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GOOD TEACHING MATTERS 
How WELL-QUALIFIED TEACHERS 

CAN CLOSE THE GAP 

F
or decades, educators, educators-in-train­
ing and the public more broadly have 
been relentlessly fed the same message 

about achievement among poor and minoritY 
students: "Because of poverty and other neigh­
borhood conditions, these students enter school 
behind other students. As they progress through 
the grades, the deficits accumulate, leaving 
them further and further behind other students." 
Their conclusion? Nothing schools do makes a 
very big difference. 

As an organization, we have questioned the 
prevailing explanation for 
some time. "If poverty 
always overwhelms every­
thing else," we ask, "what 
explains the 89% pass rate 
on the Texas state assess­
ment by the Loma Terrace 
School in El Paso where 
almost 90% of the chil­
dren are poor? Or what 
about the 95% fourth 
grade pass rate on the 
same exam by the entire 
Mission Independent 

School District with a 94% poverty rate? And 
why, if schools really don't make a difference, 
are the low-income students in Community 
School District #2 in New York City performing 
so much higher now than were their counter­
parts a decade ago?" 

Always, the response is the same. "It's that 
superstar principal/superintendent (choose one). 
We can't expect those kinds of feats from the 
mere mortals who lead most of our schools." 

But what if that answer is wrong? What if 
these schools are succeeding not on the force of 
someone's personality, but simply by teaching 
students what they need to know to perform at 
high levels? What if, in other words, poor and 
minority students are performing below other 
students not because something is wrong with 
them or their families, but because most 
schools don't bother to teach them what they 
need to know? 

By now, those of you who are familiar with 
our work know that we are absolutely con­
vinced-by both research and extensive experi­
ence in classrooms all over the country-that 
poor and minority youngsters will achieve at 
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the same high levels as other students if they are taught 

at those levels. In our groundbreaking report, 

Education Watch: The Education Trust National and 

State Data Book, we document 

the clear relationship between 

low standards, low-level curricu­

lum, under-educated teachers 

and poor results. We argue, fur­

ther, that if states and school 

districts work hard on these 

three issues, they can close the 

achievement gap. 

Most of the time, we have 

felt as Ron Edmonds undoubted­

ly felt: surrounded by 

researchers clinging to dog­

eared copies of the Coleman 

Report and arguing that nothing 

works. 

Recently, however, a number of large-scale studies 

provide convincing proof that what we do in education 

does matter. Schools-and especially teachers, it turns 

out-really DO make a difference. Earlier educational 

researchers just didn't have very good ways of measur­

ing the variables. 

We have chosen to focus this issue ofThinking K-16 

on what all of the studies conclude is the most signifi­

cant factor in student achievement: the teacher. We 

focus here not because we think improvements in 

teachers' capabilities or changes in teacher assignment 

patterns are, by themselves, a silver bullet, but because 

such changes are clearly more important to increasing 

student achievement-especially among poor and 

minority students-than any other. 

We focus on teacher qualifications here also 

because this is an issue within our power to change. If 

we but took the simple step of assuring that poor and 

minority children had teachers of the same quality as 

other children, about half of the achievement gap 

would disappear. If we went further and assigned our 

best teachers to the students who most need them (a 

step, by the way, that makes sense to most people out­

side of education), there's persuasive evidence to sug­

gest that we could entirely close the gap. 

Thought provoking, yes? Read on. 

-Kati Haycock 

We gratefully acknowledge the support of the National 

Science Foundation Division of Undergraduate 

Education, the National Association of System Heads, 

and the State Higher Education Executive Officers for 

this publication. 
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GOOD TEACHING MATTERS 

... A LOT 
by Kati Haycock 

Director, The Education Trust 

P 
arents have always known that it matters a lot 

which teachers their children get. That is why 

those with the time and skills to do so work 

very hard to assure that, by hook or by crook, their 

children are assigned to the best teachers. (That is also 

at least part of the reason why the children of less 

skilled parents are often left with the worst teachers, 

but more on that later.) 

Professional educators typi­

cally reject these notions. 

TEACHER EFFECTS: TENNESSEE 

Tennessee is one of the few states with data systems 

that make it possible to tie teachers to. achievement in 

their classrooms. Moreover, the state's value-added 

approach for assessing student achievement allows 

observers to look at the gains students make during a 
particular school year. 

William L. Sanders, 

director of the Value­
When parents ask for their 

children to be assigned to a 

particular teacher, or to be 

The Effect of Different Teachers On Added Research and 

Assessment Center at the 

University of Tennessee, 

Knoxville, has studied 

these data extensively. 

60 

Low-Achieving Students 
Tennessee 

moved out of the classroom of 

another, most principals coun­

sel them not to wony. "Your 

child will learn what he or she 

needs to from any of our teach­
ers."' 

53 

Low ·Achieving Studeals 

Recent research from 

Tennessee, Texas, 

Massachusetts and Alabama 

proves that parents have been 

right all along. They may not 

always know which teachers 

really are the best, but they are 

absolutely right in believing 

that their children will learn a 

1liilD- Least Effective Teachers (QI) 

'lllillD>- Most Effective Teachers (Q5) 

By grouping teachers into 

quintiles based on their 

effectiveness in producing 

student learning gains, his 

work allows us to examine 

the impact of teacher 

effectiveness on the learn­

ing of different types of 

students, from low- to 

high-achievers. 

Smden. William L 1D1 Rrms, Jou C. "'OanularM: Aad Residual EffcdS of 
Teacbm on Future SIUdcnl Aadanic A~" 1996, Table: I, p. 9. 

The chart adjacent 

shows the effect teachers 

from different quintile lev­

els have on low-achieving lot from some teachers and 

only a little from others--even though the two teachers 

may be in adjacent classrooms. "The difference 

between a good and a bad teacher can be a full level of 

achievement in a single school year," says Eric 

Hanushek, the University of Rochester economist 

notorious for macroanalyses suggesting that virtually 
nothing seems to make a difference. I 
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students. On average, the least effective teachers (QI) 

produce gains of about 14 percentile points during the 

school year. By contrast, the most effective teachers 

(Q5) posted gains among low-achieving students that 

averaged 53 percentile points. 

The Tennessee data show dramatic differences for 

middle- and high-achieving groups of students, too. 



Cumulative Effects ofTeacher Sequence on 
Fifth Grade Math Scores: Tennessee 

29% 

Students With 3 Very 
Ineffective Teachers 

Students With 3 Very 
Effective Teachers 

Sanders, William L. and Rivers, Joan C., "Cumulalive And Residual Effects of 
Teachers on Futwc Studcol Academic Achi=mcol," 1996, Figure I, p.12 

For example, high-achieving students gain an average 

of only 2 points under the direction of QI (least effec­

tive ) teachers but an average of 25 points under the 

guidance ofQ5 (most effective) teachers. Middle 

achievers gain a mere I 0 points with QI teachers but 

in the mid-30s with Q5 teachers. 

