
he literature on minority and
indigenous children reports
that those who move from one
geographic location to another,
whether as immigrants, mi-
grants, or refugees, often

struggle in school, if they have access
to education at all.1 in urban educa-
tional settings, this struggle is more
pronounced, as large numbers of chil-
dren endeavor to attain the levels of
educational achievement deemed nec-
essary for their success. 

Wealth, Education, and Minority
Education

Worldwide, 263 million children and
youth are estimated to be unenrolled in
school, a large percentage of whom are
from ethnic, linguistic, or religious
minorities and from low-income house-
holds. Most of these live in sub-Saha-
ran Africa, South Asia, and West Asia;
and a disproportionate number are
girls.2 depending on the country and
region in which they live, educational
quality, outcomes, and resources vary
widely for these children.3

Too often, schools in impoverished,
urban, or isolated regions face an
array of difficulties.4 A disproportion-
ate number of minorities or immigrant
groups attend lower-quality schools,5

and these schools tend to also have
less-experienced teachers.6 Migrants
with language barriers also tend to do
less well in school, and few of their
teachers are bilingual.7 in the united
States (u.S.), in both public and pri-
vate education, minorities are finding
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themselves with even less opportunity
to interact with mainstream students
than in the past, which is not an en-
couraging sign.8 

Race and Poverty in the United States
The united States is a nation of

immigrants like few others, and the
contrasts between racial groups are
often stark.9 for example, almost half
of the children in the united States
live in low-income families; and al-
most half of those live below the
poverty level. Approximately one-
third of Caucasian and Asian chil-
dren, but about two-thirds of African-
American and hispanic children, live
in low-income families.10  Poverty is a
predictor, though not itself a causal
factor, of difficulties in education,
and urban and rural centers tend to
have high proportions of students liv-
ing in poverty. 

urban schools are increasingly
composed of poor children, many of
whom are immigrants. immigrant chil-
dren often suffer experiences similar
to those of disadvantaged children.11

in addition, immigrant children need
to acclimate to a new culture while
reconciling the loss of the only home
they may have known; some need to
heal from emotional and physical
scars caused by having to flee a war-
torn country, abuse, or harsh condi-
tions as they leave their homes and ar-
rive in another country.

The Council of the Great City
Schools, a large organization located
in Washington, d.C., works with
more than 11,000 urban schools and
some seven million students in the
united States. Their statistics show
that nearly 71 percent of their stu-
dents qualify for free lunch pro-
grams—a service the u.S. Govern-
ment provides to the poorest children
in the country. forty percent are his-
panic, 29 percent are black, and 19
percent are white. English language
learners constitute 17 percent of the
student population.12 Educational sta-
tistics, corrected for income level,

show that race still makes a difference
in access to resources that ensure aca-
demic achievement. 

Immigrants and Education
historically, depending on their

country of origin, skin color, lan-
guage, schooling, and perceived eco-
nomic benefit, immigrants and
refugees have been either welcomed
or considered a burden by the coun-
try to which they are relocating. in
more recent times, as conversations
about legal and illegal immigration
have intensified worldwide, negative
perceptions have increased. Looking
specifically at immigrant children in
the united States, the data show that
they are more likely to be poor, to
have less-educated parents, and to
have more language difficulties than
native-born children. for example, in
2007, 55 percent of immigrant chil-
dren, compared to 41 percent of chil-
dren of native-born citizens, were liv-
ing in low-income families.13

Regarding levels of education, data
from 2012 showed that “29 percent of
foreign-born children with a foreign-
born parent, 24 percent of native
children with a foreign-born parent,
and 6 percent of native children with
native parents had a parent with less
than a high school diploma or equiv-
alent credential.”14 This is important,
as the education level of the parents
has been found to be the single best
predictor of a child’s educational
achievement.15

one-fourth (24 percent) of chil-
dren (ages birth to 17) in the united
States today have at least one for-
eign-born parent.16 This translates
into a similar percentage of children
in schools who have at least one par-
ent born overseas,17 a number that is
much higher in urban areas. in some
of the more international cities, such
as New York, Los Angeles, and
Miami, 50 to 70 percent of students
are of immigrant heritage.18 And be-

cause of the nature of most cities,
where those who have more money
move to the suburbs, many of the
urban schools have extremely high
concentrations of students of color,
many of whom are immigrants from
low-income families.

