — Dual Immersion programs, we have bilingual programs, Structured English Immersion. But we have a variety because we want to provide that for our parents, and the children.”

The bottom line is that there are powerful budgetary reasons for schools to keep ELL classes the way they are. According to a 2005 state audit, California schools earn an average of $448 of federal and state money per English Learner, per year.

http://www.fronterasdesk.org/news/2012/jan/11/too-many-california-children-classify-english-lang/
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Dr. Lorelle L. Espinosa, a Senior Analyst at the Abt Associates policy research organization, writes about the national imperative of building and sustaining a diverse STEM pipeline.

It Just Doesn’t Add Up: Barriers to STEM Higher Education

by Dr. Lorelle L. Espinosa, January 26, 2012

Diverse: Issues In Higher Education

A small flurry of conversation on Twitter and elsewhere followed a recent proposal by two university presidents that students seeking science, technology, engineering and mathematics, or STEM, degrees pay more tuition than those in other academic majors. While it’s not surprising that public college presidents — and indeed other policymaking officials — are seeking new and creative ways to augment an ever-dwindling stream of funds to their institutions, passing expenses on to students and their families in the form of increased tuition is damaging on many levels.

Of course, this scenario is not new. As readers know all too well, most colleges and universities have been increasing tuition by several percentage points each year, outpacing both inflation and median family income growth. According to the most recent College Board report on higher education financing, in-state tuition and fees at public four-year institutions has increased by an average of 5.6 percent each year over the last decade.

And while there is no reason to expect that this trend will end in the coming years, policymakers must take extreme caution when considering a disproportionate increase for STEM majors for two important reasons.

First, at a time when our nation desperately needs to increase its degree productivity in STEM for the sake of innovation, economic growth and global competitiveness, placing yet another barrier to higher education access and degree attainment in these fields will surely lead to further declines. The Department of Commerce and National Economic Council’s January report is the most recent in a series of clarion calls (under both Republican and Democratic administrations) pointing to an America that is losing its competitive edge in scientific and technological innovation — a key driver of wage and job growth. The report outlines three key areas for continued, significant investment, of which one is education.

Second, the need to keep higher education affordable is paramount if we are to see more students completing STEM degrees. As research in higher education has shown time and time again, the two most significant predictors that a student will not complete college are cost and academic preparation. While colleges and universities bear influence over both these factors, institutions have the most control over strategies to lessen the cost barrier.

If cost is a barrier to the average college-goer, it is even more so for students from underrepresented backgrounds who often come from low-income families. And as I’ve said here many times, while we cannot afford to turn away any student from seeking a STEM degree, institutions must be especially diligent to remove policies that turn underrepresented students away from enrolling in their STEM programs.

The reason is this: If we do not bring women, racial and ethnic minorities and low-income students into the fold, we will surely never meet America’s growing demand for STEM talent. As just one illustration of a single untapped talent pool, colleges and universities enrolled the highest ever number of Hispanic students in 2010 — more than 12 million. And yet this group continues to be underrepresented in science and engineering education and jobs. The many states looking to turn around a stagnant or declining economy by increasing their STEM workforce cannot afford to overlook their Hispanic population.

Let me address one final piece of this puzzle: the argument that since STEM grads find jobs more easily and earn higher wages than non-STEM grads (see the most recent report out of the Georgetown Center on Education and Workforce), they should pay more tuition.

This is flawed argument for a number of reasons, including the tendency to view STEM education as an individual benefit when it is actually a public good.

The argument for public and private investment in STEM education has long (and rightly) departed from this notion of individual benefit. It’s quite simple: We ALL need an America that out-innovates other countries for the sake of our economy at large. And, we ALL need this same innovation for improved health and health care, a sustainable food supply and environment and technologies that improve our everyday lives.

While STEM education may be an individual benefit, it is most assuredly a public good. For the benefit of our society at large, let us treat it as such and work to remove barriers that keep students from pursuing STEM fields.

Dr. Lorelle L. Espinosa, Senior Analyst at Abt Associates, writes about the national imperative of building and sustaining a diverse STEM pipeline.
http://diverseeducation.com/blogpost/373/it-just-doesn-t-add-up-barriers-to-stem-higher-education.html