There is also considerable evidence that, at least in 

Tennessee, the effects of teachers are long-lived, 

whether they advance student achievement or squash 

it. Indeed, even two years after the fact, the perfor­

mance of fifth-grade students is still affected by the 

quality of their third-grade teacher. The chart above 

shows the examples of different patterns of teacher 

effectiveness for one metropolitan system. 

As Sanders points out, students whose initial 

achievement levels are comparable have "vastly differ­

ent academic outcomes as a result of the sequence of 

teachers to which they are assigned."2 Differences of 

this magnitude-SO percentile points-are stunning. 

As all of us know only too well, they can represent the 

difference between a "remedial" label and placement 

in the "accelerated" or even "gifted" track. And the 

difference between entry into a selective college and a 

lifetime at McDonald's. 

TEACHER EFFECTS: DALLAS 

A variety of recent studies in Texas show similar dif­

ferences in achievement between students taught by 

teachers of differing quality. Borrowing from some of 

Sanders's techniques, researchers in the Dallas 

Independent School District recently completed their 

first-ever study of teacher effects on the ability of stu­

dents to perform on assessments. In sharing their 

findings, Robert Mendro, the district's executive direc­

tor of institutional research, said, "what surprised us 

the most was the size of the effect."3 

For example, the average reading scores of a group 

of Dallas fourth graders who were assigned to three 

highly effective teachers in a row rose from the 59th 

percentile in fourth grade to the 76th percentile by the 

conclusion of sixth grade. A fairly similar (but slightly 

higher achieving) group of students was assigned three 

consecutive ineffective teachers and fell from the 60th 

percentile in fourth grade to the 42nd percentile by the 

end of sixth grade. A gap of this magnitude-more 

than 35 percentile points-for students who started off 

roughly the same is hugely significant. 

90 

15 

Effects On Students' Reading 
Scores In Dallas (Grades 4-6) 

II Dallas Students Assigned To 3 Very 
Effective Teachers In A Row 

~Dallas Students Assigned To 3 Very 
76 Ineffective Teachers In A Row 

42 

Source: Hcalha Jordan, Robert MCll<lro, & lhsh Wcmsingh<, 
"Teacher Effects On Longitudiml Sludcnl AcbiCVtlllcDI" 1997. 
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Effects On Students' Math 
Scores In Dallas (Grades 3-5) 

76 

II Dallas Students Assigned To 3 
Very Effective Teachers In.A Row 

ffi] Dallas Students Assigned To 3 Very 
Ineffective Teachers In A Row 

27 

Beginning 3rd 
___ G.-,rade Score 

(Pm:cotilc) 

Sourtc: Heather Jordan, Robe!1 Mendro, & Dash Wttruingbe, • 
Tcacha Effects On Loogitudin>I Studeol Achimmcnl" 1997. 

The impact of teacher effectiveness is also clear in 

mathematics. For example, a group of beginning third­

graders in Dallas who averaged around the 55th per­

centile in mathematics scored around the 76th per­

centile at the end of fifth grade after being assigned to 

three highly effective teachers in a row. By contrast, a 

slightly higher achieving group of third graders-aver­

aging around the 57th percentile-were consecutively 

taught by three of the least effective teachers .. By the 

conclusion of fifth grade, the second group's percentile 

ranking had fallen to 27th. This time the youngsters, 

who had scored nearly the same as beginning third­

graders, were separated by a full 50 percentile points 

just three years later. 

TEACHER EFFECTS: BOSTON 

The Boston Public Schools are taking a serious look 

at factors that influence student learning, including the 

effectiveness of their teachers. A recently released 

study by Bain and Company conducted on behalf of 

the district shows the correlation between high school 

teachers and their students' academic growth in math 

and reading. The authors examined classrooms of BPS 

tenth-graders whose average scores were approximate-
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ly the same and charted their progress over the year by 

teacher. The differences were dramatic. In reading, 

they found that although the gains of students with the 

top third teachers were slightly below the national 

median for growth (5.6 on average compared to 8.0), 

the students with teachers from the bottom third 

showed virtually no growth (0.3). The math results 

were even more striking. The top third teachers pro­

duced gains on average that exceeded the national 

median (14.6 to 11.0 nationally), whereas the bottom 

third again showed virtually no growth (-0.6). 

Altogether, this means that one-third of BPS teachers 

are producing six times the learning s~en in the bottom 

third. As one frustrated headmaster put it, "About one­

third of my teachers should not be teaching." 

WHAT MAKES FOR TEACHER EFFECTIVENESS? 

None of these studies has yet advanced to the obvi­

ous next step: identifying the qualities that make for an 

effective teacher. But other researchers have used 

Texas's extensive database on both teachers and stu­

dents to examine the impact of specific teacher charac­

teristics on student achievement. Together with work 

from Alabama and North Carolina, this research helps 

us to get underneath the matter of teacher effectiveness. 
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Boston Students With Effective 
Teachers Showed Greater Gains 

14.6 

MATH 

Least Effective Teachers EZl 
Most Effective Teachers Ill 

5.6 

0.3 

READING 

Sourte: Boston Public Schools, "High School Restructuring," 
March 9, 1998. 



I. Strong Verbal and Math Skills 

The first thing that is clear when you look across 

the various studies is the critical importance of strong 

verbal and math skills. Harvard's Ronald F. Ferguson, 

for example, has looked closely at the relationship 

between student achievement and teacher performance 

on a basic literacy examination (the 

Texas Examination of Current 

Administrators and Teachers, which 

was administered to all teachers and 

administrators in Texas in 1986). 

Ferguson found a significant positive 

relationship between teacher test 

scores on TECAT and student scores 

on the Iowa Test of Basic Skills 

(ITBS), with higher scoring teachers 

more likely to produce significant 

gains in student achievement than 

their lower scoring counterparts. 

Indeed, a change of one standard 

deviation in a district's teacher 

scores produced a corresponding 

change of .17 standard deviation in student scores, 

when other differences were controlled.4 

Ferguson got similar results in an analysis of the 

impact of teacher and classroom qualities on student 

achievement scores in Alabama. As in the Texas stud­

ies, he found a strong positive relationship between 

teacher test scores (in this case, ACT scores) and stu­

dent achievement results. 5 

2. Deep Content Knowledge 

There is also considerable research showing how 

important teachers' content knowledge is to their effec­

tiveness with students, especially at the middle and 

senior high school levels. The data are especially clear 

in mathematics and science where teachers with 

majors in the fields they teach routinely get higher stu­

dent performance than teachers who did not. 