What Works for Immigrant Children
fortunately, some schools have

achieved successes with these chil-
dren and are beginning to under-
stand what works. And what works
for the urban poor in general is not
so different from what works for im-
migrant students living in urban cen-
ters. The good news is that urban
children are just as capable of aca-
demic success as students elsewhere.
As one educator working in inner-
city detroit explained, “while many
lower-income kids of color require
different kinds of schools to succeed
than do their majority middle-class
suburban counterparts, these stu-
dents have demonstrated that they
are perfectly capable of strong aca-
demic learning and moving on to
post-secondary studies.”19

What follows is an analysis of
strategies that work in urban schools
with high poverty, high diversity, and
a significant number of immigrant
students. These principles or ap-
proaches that have universal applica-
tion are grouped around some of the
underlying causes of failure that mi-
nority students may either bring with
them to the classroom or face upon
arrival: issues with school adminis-
tration, self-confidence, motivation,
failure, curriculum relevance, and
culture. if we can address these con-
cerns, we can make school a much
friendlier place for urban students,
especially immigrants and minority
children.

Solve School Leadership Issues 
improving education for all stu-

dents begins with schools and
school leaders, not with the stu-
dents, who are not to blame for their
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circumstances. urban school dis-
tricts are notorious for having issues
with corruption, absentee teachers,
and other administrative concerns.20

Leadership problems create a diffi-
cult environment for all students,
but more so for immigrants and chil-
dren of color, who are often already
on the edge in a school system that
frequently does not accommodate
their needs. Leadership is key to en-
hancing the schooling experience for
immigrant students. While Adventist
education may do better than large
public systems in the area of leader-
ship, there is still room for improve-
ment. here are a few areas for con-
sideration:

A safe, orderly, well-disciplined
environment. Maslow’s hierarchy of
needs makes the need for a safe en-
vironment clear, but too often
school environment is not given
enough emphasis in urban schools.
Safety and order are basic prerequi-
sites for learning.21

Strong administrative leadership. if
students are to do well in school,
they need to see an administration
focused on their needs and possess-
ing a clear understanding of how to
help them learn.22 Many school re-
formers include in this the ability to
choose teachers and terminate the
ones who do not do well.

Professional, caring teachers.
Teachers of children in urban and un-
derserved areas need to feel a sense
of responsibility for their students,
and also self-efficacy about their own
abilities.23 They need to participate in
staff-development programs relating
to school improvement. Committed,
caring teachers, ideally at least some
of whom are from the students’ own
ethnic group, have been found to be
a key requirement for successful
schools.24

Build Self-Respect and/or Self-
Confidence

Many minority and immigrant stu-
dents, especially males, may not have
had good role models or positive expe-
riences in the past.25 Past failures may
further deteriorate self-confidence in
the school setting.

Adult relationships and school fam-
ily. Multiple studies in resilience litera-
ture suggest that a sense of belonging
is the only significant predictor of
school success.26 it has also been
shown that relationships with teachers
or school personnel can replace miss-
ing family support and role models.27

finding ways of helping students be-
long, such as advisory groups, is an
important part of helping at-risk stu-
dents succeed. This allows for per-
sonal advice on how to do well in life,
not just in school.28 This is especially
critical for immigrant students, who
may be exposed to the new culture for
the first time.29

Cooperative learning. The use of
cooperative learning structures is
especially powerful for urban minority
students.30 This may include peer tu-
toring or other forms of working to-
gether that build respect and team-
work, rather than competition.31

Parental involvement. When possi-
ble, parents should be encouraged to
participate in school events and ac-
tivities.32 however, immigrant parents
may find this especially difficult.
Language, education, and work
schedules are significant factors;
some may even feel inadequate, shy,
or intimidated because of their mini-
mal education background. Schools
can encourage participation by pro-
viding translators and translated re-
sources for parents who do not speak
the language of instruction, and by
learning how the cultures repre-
sented perceive the relationship
among teachers, students, and par-
ents. Schools can also engage the
family and community through part-
nerships, not only for apprenticeships
or volunteering opportunities, men-

toring, or special interest clubs but
also for building stronger relation-
ships among students, teachers, and
parents.