Research Finds High School Rigor Tied to Success in College

By Caralee Adams on February 3, 2012 8:25 AM 

Education Week

Bolstering the push to improve college- and career-readiness in high school, researchers say they have new evidence that more rigorous courses do indeed help the odds for student success — especially for disadvantaged youth and those attending disadvantaged schools.
An article in the American Educational Research Journal this month looks at the courses high school students took and how that affected high school graduation, as well as entry to and advancement in postsecondary education. Using panel data from a census of public school students in Florida, authors Mark Long, Dylan Conger and Patrice Iatarola demonstrate a strong case for the benefits of requiring students to take challenging courses.
The researchers found that students who took Level-3 math courses by 10th grade had higher test scores, were more likely to graduate from high school, and were more apt to attend a four-year college. The same advantage was evident for those who took rigorous classes in English, science, social studies or a foreign language. Across the five subjects, taking a rigorous course raised the likelihood of attending a four-year college by 7 to 9 percentage points and two-year college by 2 to 4 points. It also translated into raising student's college GPA and the number of cumulative credits they earned.
(The authors used propensity score matching, based on 8th grade test scores, student characteristics and school effects, within groups of students.)
The paper concludes that taking a rigorous class, across subjects, is advantageous at any point in high school, but is even stronger if taken in 9th or 10th grade. While most relationships were the same across demographic groups, Hispanic, African-American and poor students experienced a slightly higher increase in high school graduation rates when they took a rigorous course by 10th grade.
While these courses may produce better educational outcomes, the authors note that an unintended consequence could be stressed out and overworked students. The paper finds diminishing returns for students already taking hard classes; the best gains are among students from disadvantaged and high-poverty schools. They suggest a possible approach may be to shift students from taking no rigorous courses into taking some, while avoiding going overboard for those with already demanding course loads.
An abstract of the article, "The Effects of High School Course-Taking on Secondary and Postsecondary Success" can be found here.
http://blogs.edweek.org/edweek/college_bound/2012/02/bolstering_the_push_to_improve.html?cmp=ENL-EU-NEWS2


Diverse Questions About AP

February 9, 2012 - 3:00am 

By Mitch Smith 

Inside Higher Ed

Despite efforts to offer college-level courses to more high schoolers, new data show 80 percent of black graduates whose PSAT scores suggested they could have succeeded in an Advanced Placement courses never enrolled in the classes.  That rate drops to about 40 percent for Asians and 60 percent for whites.

Those statistics, which one AP executive called “powerful” and “haunting,” suggest there’s work to be done in enrolling students – particularly members of some minority groups -- whose test scores say they are prepared but who still don’t take AP classes, say College Board officials. Often, those courses aren’t offered at their high schools.
The College Board, which administers the AP exams, announced in its annual report Wednesday that test-taking rates continue to grow. About 900,000 graduating seniors (or 30 percent of the nation’s graduates in 2011) had taken at least one AP exam, compared with 430,000 in 2001 and 850,000 in 2010.

Students who receive a score of three or higher on the exams’ five-point scale often receive college credit and can skip introductory classes when they arrive on campus.
But as the number of test-takers grows, so does the number of students who fail by scoring a 1 or 2. Among public school students, 43.8 percent of test takers received a 1 or 2 last year. That’s a 0.1 percentage point drop from 2010, but a marked increase over the 39.1 percent of students who failed in 2001.
Those trends are more pronounced in non-Asian minorities, who are taking and failing the tests at a much higher rate than a decade ago. Nearly three-fourths of black students failed their exams in 2011, along with 58 percent of Native Americans and 60 percent of Hispanics. Compare that with the 35 percent of Asian Americans who scored a 1 or 2.
But there are signs of progress. Some states have already achieved equitable representation of Native Americans and Hispanics among test-takers, and more than 600,000 tests were taken last year by low-income students. Also, while the percentage of non-Asian minorities failing tests has gone up since 2001, so too have the raw numbers of those minority students who are passing.
Still, Asian Americans and whites continue to dominate the test-taking pool, as do students on the East Coast, prompting criticism that AP isn’t doing enough to give disadvantaged students a chance.
The seven states with the highest percentage of 2011 graduates passing at least one AP test all border an ocean. Of those, only California was on the West Coast.
More than a quarter of graduating seniors in Maryland, New York, Virginia, Massachusetts and Connecticut last year had passed an AP exam. That’s more than three times the rate with which seniors graduated with AP credit in Missouri, North Dakota, Nebraska, the District of Columbia, Louisiana and Mississippi.

But while the data suggest large numbers of students of all races aren’t taking AP classes they could probably succeed in, closing the gap isn’t as simple as adding a section of college-level history class at every high school in the country.
Trevor Packer, the College Board’s senior vice president for AP and college readiness, said it’s often hard to know when schools should offer more AP courses. While PSAT scores show many black students who could succeed in an AP class aren’t enrolling, just under 75 percent of those who do take an AP test fail. Though less drastic, similar trends hold true for other non-Asian minorities.
But Robert Schaeffer, public education director for FairTest, says those numbers show that the College Board needs to do more. With so many minority students not signing up for AP classes they could probably pass – and so many others failing at high rates – Schaeffer said the College Board should be doing more to subsidize AP programs in low-income schools.
FairTest, an advocacy group for fair standardized exams, is not against AP classes. But in the current model, Schaeffer said, the tests are increasing the advantages of wealthy students and making it harder for students in poorer schools to succeed.
In a 30-minute conference call with reporters, Packer said the College Board recognizes and is troubled by the statistics that say some minority groups are underrepresented in AP classrooms and often struggle when they do enroll.
And at schools where teachers aren’t equipped to teach college-level material and where students might not be prepared for the classes, Packer acknowledges that money might sometimes be better spent getting students ready for the advanced material.
Even more difficult is reconciling data that on one hand says some minority groups are failing AP tests at growing rates and on the other says many qualified minorities aren’t enrolling in the classes.