Goldhaber and Brewer examined this relationship 

using data from the National Educational Longitudinal 

Study of 1988 (NELS), an ongoing survey of individu­

als who were in eighth grade in 1988. Goldhaber and 

Brewer found a significant positive relationship 

between teachers' degrees and students' achievement 

in technical subjects. They concluded that "in mathe­

matics and science, it is the teacher subject-specific 

knowledge that is the important factor in determining 

tenth-grade achievement."6 

The data are less clear in English and social stud­

ies; in these subjects students taught by majors don't 

show consistently better scores than students taught by 

teachers who majored in something else. However, 

other evidence suggests that content is no less impor­

tant in these two disciplines. For example, a recent 

study in Hawaii asked social studies teachers to rate 

their own level of understanding about various histori-.... 
cal periods and teaching methods, then compared 

teacher expertise to student achievement. Not surpris­

ingly, there was an almost perfect match: students per­

formed best in the domains where teachers indicated 

the most expertise. 7 

3. Teaching Skill? 

All of this seems to beg the question: what about 

teaching knowledge and skills? Is content knowledge 

really sufficient for effective teaching? Clearly not. 

One only has to spend a few semesters in higher edu­

cation to see that the deep content knowledge inherent 

in the Ph.D. doesn't necessarily lead to effective teaching. 

That said, the large-scale studies we have reviewed 

are not particularly helpful in identifying ways to 

quantify teaching expertise. Neither education courses 

completed, advanced education degrees, scores on pro­

fessional knowledge sections of licensure exams nor, 

interestingly, years of experience seem to have a clear 

relationship to student achievement. Perhaps the work 

going on at the National Board for Professional 

Teaching Standards or Lee Shulman's work on "peda­

gogical content knowledge" at the Carnegie 

Foundation for the Advancement of Teaching will 

advance our understanding of-and options for devel­

oping and measuring-teaching knowledge and skill. 

In the meantime, we suggest that educational lead­

ers not get sidetracked: there is more than sufficient 

evidence about the importance of deep content knowl­

edge and strong verbal skills to serve as a foundation 

for immediate action. At the very least, we know 
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enough to call the question with faculty in the arts and 

sciences, who, after all, are responsible for developing 

both content knowledge and verbal skills among 

intending teachers. It is also enough to justify a sec­

ond look at hiring and assignment criteria. If good 

teachers matter, we need to be sure that we are getting 

the best we can. 

ers as are white children, and are considerably less 

likely to be taught by the most effective teachers. 

The patterns look quite similar in Texas, where, 

according to researchers John Kain and Kraig 

Singleton, African American and Latino children are 

far more likely to be taught by teachers who scored 

poorly on the TECAT examination. Indeed, as the per­

centage of non-white children in the school increases, 

the average teacher INEQUITIES IN 

DISTRJBUTION 

Our emerging 

understanding of 

40°0 Percentage of Classes Taught By 
Teachers Lacking A Major 

score declines.8 

Finding the same 

patterns in his analy­

sis.,. Ferguson wrote 

that "[i]n Texas, and 

certainly in other 

places too, attracting 

and retaining talent­

ed people with 

strong skills to teach 

in the districts where 

black students are 

heavily represented 

is part of the unfin­

ished business of 

equalizing educa­

tional opportunity."9 

In Field, 1993-94 

0 .___....._ 
Low Poverty 

Schools (Less 
than l 5o/o) 

25 

High Poverty 
Schools 

(More than 
50°/o) 

LO'\N Minority 
Schools (Less 

than ISo/o) 

22 

High Minority 
Schools 

(More than 
50°/o) 

the critical impor­

tance of good 

teachers has espe­

cially profound 

implications for 

poor and minority 

youngsters. For no 

matter how quality 

is defined, these 

youngsters come 

up on the short 

end While the 

teaching force in 

Source: Richard Ingersoll. University of Georgia, Unpublishc~ 
1998. 

high-poverty and high-minority communities certainly 

includes some of the most dedicated and talented 

teachers in the country, the truth is that these teachers 

are vastly outnumbered by under- and, indeed, unquali­

fied colleagues. 

These patterns are clear in national data tabulations 

on out-of-field teaching specially prepared for the 

Education Trust earlier this year by Richard Ingersoll, 

a professor at the University of Georgia. As is evident 

in the table above (as well as in the state tabulations on 

pp. 8-9) minority and poor youngsters-the very 

youngsters who are most dependent on their teachers 

for content knowledge-are systematically taught by 

teachers with the least content knowledge. 

Similar inequities show up at all grade levels in the 

state-level studies described above, and many more. 

For example, in Tennessee, black students are almost 

twice as likely to be taught by ineffective "QI" teach-
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RACE MORE THAN CLASS? 

Contrary to the assumptions that many people may 

make, inequities in the distribution of teacher expertise 

are not driven wholly by finances. If they were, we 

would expect that poor minority children would have 

teachers of about the same quality as poor white chil­

dren. But such is not always the case. 

In their analysis of Texas data, Kain and Singleton 

found disturbing differences. Poor white children, it 

turns out, appear to have a higher likelihood of having 

well qualified teachers than poor black children.10 

Similar patterns are evident in teacher quality data 

from other states. In the chart on pages 8 and 9, for 

example, it is clear that students who attend predomi­

nantly minority secondary schools in Virginia are more 

likely to be taught by underqualified teachers than stu-

continued page 10 



Percentage of secondary school classes taught by teachers lacking 
a major in field by state, 1993-1994 

Overall (Rank) 

Alabama 17% (21) 

Arizona 26 (49) 

California 27 (50) 

By School 
Poverty 

Low High (Rank) 

14% 23% (19) 

17 (31) 

28 29 (6) 

By School Minority 
Population 

Low High (Rank) 

17% 16% (7) -... 
26 29 (13) 

26 * 27 (12) 

-~-";~ . . . . . ,. . ·.. . . '~. . . . . . . . ' .. .,. . '. ,. . 

Connecticut 13 (6) 12 12 15 (13) 

D.C. 17 (21) 17 

Georgia 21 (36) 15 33 (29) 25 19 (3) 

Idaho 20 (33) 15 19 
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Overall (Rank) 

Maine 22 (38) 

By School 
Poverty 

Low High (Rank) 

19 

Minnesota I 0 (I) 11 6 * (3) 

--ltlllf.~" 
Missouri 14 (8) 12 18. (15) 

Nebraska 14 (8) 16 8 * (I) 

By School Minority 
Population 

Low High (Rank) 

New Hampshire 14 (8) 13 15 

~ 
New Mexico 22 (38) 21 24 (8) 23 

North Carolina 19 (31) 11 41 (35) 15 24 (23) ·-Ohio 19 (31) 16 45 (34) 16 42 (30) 

Rhode Island IO (1) 13. IO 

South Dakota 16 (15) 14 17 (8) 15 

Texas 18 (28) 19 21 (7) 19 18 (7) 

Vennont 17 (21) 12 16 

--~-Washington 24 (43) 23 32 (19) 24 28 (15) 

Wisconsin 17 (21) 16 27 (24) 18 25. (21) 

• Interpret with caution 
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continued from page 7 

African American Students Are More Likely To 
Have Underqualified Teachers: Tennessee 

• Ferguson '9 modeling for 

several metropolitan Alabama 

districts suggests that an 

increase of I standard devia­

tion in the test scores of 

teachers who teach black 

children would produce a 

decline of about two-thirds in 

the black/white test score gap 

in that state.12 

26.7 

0 L----

• Strauss's study of student 

achievement in North 

Least Effective Teachers (QI) Most Effective Teachers (Q5) 

~- Carolina suggested that a 1 % 

relative increase in teacher 

scores on the NTE would 

bring about a 5% relative 

decline in the percentage of 

students who fail standard­

ized competency exams.13 
--- White Students African American Students 

Source: Sanders. Willimn L. and Rivers. Joan C. ..Cununulative And Residual 
Effects of Teachers on Future Student Academic Achievement " 1996 Table 1· • • ,p. In other words, much of 

dents who attend high-poverty secondary schools. 