Increase Motivation
for many students, the traditional

values of family, church, and school
have shifted to social and peer val-
ues. This shift results in school being
irrelevant to students’ lives, and it
means that the motivation to work
hard and do well in school is lacking
and needs to be overtly explained and
inculcated.33 Motivation for some im-
migrant students may be an even
greater challenge, depending on their
background. Thus, an increased em-
phasis on nurturing interest is neces-
sary to determine the reason for the
lack of motivation. for some students,
the underlying causes of lack of inter-
est in school result from the negative
experiences and traumas experienced
in their home country prior to relocat-
ing. here are a few suggestions for in-
creasing motivation: 

Rhetoric. Talk to students about
achieving success. for example, teach
students about a work ethic by putting
up posters, slogans, and signs that
communicate tips for success. Show
them and help them experience the re-
lationship between effort and achieve-
ment by verbally recognizing their
hard work. for students whose par-
ents did not go far in school, the only
place to get ideas about how to do
well in school and in life may be the
classroom.34

Religion. faith truly does motivate
achievement. Contrary to the public
stereotype that Christians are less ac-
ademically proficient than nonreli-
gious people,35 students in Christian
schools in general, and Adventist
schools in particular, have tradition-
ally done better than students in
public schools.36 in reports from vari-
ous studies, Adventist students not
only did well, they did better than
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their ability level would have pre-
dicted,37 suggesting that there is a
link between religion and academic
motivation.

The study by Jeynes showed
clearly that the achievement advan-
tage of religious students over non -
religious students holds whether or
not the children attend religious
schools.38 Thus, there is no support
for the argument that religious
schools produce better results only
because they are small and private.
Religious students who went to pub-
lic schools still did better than their
nonreligious classmates. 

Feedback. Like anyone else, stu-
dents respond well to monitoring
and feedback. Some researchers39 are
therefore urging teachers to do more
formative assessments in addition to
testing, and less teaching. of course,
what these researchers mean is that
students do better when they have
multiple opportunities to try some-
thing, coupled with feedback on how
well they have done, ideally includ-
ing time to make corrections before
their knowledge is subjected to grad-
ing.

Incentives. School success takes
time to achieve. While some feel that
incentives reinforce a “pay to per-
form” attitude and should therefore
be avoided altogether, sometimes stu-
dents need rewards along the way be-
cause they have trouble waiting until
the end of the semester to see their
progress. And for those who are not
motivated by school, other types of
incentives or reinforcement may be
needed in the absence of the joy of
learning for its own sake. Providing
appropriate incentives can help get
students started on the path to suc-
cess.40

Trust. Teachers must provide ample
evidence that they believe in their stu-
dents.41 They should also design op-
portunities and activities to build trust
among students.42 Peer mentoring pro-
grams help students build confidence
and learn to be reliable in their re-

sponsibilities toward each other. Adult
mentoring programs provide students
with individuals in their lives who can
listen, encourage, and push them to
succeed.

Break the School Culture of Failure
Not all immigrants experience fail-

ure or failing schools, but many
schools have low expectations of im-
migrants and minority students, and
over time, this can begin to affect stu-
dents’ expectations for themselves.
Curriculum and instructional ap-
proaches employed by the school
often perpetuate these expectations. in
some schools, there is an overempha-
sis on basic skills, which can stimulate
feelings of hopelessness regarding
catching up or doing well.43 English-
language learners often are grouped
with weaker or slower students, even
though their ability may be much
greater than what they are able to
demonstrate because of their lack of

vocabulary. Breaking the culture of
low expectations is possible, and the
following have proved effective in this
regard: 

High expectations. Students who
are caught in a rut of failure often ex-
pect teachers to lower the bar so that
they can succeed. What they need,
rather, is consistently high expecta-
tions, along with creative ways to
help them achieve appropriate
goals.44

Scaffolded support for learning.
Students lacking skills need support
to develop them. Computer-assisted
instruction can be used to supple-
ment class instruction.45 Modeling,
peer tutoring, and flipped classroom
instruction are additional ways of
supporting learning. Language learn-
ers, regardless of language, will need
easier materials, with a lot of pic-
tures, to help them build vocabulary
and concepts in the different aca-
demic fields.