Read more: http://www.insidehighered.com/news/2012/02/09/ap-enrollment-grows-along-questions-privilege#.TzS-TnHy4U0.facebook#ixzz1m2K9hHQC


Eligible Students Missing Out on AP

More tests being taken, but passing rate falls

By Caralee J. Adams
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Published Online: February 8, 2012

Education Week

In all but four states, more public school students in the class of 2011 took and passed at least one Advanced Placement exam—18.1 percent on average nationwide—up from 16.9 percent for graduates the year before, according to a report released last week. 

Yet the 8th annual "AP Report to the Nation" shows that many students who had the academic potential to succeed in AP didn’t take exams, either by choice or because they attended a school that did not offer the subjects. 

This year’s report by the College Board analyzes data from the Preliminary SAT/National Merit Scholarship Qualifying Test and found that of the 771,000 students in the class of 2011 who scored well enough to be considered ready for AP, nearly 478,000 (62 percent) did not take an AP exam for which they were recommended. 

"These data confirm the need to continue expansion of AP opportunities for prepared and motivated students, because hundreds of thousands of U.S. students have indeed been academically ready for the challenge of an AP course but lacked the opportunity, encouragement, or motivation to participate," said Trevor Packer, the senior vice president of AP and college readiness for the College Board, in a written statement.

The gap in ability versus participation was even greater for most groups of minority students. Of the white students recommended for AP, 61.6 percent did not take an AP subject, while 42.1 percent of Asian-American students did not take it. Yet 79.4 percent of African-Americans, 70.4 percent of Hispanic/Latinos, and 73.7 percent of American Indian/Alaska Natives did not take the recommended AP subject. 

Although the number of minority students taking AP courses is increasing overall, they are still underserved in AP classrooms compared with their proportion of the school population, this year's report shows.

Math, Science Weakness

When it comes to performance of all students in last year's class, the percentage that received a passing score of 3 or higher was 56.2 percent, 0.1 percent higher than the class of 2010. Still, it was down from 2001, when 60.8 percent passed. 

AP tests are graded on a scale of 1 to 5. A score of 3 is considered a minimum passing score for predicting success in college, according to the College Board, the nonprofit based in New York City that sponsors the courses and exams.

Student success in passing AP science and math exams such as chemistry, biology, statistics, and calculus dipped slightly in this year’s report as the number of test-takers grew.

For math, there was a 5.7 percent increase in students taking the tests, but a 4.9 percent increase in those passing. The percentage of students passing AP math exams dropped from 57.3 percent to 56.9 percent from the class of 2011 compared with the previous year’s class.

For science, 8.8 percent more students took the AP exam, and 7.7 percent more received a 3 or higher score, dropping the overall passing rate from 49.8 percent to 49.3 percent from the class of 2011 compared with that of 2010.

In the overall state breakdown, Maryland led with 27.9 percent of its graduates participating in AP and scoring a 3 or higher. New York, Virginia, Massachusetts, and Connecticut rounded out the top five states. 

http://www.edweek.org/ew/articles/2012/02/08/21ap.h31.html


TEACHER QUALITY/PREPARATION

The Stigma of Low Expectations

By Peter DeWitt on February 12, 2012 11:00 AM 

Education Week

"We underestimate students when they fall short of expectations because they don't understand the school game and we determine that they lack motivation. " Carol Ann Tomlinson
Recently, I read another great article in Educational Leadership by Carol Ann Tomlinson. Carol co-authored the article with Edwin Lou Javius which focused on teaching up in the classroom (Teaching Up). Teaching up is about providing high quality educational experiences to all students, not just the ones that teachers feel excel in school. 
Their concern is that many students who enter the classroom can learn more than they are expected to. Often teachers have low expectations for some students, especially those who had a history of struggling, living in poverty or are transient. Those students are often separated into smaller ability groups for more direct instruction. 
Separating students by ability is often done in K-12 settings. It happens in schools when students take electives and advanced placement classes, but it also happens within elementary classrooms when teachers do ability grouping. Tomlinson and Javius say, "The logic behind separating students by what educators perceive to be their ability is that it enables teachers to provide students with the kind of instruction they need." 
So what is wrong with that? Shouldn't educators work with groups by ability so they can help students close the gap? Tomlinson and Javius are concerned that ability grouping may further widen the gap between struggling learners and those who excel. "All too often, however, students in lower-level classrooms receive a level of education that ensures they will remain at the tail end of the learning spectrum." This often reminds me of the Roach Motel. You can get in but you may never get out. 
In order to understand where Carol and Edwin are coming from in the article, you must understand one of the major initiatives of the Association of Supervision and Curriculum Development (ASCD), which is the Whole Child movement. The Whole Child initiative centers around the idea that schools cannot teach to one type of learning style, they must take the whole child into account. 
Teaching up and Whole Child sound like common sense but unfortunately they do not happen in all classrooms. There are a variety of reasons, such as teachers who have high class sizes, administrators who are unsupportive and difficult, or an over focus on high stakes testing. In an effort o meet increasing accountability standards and getting used to teaching the Common Core State Standards which is a shift in thinking for teachers, the true gifts of a child are not always observed in the classroom. 
In addition to the idea that students may get tracked into one type of program that they will never escape, there is a stigma that comes along with that. It is the stigma of low expectations that teachers have with students. Low expectations can plague classrooms, especially if students do not do well on high stakes testing. If a student receives a 2, they may be seen as a "2 student" year after year. The interventions they receive may not always help them achieve at the level that they could. Educators understand that test scores can follow a student worse than discipline referrals from the principal's office. If a student is seen as a 2 they may never be able to break out of that label until it is far too late and they have left the school system with a negative attitude about schools. Who would blame them for doing so? 