The same is true in Pennsylvania and Oklahoma: 

students in high-minority secondary schools are more 

likely to be taught by teachers without a college 

major in the subject they are teaching. 

The problems in central cities are particularly 

acute, according to a 1995 report from the National 

Governors Association. "Emergency hiring, assign­

ment of teachers outside their fields of preparation, 

and high turnover in underfunded schools conspire to 

produce a situation in which many poor and minority 

students are taught throughout their entire school 

careers by a steady stream of the least qualified and 

experienced teachers." 11 

A MORE EQUITABLE DISTRIBUTION OF 

TEACHER EXPERTISE 

What would happen if minority and poor children 

had teachers of the same quality as other children? A 

large part of the gap would simply disappear. The 

estimates vary somewhat depending upon the statisti­

cal model used, but in no case is the effect minor. 

what we have blamed on chil­

dren and their families for decades is actually the 

result of things we have done to them. As a nation, we 

have deprived our neediest students of the very ingre­

dient most important to learning: a highly qualified 

teacher. 

In his analyses of the Texas data base, Ferguson 

found a small number of school districts that are 

exceptions to the general pattern (see below chart). A 

look at how their youngsters benefit from a steady diet 

of higher performing teachers gives us a glimpse of 

how the national data for poor and minority students 

could look .. .ifwe had the will. 

ASSURING QUALIFIED TEACHERS FOR ALL 

OF OUR CHILDREN 

These findings have profound implications for states 

and communities that are striving to get vastly larger 

numbers of their students to high standards of achieve­

ment. If education leadel"S want to accomplish this 

goal in the near term, they are far more likely to do so 

if they focus, first and foremost, on quality-quality in 
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teacher preparation. recruitment, hiring, assignment, 

and ongoing professional development. 

This goes doubly for schools and communities with 

concentrations of poor and minority children. Rather 

than continuing to accept the crumbs, these schools 

and communities must insist on the very best teachers 

for their children. After all, poor and minority children 

depend on their teachers like no others. In the hands 

of our best teachers, the effects of poverty and institu­

tional racism melt away, allowing these students to 

soar to the same heights as young Americans from 

more advantaged homes. But if they remain in the 

hands of underqualified teachers, poor and minority 

students will continue to fulfill society's limited expec­

tations of them. 

What, then, are the elements of a strategy to assure 

highly qualified teachers for all young Americans? 

We don't yet have all the answers. But we know 

enough to start the conversations. Here are the more 

powerful ideas we have gleaned from our work with 

leading states and cities: 

1. Standards for entry into the profession. 

Preliminary information suggests that existing exami­

nations may be too low: an analysis of a widely used 

test for prospective high school physics teachers, for 

example, featured content that one reviewer described 

as "appropriate for a rigorous ninth-grade physical sci­

ence course." If this is correct, these tests are wholly 

insufficient either to assure adequate content knowl­

edge of individual teachers or to use for accountability 

purposes with arts and sciences departments. 

Any discussion about raising entry standards for 

teachers should include an examination of how well 

the standards align with the K-12 content candidates 

will have to teach, and the assessmer'its used to find 

out if candidates can teach this content. 

2. Accountability measures for colleges and universi­

ties that prepare teachers. 

In Texas, for example, colleges that have pass rates 

below 70% (soon to be 75%) on the state's teacher 

licensure exam will lose the right to prepare teachers. 

To be sure that its intentions are understood, the legis­

lature spells out precisely what it means: 70% of the 

Long-Range Effects 
A nwnber of states are 

raising the standards for 

entry into the profession. 

Virginia, for example, has 
raised both course require­

ments in the arts and sci­

ences and cut scores on the 

Praxis examinations for 

aspiring teachers.. 

Massachusetts has devised 

new and much more rigor­

ous examinations, espe­

cially in the content areas. 

Of Low-Scoring and High-Scoring Teachers 
On Student Achievement (Texas) 

While these attempts are 

commendable, it is also 

important to make sure 

that the measures for 

teacher content knowledge 

are solid and aligned with 

K-12 standards. 

Summer 1998 
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- Districts with Low-Scoring I st and 3rd Graders and High-Scoring Teachers 

- Districts with High Scoring I st and 3rd Graders and Low-Scoring Teachers 

Source: Ronald F. Ferguson, "Evidence That Schools Can Narrow the Black­
White Test Score Gap," 1997. 
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white graduates, 70% of the Latino graduates, 70% of 

the black graduates and so on. Not a single group can 

be left behind. Moreover, if aspiring math teachers, 

for example, cannot pass the 

exam, then the math department 

loses the franchise. Other states 

are heading in this direction, as 

well. Universities, together with 

their nearby school districts, 

could take the lead from such 

state-level actions: decide on 

what intending teachers need to 

know in their subjects and hold 

academic departments account­

able for getting them there 

before they graduate. 

3. Professional development for 

existing teachers. 

Teacher effectiveness is not forever fixed. Through 

careful development, teachers can build their effective­

ness over time. In Conununity School District #2 in 

New York City, Superintendent Tony Alvarado has 

invested generously in the professional development of 

his principals and teachers. Focusing initially on read­

ing, and then moving to mathematics, Alvarado made 

sure his teachers, in particular, got lots of on-site 

coaching from experts. As a result, student achieve­

ment has climbed steadily over the past I 0 years. 

University of Michigan researcher David Cohen's 

recent study of professional development in California 

also shows its impact on student achievement when 

professional development focuses on new curricula 

and the content that undergirds it.14 Similar results are 

evident in broad achievement gains in the three El 

Paso school districts, where more than 50 full-time 

teacher-coaches provide in-school assistance to teach­

ers as they strive to improve student achievement. 

These successful strategies differ in important ways 

from many professional development programs and 

initiatives. Far from the three-hour workshop about 

isolated topics, these strategies are ongoing, on-site 

and focused on the content that students should learn. 

·. 

4. Assurance that poor and minority children have 

teachers that are at least as qualified as the ones that 

teach other students. 