Test-taking skills. Students who do
not do well on standardized tests may
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need specific instruction in test-taking
skills and activities to reduce test-tak-
ing anxiety. Tests are notoriously cul-
turally biased, and immigrant students
are at a disadvantage when it comes
to standardized testing, especially.
Some schools simply emphasize alter-
natives to testing,46 while other
schools choose to teach test-taking
skills specifically, explaining that
doing well on standardized tests re-
quires a special kind of knowledge
that they might not get in their other
classes but that is important to
know.47

Developing a specific skill. Scores of
books and movies have been made
about individual school success stories
revolving around students learning a
skill: chess, calculus, writing, or by
participating in extracurricular clubs
such as Pathfinders where students
can earn honors for developing spe-
cific skills.48 The implication is that if
students can learn to do this one diffi-

cult thing, they will develop the self-
discipline and commitment to do well
in other areas of their lives. it does not
seem to matter what the skill is—there
seems to be some truth to the assump-
tion. Success seems to break the cul-
ture of failure. 

Dismantling ability grouping. Abil-
ity grouping, or tracking as it is often
called, where brighter students are
grouped together and given more chal-
lenging course work and weaker stu-
dents are grouped and given “easier”
courses, is a problem for nearly all
students. in some instances, poorer-
performing students are steered early
into a nonacademic track. Tracking
has been shown to reinforce the cul-
ture of failure, providing students who
need the most help with the weakest
teachers and removing peer-role mod-
els of success.49 This will not motivate
achievement or provide opportunities
for improvement.

Make the Curriculum Relevant
in many parts of the world, the reg-

ular school curriculum not only often
focuses on events determined by the
majority culture and rooted in the
country’s colonial past, it also fre-
quently shields students from learning
how to function in real-life settings,
which at-risk students might not learn
outside of school.50 frequently, espe-
cially in inner-city schools, the cur-
riculum is watered down, so that
when students graduate from high
school, they are still nowhere near
ready for college.51

Culturally appropriate content. The
curriculum has to make sense to the
students and prepare them for real
life. Textbooks need to include mul -
ticultural images and stories, and
specific materials must be chosen to
include students’ race and culture, es-
pecially for immigrant students.

Bridging. Ross likens the curricu-
lum to a bridge between where stu-
dents are and where they need to be
to attend college and get good jobs.
Students need to be systematically
exposed to the world of work, to
different professions, and to the col-
lege environment.52 This may happen
through field trips, invited guest
speakers, apprenticeships, or other
means. 

Rigorous academics. The curricu-
lum must bring urban students up to
the same level of performance as suc-
cessful students in other contexts. far
too often, although these students at-
tend school, the quality of their educa-
tion is inadequate.53 if anything, urban
minority students need to know more
than the more affluent majority stu-
dents because they will inevitably en-
counter some forms of prejudice and
suspicion about their abilities. These
students need access to quality con-
tent and resources, and they need to
acquire the skills that will help them
succeed in the country in which they
live. The way to achieve this qual -
ity may be uniquely tailored to the
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strengths and weaknesses of the spe-
cific students, but in the end, they
must be able to hold their own in the
ways that society measures success:
on standardized tests, in the college
classroom, and on the job.

Breaking down the concept of “chil-
dren of color.” Whitmire suggests that
blacks and hispanics need to be
taught differently and not lumped to-
gether as “children of color.” he ex-
plains: 

“At successful all-black schools,
school staffs build cultures based on
social justice and employ highly struc-
tured curricula that emphasize verbal
instruction. . . . 

“At successful hispanic schools,
you are more likely to see a school
culture based on connections to family
with teachers employing an unstruc-
tured curriculum emphasizing visual
instruction.”54 This is a concept that
clearly needs further study and experi-
mentation. in a highly diverse setting,
we cannot afford to pretend that all
students need the same things, given
what we know about learning styles
and multiple intelligences. 

Appropriate language. English-lan-
guage learners, typically immigrant
students, may need different types of
materials than do those who speak the
native language(s). Poor readers may
need a greater quantity of easier mate-
rials with pictures that will help them
bridge the gap from where they are to
where they need to be. Language is
key to school success, and improving
language skills will often improve
other skills, such as math.55 This is an
imperative for immigrant students.

Reduce Cultural Conflict
Many students, especially immi-

grant children, find a large gap be-
tween their home culture and the one
they experience at school. Because
culture is rarely talked about—we pre-
sume that everyone knows certain
things—minority and immigrant stu-
dents are often expected to know
things they have never heard, seen, or

experienced. Sometimes this gap is
more of a conflict, where school val-
ues contradict values learned at
home.56 Majority culture must not be
set as the norm; standards can be ar-
ticulated from universal values and
principles for living such as fairness,
equality, empathy, cooperation, and
others that have a place in most cul-
tures.