"We underestimate students when they come to us with skills and experiences that differ from the ones we expected and we conclude they're incapable of complex work" (Tomlinson and Javius). The reality is that children need equal access to resources which allow them exposure to real-life experiences. Those two key ingredients will help most students. "When lower-performing students experience curriculum and instruction focused on meaning and understanding, they increase their skills at least as much as their higher-achieving peers do" (Tomlinson and Javius).
It is important for educators to make their own judgments on students and making sure those judgments are based on good data. In addition to the data it is important to provide a classroom environment that will ensure that even the neediest students get an opportunity to stretch their learning and truly show what they know. 

The following are some other suggestions by Tomlinson and Javius:

1. Accept that human differences are not only normal but also desirable. 
2. Develop a growth mind-set. The greatest barrier to learning is often not what the student knows, but what the teacher expects of the student 
3. Work to understand students' cultures, interests, needs, and perspectives. 
4. Create a base of rigorous learning opportunities. 
5. Understand that students come to the classroom with varied points of entry into a curriculum and move through it at different rates. 
6. Create flexible classroom routines and procedures that attend to learner needs. 
7. Be an analytical practitioner. 
http://blogs.edweek.org/edweek/finding_common_ground/2012/02/the_stigma_of_low_expectations.html?cmp=ENL-EU-VIEWS2


Connecticut Approves Teacher Evaluation Reform Tied to Student Achievement

By Mary E. O'Leary, New Haven Register, Conn. (MCT)

Published Online: February 13, 2012

Education Week

Connecticut Friday became the 14th state to adopt an evaluation system for teachers and principals tied to student achievement, a milestone that will lay the foundation for a waiver from No Child Left Behind mandates and advance a major educational reform agenda. 
Teachers, principals, boards of education and advocates for change came to an agreement on the standards in late January after an intense push by the new commissioner of education, Stefan Pryor.
The state Board of Education adopted them officially at its meeting Friday. 
Evaluations for teachers will include: 45 percent tied to student advancement with one-half of that based on results of standardized tests; 40 percent reflecting observations of performance and practice; 10 percent to peer or parent feedback surveys and 5 percent to student feedback or the whole-school achievement. 
Principals’ evaluations also will use the 45 percent standard tied to student achievement with one-half reflecting standardized tests and the other half determined locally; 40 percent to observations of performance; 5 percent to teacher effectiveness outcomes and the rest to staff, community, and/or student feedback surveys. 
Specific guidelines on evaluations will now be developed for a 4-level rating system: exemplary, proficient, developing and below standard and the system is expected to be in place by July 2013. 
Gov. Dannel P. Malloy has introduced a far-reaching education reform package for legislators to consider over the next three months with funds for additional alternative schools, upgraded teacher preparation programs and most of the $128 million in funding targeted at the 30 lowest performing school districts. These local systems educate 41 percent of the students in the state and have 37 percent of the teachers. 
Connecticut has the highest achievement gap between its low-income and minority students with their mainly suburban counterparts. 
The teacher and principal evaluations are tied to the accountability required by No Child Left Behind and competition for federal Race to the Top funds, which Connecticut has failed to land in three attempts. 
Malloy has proposed $2.5 million for teacher and principal evaluations and $5 million for outside professional guidance and training for leaders within the system to become future principals. 
Andrea Johnson, president of the Hartford Federation of Teachers, which has 2,400 teachers, addressed the state Board of Education at its meeting Friday to criticize the evaluation proposal as not taking into account one important factor: poverty. 
She said the achievement gap begins before poor students come to school and leaving out the socio-economic factors that hurt them is a major gap.In 2011, the National Center for Teacher Quality gave Connecticut a C- for delivering well-prepared teachers; C+ for expanding the pool of teachers; D for retaining effective teachers and D+ for helping ineffective teachers. 
The most controversial portion of Malloy’s agenda is a change in tenure that will need legislative approval. In his state of the state message this week he said tenure now is “too easy to get and too hard to take away.” 
Under his plan, teachers could get tenure in 2.5 years with two exemplary evaluations or in four years with three exemplary reviews. They would have five years total to get tenure or find another profession. Teachers now can obtain tenure in four years, but the criticism has been a lack of rigorous evaluation. 
“I think most teachers can expect good evaluations because most teachers are good,” Malloy said in an interview with the New Haven Register on his reform package. 
He said the new evaluation system builds in assistance for struggling teachers to come up to par. 
“You will get all the help you need to turn around your performance, but if you are unable to do that, then you get separated,” Malloy said earlier this week. 
The governor is also looking to raise the standards of students entering the teaching profession by offering financial incentives for top performers and upgrading the minimum qualification to a B+ average in course work, rather than the current B- requirement. 
“We think teachers should be counseled out of teaching early in their collegiate careers if they are not the right candidates for it. We are going to put a lot of pressure on our state university system to do just that,” Malloy said. 
He estimated the new system for evaluation and tenure will take two years to build out.