Actually, if we had our druthers, we would push for a 

policy requiring that, for the next two decades or so, 

these students should systematically be assigned our 

best teachers. Achieving either goal, though, would 

require careful attention to: 

• Just who we are preparing to teach-where they 

come from and where they want to teach, in particular; 

• lnterdistrict differences in salaries for beginning and 
mid-career teachers; ..... 

• The practice of concentrating beginning teachers in 

school buildings with concentrations of poor children; 

• District policies-often gained through collective 

bargaining-that reward senior teachers. with the 

"right" to transfer to "easier" schools; 

• Practices within schools, where teachers fight over 

who has to teach whom, with the senior, better educat­

ed teachers often winding up with the most advanced 

children; and 
• The absence of clear incentives and prevalence of 

disincentives for teachers to work with poor and 

minority children. 

These practices have been around for so long that 

they seem beyond change. But some school districts 

are beginning to make headway on rooting out these 

inequities. In San Antonio, for example, new policies 

on teacher assignment have begun to balance the 

distribution of teachers within the district In other 

districts, special targeting of more highly compensated 

"mentor'' positions is beginning to even out teacher 

expertise. Energetic principals can also reverse the 

normal pattern. For example, in the Los Angeles uni­

fied School District, where uncertified and out-of-field 

teachers are the norm, Principal Lupe Simpson of the 

all-minority Nimitz Middle School has a mathematics 

department full of fully certified, mathematics majors. 

How? By working her contacts with local universities. 

The Education Trust 



5. "Parent Right to Know" policies. 

Parents deserve to know when their children are 

being taught science by history majors or history by 

physical education grads. To be sure, this knowledge 

has been available to some, mostly affluent parents 

through their community grapevines. But nowhere has 

there been a systematic way of letting all parents know 

that their child's teacher has enough background in the 

subject to teach it so their students will understand it. 

When parents know where the needs are greatest, they 

can become partners in local efforts to secure an ade­

quate nwnber of well-qualified teachers for all their 

students. 

6. Recruitment and rewards to attract the best into 

teaching. 

We worry that, instead of seeking out the very best, 

too many teacher preparation programs simply make 

do with what walks in the door. That's not good, 

because SAT and other data suggest that the high 

school seniors who aspire to become teachers are 

among the least able of all prospective college stu­

dents. It's also not good for communities with concen­

trations of minority and poor students because few of 

those who aspire to become teachers either grew up in 

or want to teach in such communities. 

Many leaders in teacher preparation programs say 

that they're doing the best they can-that low salaries 

and lower prestige make it impossible to attract able 

candidates, especially minorities, to the teaching pro­

fession and higher standards will make it worse. We 

remain unconvinced. If these claims are correct, then 

why does Teach for America, which has far higher 

standards than most education schools, routinely 

attract far more qualified graduates than it can place? 

And why, among Teach for America's way-above-aver­

age corps members, are there more than twice as many 

minorities as there are in education schools? IS The 

same would appear to be true for alternate certification 

programs that cater to young or mid-career profession­

als from other fields: no lack of smart or minority 

applicants. 

Summer 1998 

These experiences and others tell us that we can pro­

duce the highly qualified teachers that we need by 

combining: 

• High entry standards; 

• Rich incentives like generous scholarships and loan 

forgiveness for highly able professionals who want to 

teach in high-poverty schools; 

• Accountability systems that reward departments and 

campuses for the numbers of their top students that 

enterteaching; and 

• Non-traditional, yet still rigorous, routes into the 

profession. ""· 

These are just some of the pieces of a solution to the 

vexing problem of assuring that we have teachers to 

match our goals. Solving this problem requires con­

certed action from policymakers, leaders in both K-12 

and higher education, teacher unions, and parents. No 

single party can win the battle alone. All must be 

involved and at the table if we are to craft sound poli­

cies that will succeed. 

But we must also 

understand that we cannot 

wait until every piece of 

this puzzle is in hand. Our 

inability to answer every 

question about teacher 

effectiveness right now 

shouldn't make us reluc­

tant to use the devices we 

do have to begin to lure 

the best in, screen others 

out, and intensively devel­

op the rest. And it certain­

ly shouldn't deter us from 

doing what it takes to 

assure that poor and minority youngsters get at least 

their fair share of effective, well-prepared teachers. 
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El Paso Closing the Gap 

In 1992, leaders at the University of Texas-El 
Paso and the three El Paso-area school districts­
El Paso, Y sleta, and Socorro-came together to 
create the El Paso Collaborative, a comprehensive 
effort to raise student achievement kindergarten 
through college. Their goal was to prepare every 
young perso~ in this highly impoverished border 
city to be able to enter college without remedia­
tion, and the El Paso Standards they set reflected 
that goal. 

Over the next five years, they focused hard on 
what matters most: excellent teaching. Through 
the Collaborative, El Paso teachers received inten­
sive assistance in improving instruction, including 
summer institutes and regular on-site coaching, 
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funded through a combination of NSF dollars and a redirection of federal and state funds. Meanwhile, leaders 
at the University made major changes in the way they were preparing teachers, to make sure that such teachers 
were fully prepared to teach to the El Paso standards. 

The results of their hard work are clear in the data above: improved achievement and a narrower gap between 
groups. This is a refreshing change from the national picture of flat achievement and a widening gap between 
groups. Investing in teachers really does pay dividends! 
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Gov. Bush of Texas Signs 
. Pact to Resolve Complaints 
Over Deficiencies at Black 
Colleges 
By PATRICK HEALY 
Gov. George W. Bush of Texas has promised the U.S. 
Department of Education that he will resolve civil-rights 
complaints against the state by improving two historically 
black colleges there and beefing up programs to recruit and 
retain black and Hispanic students. 

Mr. Bush, the presumptive Republican nominee for the 
presidency, signed an agreement with the department this 
month committing Texas to creating high-demand academic 
programs at the public black colleges, Prairie View A&M 
University and Texas Southern Univemty. The pact also 
calls for new facilities and for beautification efforts to make 
the colleges look as nice as their predominantly white peer 
institutions. · 

.And while affirmative action in college admissions has been 
banned by a federal oourt's order in Texas, the agreement 
calls for the state· to enhance race-based recruitment and 
retention programs to ensure that more black and Hispanic 
students eam college degrees. 

Some lawyers and education officials in Texas have said that 
the court order, which is known as the Hopwood decision, 
prohibits race-targeted recruitment efforts as well. But last 
summer, Texas Attorney General Jobn Comyn issued a legal 
opinion saying that the court order dealt only with 
admissions policy, although he cautioned campuses against 
once more offering race-based scholarships as recruitment 
tools. 

Raymond C. Pierce, deputy assistant secretary for civil rights 
at the Education Department and a chief negotiator of the 
Texas pact, reiterated Tuesday that Hopwood did not apply 
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to the state's recruitment and retention efforu. The details of 
chose efforts -· and whether they would include race-based 
financial aid -- are still to be worked out. 