Teaching culture overtly. Many mi-
nority students do not come to school
with the set of social skills expected
for a privileged-class lifestyle. immi-
grant children often bring totally dif-
ferent worldviews to their new homes
and educational settings. Students
need to know that their own culture
is not bad but that they need to learn
a second culture in order to be suc-
cessful in the mainstream job market
of their current environment. Becom-
ing multicultural is a tool they can
use for success. According to doug
Ross, “When you think about it, it’s
not surprising that expecting poor
children living in class-segregated
communities to flourish in a middle-
class [privileged-class] world would
require they be taught how to do it
and given the chance to practice in
real middle-class education and work
settings. Schools that focus only on
the 3 Rs, and are not organized to
teach such beliefs and behaviors,
consistently fail to produce students
who meet the broader community’s
expectations of graduation and post-
secondary success.”57

Culturally appropriate teaching
methods and curricula. differing ap-
proaches that favor the cultural prefer-
ences of the students will meet with
more success than textbook methods.
Schools cannot provide every child
with a teacher from his or her culture,
even though evidence suggests that
this is helpful to their progress.58 in-
cluding celebrations of students’ cul-
tures and guests from a variety of eth-

nic groups could at least help to in-
crease the relevance for all learners
and, therefore, increase immigrant
children’s interest in succeeding in a
new environment. 

Reducing prejudice. Celebrate the
cultures that are found in your class-
room. Provide opportunities for stu-
dents to share their cultures with the
rest of the class. design materials and
activities to reduce racial and ethnic
prejudice. discuss conflict and how to
deal with it peacefully. Teach equity
and social justice, and look for oppor-
tunities to practice them both in the
classroom and in the community.59

Conclusion
As Christian educators, we need to

celebrate all learners and seek to edu-
cate according to the immediate
needs of our students. As student
populations—especially in urban cen-
ters—grow more diverse, schools
must become more culturally respon-
sive. our schools must provide scaf-
folding in areas where students expe-
rience knowledge gaps and need to
succeed—language, computer skills,
and math. Classrooms need to have
general-knowledge materials with
lots of pictures, materials that cele-
brate the cultures represented in the
school, and materials that are appro-
priately designed for language learn-
ers. 

Schools must emphasize equity
and cultivate an environment where
teachers and students develop bonds
of trust and acceptance. They must
teach in interactive ways, engage par-
ents and communities, and provide
all students with access to meaning-
ful and rigorous curriculum and
learning experiences. Adventist
schools in urban settings must en-
courage faith development, maintain
high expectations for all students,
and explicitly bring students’ diverse
backgrounds and cultural resources
into the curriculum in purposeful
ways by tapping into students’ multi-
ple ways of knowing and representing
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the world. What works in highly di-
verse urban settings is not so dif -
ferent from what works in other
schools, but when students come to
school with multiple challenges, get-
ting these things right can make all
the difference. 

This article has been peer reviewed.

Shawna Vyh -
 meister, PhD, is a
Professor of Edu-
cation at Middle
East University in
Beirut, Lebanon.
She is an experi-
enced teacher with

degrees in elementary education,
teaching English as a second lan-
guage, and curriculum and instruc-
tion. Dr. Vyhmeister has taught at all
levels, and in multiple countries—
Rwanda, Argentina, the United
States, Kenya, and Lebanon. She has
authored and co-authored several arti-
cles and books. 

Lourdes E. Mo -
rales-Gudmunds-
son, PhD, chairs
the World Lan-
guages Depart-
ment at La Sierra
University, River-
side, California,

United States. During her 40-plus years
as an educator, she has taught Spanish
language and literature at Atlantic
Union College (Massachusetts, United
States), Antillean College (Puerto
Rico), and the University of Connecti-
cut, Stamford campus, United States.
Although the focus of her research lies
in the literatures of Spain and Spanish
America, she has been actively en-
gaged with the Latino communities of
the United States. Currently, she is on

�

the executive committee of ALCANCE,
an organization that helps Latino Ad-
ventist students access Christian edu-
cation through mentoring and scholar-
ships.