http://www.edweek.org/ew/articles/2012/02/13/21mct_cteval.h31.html?tkn=MLRFXeikvzkdG2UZ1d2S4udtDp%2BiV995O1m3&cmp=ENL-EU-NEWS2


Commentary
It's Time for New Ideas in Teacher Training 

By Doug Lynch

Published Online: February 7, 2012

Education Week

There's been a lot of buzz lately about ventures such as High Tech High's Graduate School of Education in San Diego and Relay Graduate School of Education in New York City.
These private schools of education, associated with charter schools and other reform efforts, are issuing master's degrees and promoting a clinical model of teacher education in which most learning occurs in the same place where teachers do their jobs—a classroom full of kids—rather than through traditional college coursework.
Some of the talk about these schools has been positive, and a lot of it—particularly from academics who teach in traditional schools of education—has been negative. But just about everyone agrees that, for good or for ill, these schools represent something new and innovative, a radical departure from traditional graduate education.
That conventional wisdom is wrong.
Higher education embedded in the workplace may be new to the field of teacher training, but otherwise it's nothing new at all. It's been going on for decades.
Corporate America has known for a long time that when it invests in educating its workers, they not only perform better, they are happier in their jobs and stay in them longer. And corporate America has gotten quite sophisticated at doing this. There are now thousands of "corporate universities," and many have faculty and budgets that rival those of traditional schools.

"When it comes to employer-sponsored clinical education embedded in the workplace, the world of teacher training has simply come to the party late."
Although the spectrum of corporate education includes entities such as Hamburger University (run by McDonald's), many corporate universities could put a top business school to shame—for example, GE's management-development campus in Crotonville, N.Y., which in 1989 lured former dean Steve Kerr from the University of Southern California's Marshall School of Business to become the nation's first chief learning officer. At least a couple dozen corporate universities are accredited by regional authorities to award degrees.
Moreover, the clinical model of teacher training at High Tech High and Relay follows the model of professions like medicine or dentistry—a strong liberal arts education is followed by a professional school program that focuses heavily on clinical training in the presence of experienced mentors.
So High Tech High GSE and Relay GSE aren't untried innovations. When it comes to employer-sponsored clinical education embedded in the workplace, the world of teacher training has simply come to the party late.
I find it troubling and myopic, then, that so many people who work in teacher education see these programs as something radically new and seem threatened by them. Here in education, we always seem to be about a generation behind other sectors of the economy when it comes to trying new things and instituting new practices.
Some might argue that this reluctance to adopt innovation is reasonable because we need to be conservative when we're deciding how to educate our most precious resource, our children. On the contrary, the American reality of failing schools, stagnant test scores, and fading international competitiveness ought to instill in us a sense of urgency. 

Doug Lynch is the vice dean at the University of Pennsylvania Graduate School of Education, in Philadelphia.

http://www.edweek.org/ew/articles/2012/02/08/20lynch.h31.html?tkn=OPOFD1UFAuRxHc0Jdv%2Biy7E4sGICL55PvyYg&cmp=ENL-EU-VIEWS1


Panel to Assess Methodology for Judging Teacher Prep

By Stephen Sawchuk
Published Online: February 21, 2012
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Education Week

A variety of methods for evaluating teacher education programs will be weighed for their methodological rigor, accuracy, and utility as part of a new research project recently launched by the National Academy of Education and George Washington University.

The new project is at least partly a reaction to a controversial review of every teacher education school in the country that is now being conducted by the Washington-based National Council on Teacher Quality and U.S. News & World Report.

The chair of the academy project's steering committee, Michael J. Feuer, has been among those raising concerns about the methodology of the NCTQ review—though he insists it is not the only impetus behind it.

"As we've shaped and framed this project, we understand the issue is broader, deeper, and worthy of attention regardless of what NCTQ is planning to do," said Mr. Feuer, the dean of GWU's school of education. "Our purpose here is to think systematically about the different mechanisms that exist or could be invented, possible hybrid approaches based on existing models, and whether these approaches, separate or together, could serve multiple purposes."
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MICHAEL J. FEUER is concerned about the quality of evaluations.

For instance, he added, the project will consider what information on program quality might be useful for prospective students, for the general public, and for institutions, to help them improve the curricula of teacher training.

Project investigators will likely examine such measures as:

· Teacher-college accreditation;

· Value-added approaches that determine how program graduates are faring at raising students' academic achievement;

· Teacher-performance assessments; and

· Syllabus studies, which form the basis of the NCTQ review.