"There is no current official guidance or policy of the State of 
Texas that disallows affirmative action in recruitment and 
retention, to my knowledge," Mr. Pierce said. 

This month's agreement does not include costs or timetables. 
But the price tag, especially for the new programs and wide­
scale refurbishments, will probably be high. State higb.er­
education officials proposed some steps in April that they 
and la'W}'ers in the Education Department's Office for Civil 
Rights will flesh out over the next several months, with the 
goal of putting a final plan before the Texas Higher 
Education Coordinating Board in October. If the plan is 
approved, Governor Bush has given his word that he will 
press the Legislature in 2001 to finance the proposals. 

The agreement comes after three years of negotiations and 
fact-finding trips that the civil-rights office undertook to 
evaluate college desegregation in Texas. Since 1994, 
department officials have announced desegregation­
compliance reviews in seven states - Florida, Kentucky, 
Macyland, Ohio, Pennsylvani~ Texas, and Virginia -- that 
were accused decades ago of having segregated public 
systems of higher education yet were never form.ally cleared. 

By signing the agreement, Governor Bush did not 
acknowledge that Texas had ever bad a problem with 
desegregation. Rather, the accord was worded in such a way 
to focus on improving educational options and campuses that 
draw many Texas minority students. 

"I want all Texans to have an opportunity to enjoy the 
benefits of our state's higher-education system," Governor 
Bush said in a written statement 

Mr. Pierce, oft;he civil-rights office, said the agreement in 
Texas and those in Fiorida, Kentucky, Ohio, and 
Pennsylvania represented a ''success story" for the Education 
Department and the states involved. The department is still 
working with Maryland and Virginia to resolve complaints 
there. 

As for Texas specifically, he said that the governor's staff 
was cooperative, and that Mr. Bush was not dead·set against 
any issues or proposals that the O.C.R. had raised. Asked 
about Mr. Bush's take on the accord, Mr. Pierce said, "He 
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signed the agreement." 

"Our experience in Texas for the most part was similar to 
what we found in the other states: identifying common 
ground for our particUlar interests - our interest being 
outstanding federal civil-rights violations -· and providing 
quality educational experiences for all citizens," Mr. Pierce 
said. 

Clay Johnson, the governor's chief of staff, could not be 
reached for corrunent Tuesday. 
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RESEARCH ON THE VALUE OF DIVERSITY/DESEGREGATION IN K-12 AND HIGHER EDUCATION 

Introduction: Race-based affirn1ative action in K-12 and higher education will likely be upheld only where there is a sufficient basis in evidence 
to support the belief that the given program serves a compelling interest and is narrowly tailored to achieve that interest. The evidentiary 
requirement likely serves the related purposes of demonstrating that the use of race is necessary to promote the articulated compelling interest and 
ensuring that the articulated interest is not a pretext for discrimination. 

The JUSti fications for affirmative action in both K-12 and higher education flow from the mission of each institution and can include the non­
remedial interest(s) in promoting the educational benefits that flow from learning in diverse/desegregated environments. These interests include 
the interest in promoting the educational benefits that accrue to all students from interncting in diverse schools, colleges, or universities (which 
raises research questions 1-5 below). They also include the related interest in promoting desegregated schools to improve educational opportunity 
and, thereby, achievement, especially for disadvantaged minority students (which raises research question 6 below). To justify the use or race 
based on these non-remedial interests, it is important to collect and promote research linking racial diversity/desegregation to the educational 
benefits it is strongly believed to promote. 

The table that follows lists some of the existing research on the questions identified belO\\. This is not intended to be an exhaustive list of relevant 
research or an endorsement of particular studies over others. Rather, this is an evolving bibliography that lists relevant research. 

Research Questions: The key research questions regarding the educational benefits of di\"ersity/desegregation include: 

1. Teaching and Learning - Can racially diverse environments improve student learning, including students' understanding of substantive 
issues and/or students' critical thinking/problem solving skills? 

2. Civic Values - Can racially diverse environments enhance students' civic/democratic values, including students' racial attitudes and/or 
inter-group relations'? 

3. Employment - Can racially diverse environments promote students' preparation for employment, including students' understanding of the 
value of diverse perspectives and/or ability to function effectively in diverse business environments? 

4. Critical Mass - What level of diversity is necessary or optimal to promote each of the educational benefits listed above? 
5. Policies and Programs - What campus efforts are necessary or optimal to promote the educational benefits of diversity listed above'! 
6. Opportunity and Achievement - Can racially desegregated environments promote educational opportunity and achievement, especially 

with regard to disadvantaged minority students? 

Types of Evidence: Several types of research may provide both direct and indirect evidence of the educational benefits of diversity. These 
include, but are not limited to. (1) opinion evidence (e.g., testimony from education leaders and survey evidence from students and educators on 
the benefits of diversity), (2) outcome evidence (e.g., studies showing positive educational outcomes from learning in diverse environments), and 
(3) programmatic evidence (e.g., success stories of what works and what institutions are doing to promote the benefits of diversity). 
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Summary of Research Evidence: 

I. 

2. 

Adams, Maurianne 
& Marchesani, 
Linda 

Adams. Maurianne 
& Zhou-McGovern, 
Yu-Hui 

3. Alger, Jonathan R. 

-- , T,ljle(Cifation ; · 

... .. 
Curricular ln11ovatio11s: Social 
Dii·ersity as Course Content. 
New Directions for Teaching 
85 (Winter 1992) 

The Sociomornl Den'lop111elll 
of U11dergrnduates in a "Social 
Di1·ersity .. Course: 
Developmental The01T. 
Research and /11str11ctio11al 
Applicatio11s, paper presented at 
the Annual Meeting of the 
American Research 
Association, New Orleans, LA 
(Apr. 1994) (ERIC Report No. 
380345) 
The Educational Value of 
Diversitv. 83 Academe 20 
(Jan./Feb. 1997) 

Date .T<-J2··· 

1992 

1994 

1997 

cil Ed 

1 
x x 

x x 

x x 

Research Questions• 
-.. 

2 3 . ·4 5 
x 

6 

Descriptfon 

Anecdotal evidence of how racial 
and ethnic diversity promotes 
learning and challenges long-held 
perspectives. 
Case study and pretest/posttest smdy. 
Study found statistically significant 
positive effects on cognitive 
development for both minority and 
non-minority college students 
participating in a social diversity 
course with a diverse student body. 

A11icle discusses the misconceptions 
of diversity, discussing some of the 
research. Author concludes that 
diversity does not foster an exchange 
of group perspectives, but rather a 
multitude of individual perspectives 
Each individual has a unique 
perspective and the range of these 
perspectives will be broader- and the 
educational experience of all students 
correspondingly richer- if individuals 
with diverse backgrounds are 
included in the student body. 