NOTES AND REFERENCES
1. Mark Curtis, “A World of discrimina-

tion: Minorities, indigenous Peoples, and Ed-
ucation,” in State of the World’s Minorities
and Indigenous Peoples 2009, Preti Taneja,
ed.: http://minorityrights.org/wp-content/ 
up loads/old-site-downloads/download-649-
full-text.pdf.

2. According to the most recent report
from uNESCo, 61 million children of pri-
mary school age, 60 million of lower second-
ary school age, and 142 million of upper
secondary school age are out of school (uN-
ESCo institute of Statistics [July 2016]:
http://www.uis.unesco.org/Education/Pages/
 oosc-data-release-2016.aspx.

3. Curtis, “A World of discrimination,” 17. 
4. Gary orfield and Chungmei Lee, Why

Segregation Matters: Poverty and Educational
Inequality (January 2005), 4: http://www. 
civilrightsproject.ucla.edu/research/k-12-ed
ucation/integration-and-diversity/why-segre
gation-matters-poverty-and-educational-in
equality/orfield-why-segregation-matters-
2005.pdf.

5. organisation for Economic Coopera-
tion and development, “Ten Steps to Equity
in Education,” Policy Brief (January 2008):
7: http://www.oecd.org/education/school/
39989494.pdf.

6. Zvi Berkmen and Thomas Geisman,
eds., International Handbook of Migration,
Minorities, and Education: Understanding
Cultural and Social Differences in Processes
of Learning (dordrecht, Netherlands:
Springer, 2012), 16.

7. Kelvin M. Pollard and William P.
o’hare, “America’s Racial and Ethnic Minori-
ties,” Population Bulletin 54:3 (September
1999): 43: http://www.prb.org/Source/ 54.3 
AmerRacialEthnicMinor.pdf?q=543-minori
tiesMichael.

8. due to wars and political unrest in var-
ious parts of the world, many countries are
now receiving more refugees. for a discus-
sion of this concern, see Curtis, “A World of
discrimination,” pages 13-15, where al-
though some statistics are estimated, he con-
cludes that we know little about the educa-
tional status of the world’s minorities.

9. The data in this article are drawn pri-
marily from studies done in the united
States, which has been tracking minority ed-
ucation for quite some time. All nations have

a variety of people groups; however, re-
search on these groups is not as complete or
as readily available.

10. Yang Jiang, Mercedes Ekono, and
Curtis Skinner, “Basic facts About Low-in-
come Children: Children under 18 Years,
2012,” National Center for Children in
Poverty fact Sheet (february 2014): http://
 www.nccp.org/publications/pub_1089.html.

11. Min Zhou, “Growing up American:
The Challenge Confronting immigrant Chil-
dren and Children of immigrants,” Annual
Review of Sociology 23 (1997): 65: http:// 
www.sscnet.ucla.edu/soc/faculty/zhou/pubs/
 Zhou_GrowingupAmerican.pdf.

12. Council of the Great City Schools,
“urban School Statistics”: http://www.cgcs.
 org/domain/24.

13. National Center for Education Statis-
tics, “Statistics and Trends in the Education
of Racial and Ethnic Minorities” (May 2015):
http://nces.ed.gov/pubs2015/2015144.pdf.

14. federal interagency forum on Child
and family Statistics, “America’s Children:
Key National indicators of Well-Being, 2013”
(Washington, d.C.: u.S. Government Printing
office), 8: http://www.childstats.gov/pdf/
 ac2013/ac_13.pdf.

15. Suet-ling Pong and Nancy S. Landale,
“Academic Achievement of Legal immigrants’
Children: The Roles of Parents’ Pre- and Post-
Migration Characteristics in origin-group dif-
ferences,” Child Development 83 (2012):
1545. doi:10.1111/j.1467-8624.2012.01790.x.

16. federal interagency forum on Child
and family Statistics, “America’s Children.”

17. Pong and Landale, “Academic Achieve-
ment of Legal immigrants’ Children,” 1, 543.

18. Alejandro Portes and Lingxin hao,
“The Schooling of Children of immigrants:
Contextual Effects on the Educational Attain-
ment of the Second Generation,” CrossMark
101 (2004): abstract, para. 2. doi:10.1073/
 pnas.0403418101.

19. doug Ross, “urban Education: The
Kids Are Alright . . . The Schools Aren’t: Les-
sons Learned by an Ex-Politician in inner-
City detroit,” Dome (September 16, 2010),
para. 3: http://domemagazine.com/feat 
ures/cov0910.