Several of those methods are fairly new. Their validity, reliability, and how they might shape teacher education are the subject of much debate, even as they garner interest in the policy community.

The U.S. Department of Education, for one, is among those pressing for changes to teacher education. The agency wants to compel programs to provide more information on the effectiveness of graduates and the kinds of schools in which they're placed. It has begun to use the rulemaking process to rewrite federally required reporting for teacher colleges in favor of such measures. ("Negotiators Debate Reporting Rules for Teacher Preparation," Jan. 25, 2012.)

Broad Landscape

The steering committee will commission several research papers, a policy brief, and presentations for teacher educators. It aims to release the first products this fall.

One challenge will be finding measures that are applicable across programs. Teacher-preparation programs, both within and outside of higher education, have very different coursework, curricula, and student-teaching requirements, and, to an extent, they serve different populations and markets.

The project's steering committee also consists of Deborah L. Ball, dean of the education school at the University of Michigan, and Brian Rowan, a professor of education from the same school; Robert Floden, an education professor at Michigan State University; Lionel Howard, an assistant professor of education research at George Washington University; and Jeanne M. Burns, the associate commissioner for teacher and leadership initiatives for the Louisiana board of regents.

Kate Walsh, the president of the NCTQ, expressed skepticism at the project's timeline. She said her group's review took seven years and 10 pilot studies to prepare.

"And we're a pretty nimble organization," she said. "I can't imagine how long it will take academia. Good luck to them."



press release 

Bold Commitments Aim for Dramatic Increase in STEM Teacher Corps

--U.S. Secretary of Education Arne Duncan Urges Partners to Raise Bar on STEM Education --New Donor Brings 100Kin10 Fund to $24 Million. New Online Registry Facilitates Applications to Fund 

WASHINGTON, Feb. 21, 2012 /PRNewswire via COMTEX/ -- In a dramatic response to the nation's critical shortage of science, technology, engineering, and math (STEM) teachers, more than 115 organizations gathered at Google's Washington, D.C. offices have committed to bold, measurable plans to recruit, train, hire, develop, and retain 100,000 new, excellent STEM teachers in the next decade.

With the addition today of a $1.5 million pledge from CA Technologies, the partners' commitments to STEM teachers are now backed by a $24 million fund pledged by 15 donors who also include: J.P. Morgan Chase, Google, The Dow Chemical Company, Carnegie Corporation of New York, NewSchools Venture Fund, and the S.D. Bechtel, Jr., Boston, Michael and Susan Dell, Freeport McMoRan Copper & Gold, Bill & Melinda Gates, Greater Texas, Heising-Simons, William and Flora Hewlett and Charles and Lynn Schusterman Family foundations. 
The organizations taking action as part of the 100Kin10 partnership range from museums to universities, teacher residencies to school districts, non-profits to high-tech corporations. 100Kin10 is dedicated to ensuring that all children have access to excellent STEM learning, so that they can acquire the STEM literacy necessary to be full participants in our economy and our democracy. Today's first-ever partners' meeting will allow organizations from different sectors, with proven but widely varying approaches toward boosting the number of STEM teachers, to collaborate toward shared goals. 
In his remarks to the 100Kin10 partners, U.S. Secretary of Education Arne Duncan, said, "Engaging and preparing the next generation of STEM leaders, innovators and entrepreneurs is key to preserving U.S. competitiveness in today's global marketplace. It's also key to solving the problems, seizing the opportunities, and improving the quality of life in our interconnected world." 
Secretary Duncan continued, "But, to create a new generation of diverse STEM leaders, we must first dramatically increase the numbers of talented, inspiring and diverse STEM teachers, in every school in America - especially our highest need schools." 
To facilitate the submission of proposals by partners seeking funding to implement their 100Kin10 commitments, the initiative's 14 funders have established an online registry to help simplify the funding application process. The online registry, developed by the Bill & Melinda Gates Foundation, will also allow easy access by those who have committed financial support to view all the submitted proposals and align requests with respective funding cycles. The registry is at www.100kin10registry.org . 
"We believe the 100Kin10 Registry greatly leverages technology for philanthropic collaboration. A simplified, more efficient application process not only increases access by partners to funders, but also improves the ability for foundations and other donors to examine investment opportunities and better coordinate efforts with each other," said Jeff Raikes, CEO of the Bill & Melinda Gates Foundation. 
"The country's future economic well-being is contingent in large part on how well we address challenges like high health costs, energy independence, and climate change," said Talia Milgrom-Elcott, program officer at Carnegie Corporation of New York who, with Maya Agarwal Lundhagen of Opportunity Equation, is leading the 100Kin10 effort. "A solution to these and other critical problems begins in the classroom. More and better STEM teachers, trained to emphasize real-world problem-solving, will provide students the intellectual foundation as well as the technical know-how they must have to navigate the world around them and become productive, innovative contributors to our democracy and economy." 
"The partners' commitments to increase the supply of excellent STEM teachers is testament to their ability and willpower," said Michele Cahill, Co-Chair of the Opportunity Equation and Vice President for National Programs, Carnegie Corporation of New York, which is coordinating the funders' collaborative. "But many more innovative and audacious organizations must join if we are to reach our goal." 
The more than 100 partners have each made commitments toward the initiative's goal. Several of those commitments were featured at the Second White House Science Fair on February 7, 2012, such as: 
California State University will prepare 1,500 new math and science teachers annually through 2015, half of whom will teach in high-need schools for at least three years and 10% of whom will earn dual certification, addressing the needs of hard-to-staff schools. 
National Math and Science Initiative will prepare 4,000 new STEM teachers from 31 UTeach sites by 2015. 
Google will design a high-profile recognition program for the top 5% of STEM teachers nationwide. 
Teach for America will recruit 11,000 STEM Corps members by 2015 and connect other qualified applicants to additional STEM teaching opportunities. 
DonorsChoose.org will inspire 50,000 citizens to sponsor projects in math and science classrooms over the next two years, delivering $15M in critical classroom resources and helping 600,000 students nationwide. 
University of Chicago will create a framework for organizing the learning that results from "100Kin10" investments and coordinate research among partners on key questions about STEM teacher recruitment, preparation, induction, and development. 
The complete list of 100Kin10 partners and their commitments is available at www.100kin10.org , showcasing the breadth and depth of work being done to support this critical movement by increasing the supply of excellent STEM teachers; hiring, developing, and retaining excellent STEM teachers; and building the 100Kin10 movement. 