1 1) Teaching and Leaming 2) Ci\'ic Values 3) Employment 4) Critical Mass 5) Policies and Programs 6) Opportunrty and Achievement 2 



Research on the Value of Diversity/Desegregation in K-12 and Higher Education/ DRl\FT/October 31, 2000 

... Author(s) 
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4. American 
Association of 
University 
Professors & 
American Council 
on Education 

5. Appel, Morgan: 
Cartwright, David: 
Smith, Daryl G. & 
Wolf, Lisa E. 

6. Astin, Alexander W. 

.. Title/Citation· ·· Date 

Does Diversity Make a 2000 
Difference.? Three Research 
Studies 011 Diversitv in College 
Classrooms. 
http: 1,\nn\ .aaup. or!! id iv rep .pd f 

The Impact of Diversitv 011 

Students: .4 Preliminary 
Review of the Research 
Literature. Association of 
American Colleges and 
Uni\·ersities 

What Afotters in College:? Four 
Critical Years Re\'isited. San 
Francisco: Jossey-Bass 

1996 

1993 

· K-12 .. H Ed 

x x 

x x 

x x 

· Research Questions 1 Description 

4 . 5 6: .. --·-:.·· 

x 

x x 

x x 

Analyses of data from college faculty 
member questionnaires. Concludes 
that diversity plays role in increasing 
cognitive learning. complex thinking 
and personal development because it 
challenges stereotypes, broadens 
perspectives and sharpens critical 
thinking skills. Study also discusses 
the elements necessary to realize this 
benefit. 
Review of research literature on 
diversity. Review concludes that 
diversity changes racial attin1des, 
improves cognitive development and 
academic success. Also includes 
infomrntion on what type of 
programs colleges should implement. 
Study examining the effects of 
environmental variables on student 
personality, attitudes, values, beliefs, 
academic and cognitive development, 
and career development. The weight 
of empirical evidence finds that the 
actual effects on student development 
of emphasizing diversity and of 
student participation in diversity 
activities are ovenvhelmingly 
positive. 

1 I) Teaching and Leaming 2) Civic Values 3) Employment 4) Critical Mass 5) Policies and Programs 6) Opportunity and Achievement 3 
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:c-Title/Cit~tion. ·-
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. ~ ?' ·-: . 
,..: - -···. 

7. Astin. Alexander W. Di1•crsirv and Multicu/111ra/is111 
011 the Campus: How are 
Srude11ts Affected:). Change 44 
(Mar./Apr. 1993) 

8. Bok, Derek & 
Bowen. William G. 

The Shape of the Ri1·er: Lo11g­
Term Consequences o( 
Considering Race in College 
and University Admissions. 
Princeton, New Jersey: 
Princeton University Press 

9. Braddock, II, Jomills The Perpetuation o( 
Henry Segregation Across Levels o( 

Education: A Behm·ioral 
Assessment o( rhe Contact 
Hvpothesis, 53 Sociology of 
Educ. 178 (1980) 

Datei' i_~K.;;12-.: H·Ed ... 
-· 

-·- . ·_. __ . 
1993 x 

1998 x 

1980 x 

-- - - Research Questions1 
_ 

"l 2 3-· -04:: ;~s 

x x x 

x x x 

x x 

6' 

Desctipt!~n · 

-~ -':--· -

Analysis of student survey data from 
217 institutions. Examines ho\,­
racial diversity on college campuses 
affects student anitudes and 
development. Concludes that 
emphasizing diversity and providing 
opportunities for student 
participation in diversity activities 
are all associated with widespread 
beneficial effects on a student's 
cognitive and affective development. 
Study of academic records and 
questionnaires of 60,000 students at 
28 selective colleges and institutions. 
Study shows that diversity, including 
racial diversity, in higher education 
significantly enhances the 
educational benefits for all students. 
Correlation study of 253 African­
American students who anend 
predominately African-American or 
predominately white colleges in 
Florida. Results indicate that 
African-Americans who attend 
college and who graduated from 
desegregated high schools are much 
more likely to anend a predominantly 
white college than their counterparts 
who graduated from segregated high 
schools. Results suggest school 
desegregation breaks down the self­
perpetuating cycle of racial 
segregation. 

1 I) Teaching and Leaming 2) Civic Values 3) Employment 4) Critical Mass 5) Policies and Programs 6) Opportunity and Achievement 4 
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; .· _. --~f:~:: Title/Citation , 

,,-__ 

I 0. Braddock, I I. Jo mills 
Henry & Dawkins, 
Mar.in P. 

11. Braddock, II, Jomills 
Henry & 
McPartland. James 

12. Braddock. II. Jomills 
Henry & 
McPartland. James 

:\:i~. ~ ~'. ·: " . ~. 
The Continuing Significance of 
Desegregation: School Racial 
Composition and African 
A 111erica11 Inclusion in 
American Socicf1'. 63 J. of 
Negro Educ. 394 (No. 3, 1994) 

Social-Psvchological Processes 
that Perpetuate Racial 
Segregation: The Relationship 
Ben1·een School and 
E111ploy111ent Desegregation. 19 
J. of Black Studies 267 (No. 3, 
1989) 

The Social and Academic 
Consequences of School 
Desegregation. Equity and 
Choice 5 (Feb. 1988) 
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1994 x 

1989 x x 
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. Research. Questions' .. 
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2 ·:'3 ·4 5 
x x 
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x x 

6 
x 
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.- . . ,. 

.. 

_D~scriptioo. - _ -
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Descriptive article that provides an 
overview of studies. Examines the 
long-tem1 effects of school 
desegregation on integration in 
college, employment, community, 
and friendships. Cone ludes that the 
research is clear and consistent that 
there are long-tem1 benefits to school 
desegregation in facilitating African­
American inclusion in American life. 
Causal comparative study examining 
how school desegregation affected a 
national African-American youth 
cohort in employment desegregation 
and work relationships. Study 
suggests that early desegregated 
experiences create a different 
attitudinal basis among African­
Americans that, in part, produces or 
sustains desegregation in adult life. 
Descriptive article outlining the 
effects of school desegregation on 
college desegregation, employment 
desegregation, minority career 
attainment. and non-classroom 
activities. Cone ludes that students 
who graduate from racially mixed 
schools often are better prepared for 
adult roles and will encounter fairer 
career opportunities and less 
segregation in their adult lives. 