20. david horowitz and John Perazzo, Gov-
ernment Versus the People: The Four Poorest
American Cities (Sherman oaks, Calif.: david
horowitz freedom Center, 2012), 36, 37.

21. W. huitt, “Maslow’s hierarchy of
Needs,” Educational Psychology Interactive
(Valdosta, Ga.: Valdosta State university,
2007): http://www.edpsycinteractive. org/ 
topics/conation/maslow.html; Cotton, “Edu-

10 The Journal of Adventist Education • January-March 2017 http:// jae.adventist.org 



cating urban Minority Youth,” para. 1.
22. Kathleen Cotton, “Educating urban

Minority Youth: Research on Effective Prac-
tices,” School improvement Research Series
(1999), para. 6.

23. ibid., para. 7.
24. Thomas S. dee, “The Race Connec-

tion,” Education Next 4:2 (Spring 2004): http://
 educationnext.org/the-race-connection/.

25. Mildred L. Rice Jordan, “Cultural Con-
flicts in the urban Classroom: Black Student
Alienation and Academic failure”: http:// 
www.learningace.com/doc/1856329/2a58e202
5, 6. Retrieved January 11, 2017; orange
County Public Schools Curriculum and Stu-
dent Services, “Strategies for improving
instruction for Black and hispanic Male Stu-
dents” (June 2008), 3: https://www.ocps.net/
 cs/services/initiatives/documents/Strate
gies%20document.pdf.

26. hersh C. Waxman, Jon P. Gray, and
Yolanda N. Padrón, Review of Research on
Educational Resilience, Research Report No.
11, Center for Research on Education, diver-
sity, and Excellence, university of California,
Santa Cruz (2003).

27. James Comer, Leave No Child Behind:
Preparing Today’s Youth for Tomorrow’s
World (New haven, Conn.: Yale university
Press, 2005).

28. Ross, “urban Education,” para. 7.
29. See for example, Linda darling ham-

mond et al., Powerful Learning: What We
Know About Teaching for Understanding
(San francisco, Calif.: John Wiley and Sons,
2008). 

30. Cotton, “Educating urban Minority
Youth,” para. 18.

31. ibid., para. 21; see also some of the
original research in this area; for example,
Robert Slavin and E. oickle, “Effects of
Cooperative Learning Teams on Student
Achievement and Race Relations: Treatment
by Race interactions,” Sociology of Education
54:3 (July 1981): 174-180; Robert Slavin and
Robert Cooper, “improving intergroup Rela-
tions: Lessons Learned from Cooperative
Learning Programs,” Journal of Social Issues
55:4 (Winter 1999): 647-663. doi:10.1111/ 
0022- 4537. 00140.

32. Sonya douglass horsford and Tonia
holmes-Sutton, “Parent and family Engage-
ment: The Missing Piece in urban Education
Reform,” The Lincy Institute Policy Brief, Ed-
ucation Series No. 2 (August 2012): http://
 www.unlv.edu/sites/default/files/24/Brief-
Parent-Engagement-August2012.pdf.

33. orange County Public Schools,
“Strategies for improving instruction,” 3, 7;
Ross, “urban Education,” paras. 3, 4.

34. Ross, “urban Education,” paras. 8, 9.

35. William h. Jeynes, “The Effects of
Religious Commitment on the Academic
Achievement of Black and hispanic Chil-
dren,” Urban Education 34:4 (November
1999): 460. doi:10.1177/0042085999344003.

36. Adventist Today News Team, “Study
of Education outcomes Places Adventist
Schools Significantly Ahead of Public
Schools,” Adventist Today (last modified
April 4, 2013): http://atoday.org/study-of-ed
ucation-outcomes-places-adventist-schools-
significantly-ahead-of-public-schools/; Larry
Burton, “Adventist Schools,” in The Praeger
Handbook of Faith-based Schools in the
Uni ted States, K-12, Thomas C. hunt and
James C. Carper, eds. (Santa Barbara, Calif.:
ABC-CLio, 2012), 189–200; Jeynes, “Effects
of Religious Commitment,” 460.

37. Burton, “Adventist Schools,” ibid., 198.
38. Jeynes, “Effects of Religious Commit-

ment,” 470, 476; See also CognitiveGenesis:
http://adventisteducation.org/assessment/
cognitive_genesis/overview for research on
the impact of Adventist education.