http://www.marketwatch.com/story/bold-commitments-aim-for-dramatic-increase-in-stem-teacher-corps-2012-02-21


THE ECONOMY AND GLOBAL COMPETITIVENESS

U.S. lag in science, math a disaster in the making

By William J. Bennett, CNN Contributor

February 9, 2012

CNN Opinion

Editor's note: William J. Bennett, a CNN contributor, is the author of "The Book of Man: Readings on the Path to Manhood." He is a former secretary of Education and a senior adviser to Project Lead the Way, a nonprofit organization dedicated to providing STEM education curricular programs.

(CNN) -- Almost everyone, from educators to government officials to industry experts, laments the lackluster abilities and performance of our nations' students in science, technology, engineering and math (know as STEM education).

Two indicators are particularly worrisome, especially as this country experiences greater global competition and high unemployment. American students score 23rd in math and 31st in science when compared with 65 other top industrial countries. In math, we are beaten by countries from Lichtenstein and Slovakia to the Netherlands and Singapore. In science, we are beaten by countries from New Zealand and Estonia to Finland and Hungary.

For the United States, which led the way in space after Sputnik and showed the way in technological development and economic growth for the last 40 years, this is more than an embarrassment. And, for the future of our own GDP, economic well-being, and employer and employment needs, this is a disaster in the making. If the United States wishes to remain the most competitive and innovative country in the world -- never mind just another competitive and innovative country in the constellation of industrial nations -- this cannot stand.
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William Bennett

As a report released this week from the President's Council of Advisors on Science and Technology found, "economic forecasts point to a need for producing, over the next decade, approximately 1 million more college graduates in STEM fields than expected under current assumptions."
Already, for many, the answer is to import the technological know-how that we need. There is nothing wrong with importing high-skilled labor and expanding visas and citizenship quotas for those needs we can't meet ourselves, but should we not be able to do a better job in growing and training our own citizens and students first?

President Barack Obama brought attention to the problem this week while hosting the second annual White House Science Fair. Featuring more than 100 middle school and high school students with their various inventions, the president talked not just about the economic reasons important to our success in STEM education but also our historic — indeed, founding — commitment to it:

"[T]he belief that we belong on the cutting edge of innovation, that's an idea as old as America itself. ... You think about our Founding Fathers -- they were all out there doing experiments -- and folks like Benjamin Franklin and Thomas Jefferson, they were constantly curious about the world around them and trying to figure out how can we help shape that environment so that people's lives are better.

"It's in our DNA."

To tell students already engaged in experimentation, innovation and invention that scientific knowledge is in our DNA is more than appropriate. But for too many students, it simply is not true today.

Indeed, when it comes to math and science, we don't just fail compared to other industrialized nations, we fail ourselves. Only 26% of our nation's high school seniors perform at proficient levels or above in mathematics and only 21% of our nation's high school seniors perform at proficient levels or above in science. And, when these students do enter college on a pathway toward a degree in science or engineering, nearly 40% of them switch majors in what one expert has called "the math-science death march."

To improve these numbers, and to become a nation strong in innovation again, will require a lot of work, but it is work that is doable. Here's how:

I. Front-load STEM-related teaching. Tap into children's natural curiosity and teach it earlier in school, and recognize subjects like math and science are as important as English. One recent story out of Chicago showed the benefit to students in learning math as early as preschool, where the lessons are integrated into "story time, puzzle time, just about any time of the day."

II. Recognize that teachers, especially in the early grades, need training in math so they can integrate it as much as possible into children's school life and curriculum.

III. Do not segregate math and science classes from the rest of the school building or coursework. Turn away from the notion of specialized elementary and secondary schools whose focus is on math and science. These areas of study should be in all schools and deemed a critical part of each and every school's broad curriculum. Students who excel in these areas should not be seen as "different" or libeled as "special" or worse.

IV. Each and every class taught, where possible and relevant, should adopt forms of mathematical and scientific methods in its pedagogy, engage in practices of "building models, arguing from evidence and communicating findings" so as to "increase the likelihood that students will learns the ideas of science or engineering and mathematics at a deeper, more enduring level," as two STEM scholars recently suggested.

V. School districts and principals should avail themselves of nonprofit organizations that are dedicated to supplemental training of teachers in STEM areas. Most good teachers want additional training. And most adults cheer when students light up in these areas after they are inspired by a great teacher. Many of us have seen the Chevron commercial that shows an eighth grade student, Kaisaiah, building a robot and calling science "cool," with the help of Project Lead the Way (to which I'm a senior adviser). Enterprising organizations such as Project Lead the Way host additional training for teachers. Students who take courses from these teachers are more interested and dedicated to their coursework than those who are not. With teachers who can show the relevance and fun of STEM education, we can nurture more students to build the kind of experiments and models one sees at events such as the White House Science Fair.

We now know from study after study the value of great teachers. Quite simply, the effect of a quality teacher on a child's life is monumental. Corporations should further endow nonprofits dedicated to enhancing teachers' abilities, and school districts and principals should further utilize these auxiliary institutions.

In the end, the test of whether we should do better at teaching STEM education does not require an analysis of what our leaders of industries say they are looking for or what international tests show as our failings. It is simply this: Ask any adult not employed in a STEM area of work: "Don't you wish you studied and appreciated math and science courses earlier in school?" The answer almost always is going to be: "yes." And so, too, should it be for students now ... not adults later.

http://us.cnn.com/2012/02/09/opinion/bennett-stem-education/index.html?hpt=hp_c2


Upcoming Network Partner Conferences and Events
I am pleased to provide you the schedule of conferences and events this coming year by the stakeholder groups and organizations that comprise the Hispanic STEM Initiative network. The following is a list of just some of the partner events scheduled in 2012. As the schedule will be updated periodically, and I invite your organization to submit the details of your event so that it can be included in the subsequent issue of the Hispanic STEM Initiative Update.

	Date(s)
	Conference/Event, Theme, and Venue
	Location

	Mar. 22
	The Hispanic IT Executive Council’s (HITEC) Top 50 Latin America Awards, at the Hilton Downtown Biscayne Bay
http://www.hitecglobal.org/
	Miami Beach, FL

	Mar. 28
	Latino Education and Advocacy Days (LEAD) at California State University San Bernardino
http://lead.csusb.edu/
	San Bernardino, CA

	Mar. 29-30
	Hispanic STEM Initiative Board of Directors & STEM Education Alliance Partners Meeting
at the Café College, 131 El Paso Street, San Antonio, TX
	San Antonio, TX

	Mar. 31-Apr. 1
	13th Annual Latino Book & Family Festival
Unity Junior High School, 2100 S. Laramie Avenue in Cicero, Illinois.

For more information contact Zeke Montes at: (708) 466-6666.
	Cicero, IL

	May 31- June1
	The College Board’s Annual Preparate Conference, “Help Prepare Latino Students for Opportunity and Success in Education” at the Hyatt Regency Miami, Florida
http://www.collegeboard.com/preparate/index.html
	Miami, FL

	TBD
	Hispanic Engineering, Science and Technology (HESTEC) Week at The University of Texas-Pan American
http://hestec.utpa.edu/
	Edinburg, TX

	Oct. 10-13
	Society of Mexican American Engineers and Scientists (MAES) Symposium 2012, "A Jackpot of Opportunities”  at the (Location to be determined)
http://www.maes-natl.org/
	Las Vegas, NV

	Oct. 10-13
	Association of Latino Superintendents and Administrators’ (ALAS) 9th Annual  Summit on Hispanic Education at the Intercontinental Hotel
http://www.alasedu.net/Conferences.aspx
	Miami, FL

	Oct. 11-13
	Great Minds in STEM’s 24th Annual HENAAC Conference at Disney's Coronado Springs Resort
http://www.greatmindsinstem.org/henaac/conference/
	Lake Buena Vista, FL

	Oct. 11-14
	Society for Advancement of Chicanos and Native Americans in Science (SACNAS) National Conference, “Science, Technology, and Diversity for a Healthy World” at the Washington State Convention & Trade Center
http://sacnas.org/events/national-conf
	Seattle, WA

	Nov. 14-18
	Society of Hispanic Professional Engineers (SHPE/AHETEMS) Conference 2012 at the (Location to be determined)
http://oneshpe.shpe.org/wps/portal/national
	Fort Worth, TX

	
	
	
	
	




I hope you found this edition of the Hispanic STEM Initiative Update to be informative.
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