39. See Grant Wiggins, “Less Teaching,
More Assessing: Learning via feedback,” Ed-
ucation Update 48:2 (february 2006); henry
L. Roediger iii, Adam L. Putnam, and Megan
A. Smith, “Chapter one—Ten Benefits of
Testing and Their Applications to Educa-
tional Practice,” Psychology of Learning and
Motivation 55 (2011): 1-36.

40. for a discussion of testing of financial
incentives, for example, see Roland G. fryer
Jr., “financial incentives and Student
Achievement: Evidence from Randomized
Trials”: http://scholar.harvard.edu/files/
 fryer/files/financial_incentives_and_
student_achievement_evidence_from_ran
domized_trials.pdf.

41. orange County Public Schools,
“Strategies for improving instruction,” 6.

42. ibid.
43. LaVada Taylor Brandon and Mary J.

didelot, Being Black in U.S. Urban Schools:
No Assumptions (2003), para. 1; Jordan,
“Cultural Conflicts in the urban Classroom,”
para. 1.

44. Cotton, “Educating urban Minority
Youth,” para. 8; Ross, “urban Education,”
para. 3.

45. Lindsay Lipscomb, Janet Swanson,
and Anne West, “Scaffolding,” Emerging Per-
spectives on Learning, Teaching, and Tech-
nology, Michael orey, ed. (2004): http://
 epltt.coe.uga.edu/index.php?title=Scaffolding.

46. Bob Peterson and Monty Neill, “Alter-

natives to Standardized Tests,” Rethinking
Schools (2011): https://docs.google.com/doc
ument/d/1n7xTA91riZ3dmPbbSWMCor
Jfmvvvs7P-ubliVabyi5w/edit?hl=en_uS.

47. See, for example, Robert Slavin, Edu-
cational Psychology: Theory and Practice
(Boston: Pearson Education, 2011), 521.

48. Books and movies such as Freedom
Writers, Stand and Deliver, Mad Hot Ball-
room, Brooklyn Castle, and many more re-
veal this pattern of crossover skills. 

49. National Education Association, “Re-
search Spotlight on Academic Ability Group-
ing” (1999): http://www.nea.org/tools/
 16899. htm.

50. orange County Public Schools,
“Strategies for improving instruction,” 12;
Ross, “urban Education,” para. 3.

51. Ross, “urban Education,” paras. 3, 4.
52. ibid., paras. 13, 14.
53. Curtis, “A World of discrimination,”

17-19.
54. Richard Whitmire, “Teach Black and

hispanic Students differently,” USA Today,
last modified May 1, 2012, “Success in San
Jose” section, paras. 4, 5: http:// usatoday30.
 usatoday.com/news/opinion/forum/story/20
12-05-01/education-achievement-gap-blacks-
hispanics/54668664/1. 

55. diana Metsisto, “Reading in the
Mathematics Classroom,” in Literacy Strate-
gies for Improving Mathematics Instruction,
Joan M. Kenney et al. (Alexandria, Va.:
ASCd, 2005): http://www.ascd.org/publica
tions/books/105137/chapters/Reading-in-
the-Mathematics-Classroom.aspx; Arthur
Glenberg et al., “improving Reading to im-
prove Math,” Scientific Studies of Reading
16:4 (June 2011): 316-340; William G. Se -
cada, “Race, Ethnicity, Social Class, Lan-
guage, and Achievement in Mathematics,” in
Handbook of Research on Mathematics
Teaching and Learning, douglas A. Grouws,
ed. (New York: Macmillan, 1992), 623-660.

56. Sara Expósito and Alejandra favela,
“Reflective Voices: Valuing immigrant Stu-
dents and Teaching With ideological Clar-
ity,” The Urban Review 35:1 (Spring 2003):
75.

57. Ross, “urban Education,” para. 15.
58. dee, “The Race Connection,” para. 4.
59. Several resources are available to

classroom teachers who desire to create a
welcoming, empowering classroom. See
“Classroom Resources,” Teaching Tolerance:
http://www.tolerance.org/classroom-
resources; “Tips for Elementary School
Teachers,” Understanding Prejudice:
http://www.understandingprejudice.org/
teach/elemtips.htm.

11http:// jae.adventist.org                                                                                            The Journal of Adventist Education • January-March 2017