1 I) Teaching and Leaming 2) Civic Values 3) Employment 4) Critical Mass 5) Policies and Programs 6) Opportunity and Achievement 5 
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Henry; Crain, 
Robert L & 
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Henry; Dawkins, 
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William 

15. Carnevale, Anthony 
P. 

16. Case Note 

~ . ~ ' Title/Gitatiori 
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A Lo11g-Ter111 View of School 
Desegregmio11: Some Recrn1 
Studies of Graduru<!s as Adults, 
Phi Delta Kappan 259 (Dec. 
1984) 

Why Desegr<?gate' The Effects 
of School Desegregation on 
Adult Ocrnpational 
D<!segregmion of Afi·ican 
Americans. IVhi1es and 
Hispanics. 31 lnt'l J. of 
Contempora1y Sociology 273, 
(No. 2, 1994) 

1984 

1994 

Campus Diversity and the New 1999 
Economy (draft paper presented 
at ACE conference on 
Achieving Inclusion and Equity 
in Higher Education, Jan. 14-
16, 1999) 

An £1·idrnti<11T Fra111e\\'ork_f(Jr 
Diversitv as a Compelling 
Interest in Higher Educ(l[/on. 
109 Har\. L Rev. 1357 

1996 

-
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HEd". Research Questions 1 
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x x x x 

x 

x x x x :x 
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: ... 
Provides an overview of several 
studies on school desegregation. 
Studies show that white and African­
American students who attend 
desegregated schools are more likely 
as adults to attend diverse colleges, 
live in integrated neighborhoods, 
work in diverse fim1s, and have 
friends from another racial group. 
Study of multiple regression analyses 
based on three independent surveys 
to assess the relative importance of 
school desegregation in predicting 
employment desegregation. African­
Americans, whites, and Hispanics 
who attend desegregated high 
schools are more likely to work in 
desegregated iob settings. 
Article examines workforce statistics, 
the new global economy, and 
research on projected college 
enrollments. Concludes that a 
diverse workforce yields economic as 
well as social benefits to the U.S., 
supporting the need for increased 
diversity at colleges through some 
form of affimrntive action as well as 
other alternatives to increase 
minority enrollments. 
Article discusses the findings of 
several studies demonstrating that 
campus diversity positively affects 
educational outcomes. 

1 1) Teaching and Learning 2) Civic Values 3) Employment 4) Critical Mass 5) Policies and Programs 6) Opportunity and Achievement 6 



Research on the Value of Diversity/Desegregation in K-12 and Higher Education/ DRAFT/October 31, 2000 

17. Chang. Mitchell 
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\Vitt, Daria 

19. Cox, Taylor, Jr. 
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Hagedorn, Linda 
Serra: Nora, Amauiy 
& Terenzini. Patrick 
T. 

_- :',~:Title/CifatiOn 

·---
Racial Diversity in Higher 1996 
Education: Does a Racial/\· 
Mixed Studenl Population 
Affect Educational Outcomes_?, 
Ph.D. Dissertation. Univ. of 
Cal., Los Angeles 

Compelling l111cres1: 
Examining the Evidence 011 
Racial Dr11a111ics in Higher 
Education. The American 
Educational Research 
Association and the Stanford 
University Center for 
Comparative Studies in Race 
and Ethnicitv 
Cultured Dii·ersitv in 
Organizations: Theo1}·. 
Research and Practice 

h~fluences 011 Students· 
Openness to DiFersin· and 
Challenge in 1he First Year of 
Co!!ege. 67 Journal of Higher 
Education 174 (Vol. 2, 

Mar./Apr. 1996) 

1999 

1993 

1996 

x 

x 

x 

x 

o} ' ,._2'. ~- 3 
x x 

x 

x x 

x 

4 5 6 

x 

x 

x 

.. -.:-· -"v. 

·- .-

Study of student data quantified by 
degree of racial diversity or 
opportunity for cross-racial 
interaction. Finds that diversity has 
positive impacts on students' overall 
college satisfaction, graduation rates, 
grade point average. intellectual self­
concept and social self-conceot. 
Study concludes that racially diverse 
environments, when properly 
utilized, lead to quantitative as well 
as qualitative gains (otherwise 
unattainable in homogeneous 
environments) in educational 
outcomes for all parties. 

Study involving small groups. Finds 
that exposure to racial diversity 
measurably improves cognitive 
ability, and that members of 
heterogeneous groups typically 
devise more creative solutions to 
problems than members of 
homogeneous !!roups. 
Correlation study that examines 
several different factors in measuring 
the influence and openness to 
diversity on college campuses. 
Identifies ways in which institutions 
can engender in students a greater 
openness to diversity. 
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21. Eurich-Fulcer, When and How School 1999 x x x x Descriptive article discussing past 

Rebecca & Desegregation Improves social psychological research on 

Schofield. Janet \V. Intergroup Relations: The desegregation and inter-group 

Relationship Betll'een Social relations. Highlights how this 

P5ychology and Social Policy research has influenced the field, 

(Draft paper) describes its limitations. and suggests 
the usefulness of the research for 
present day social policy. 

22. Gurin, Patricia The Co111pe/li11g Need/or 1999 x x x x x x Report describing research outlining 

Dil'ersity in Higher Education the theoretical foundations for the 

(expert report prepared for effect of diversity. Study of 

University of Michigan University of Michigan and 
litigation) nationwide data reveals far-ranging 

benefits to all students from a racially 
and ethnically diverse student body. 
including growth in active thinking 
processes, increased engagement and 
motivation, augmented intellectual 
skills and post-graduation valuation 
of intellectual skills; and "democracy 
outcomes." 
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23. Hallinan, Maureen 
T. 

24. Hallinan. Maureen 
T. & Smith, Stevens 
S. 

25. Hallinan, Maureen 
T. & Teixeira. Ruy 
A. 

~' 't '.Title/Citation · · 

Dil-ersit1" Effects 011 Studrnt 
Outcomes: Social Science 
Evidence, 59 Ohio St. l.J. 733 
( 1998) 

The Effects of Classroom 
Racial Co111positio11 011 
Students' Interracial 
Friendliness. 48 Soc. Psychol. 
Q. 3 (1985) 

Opport1111ities and Constraints: 
Black-White Di{fi!rences in the 
Formation of 111terracial 
Friendships, 58 Child Dev. 
1358(1987) 

. D~te· 

1998 

1985 

1987 

K-12-c HcEd· ·.·:-~,Research Questions1 
. 

-·-"'\:: _.-:_ .. 

• t · i-·· 3 -"4 

x x x x 

x x x 

x x x 

· : . pescription. • 

6 

r•.'., . .... -. 
- -

X Descripti\·e article outlining social 
science evidence. For K-12 students, 
desegregation benefits minority 
students who attend majority white 
schools. African-American and 
white students in desegregated 
schools are less racially prejudiced 
than those in segregated schools. For 
college students. diversity promotes 
learning. increases understanding of 
racial groups and cultures, reduces 
racism and pre.1udice. and leads to 
cordial relationships of students of 
different racial and etlmic heritage. 
The positive effects of diversity are 
conditioned on institutional support 
and promotion of diversity and 
multi cu I turalism. 
Correlation study demonstrating that 
desegregated classrooms increase 
interracial friendliness, particularly in 
early years, supporting the 
"opportunity theory.·· Concludes that 
integrated classrooms maximize 
interracial friendliness. Also finds no 
support for the theory that students 
who are 111 the racial minority in a 
desegregated classroom will isolate 
themseh es because of social threat, 
low power or low status. 
Causal-comparative study examining 
the effect of classroom climate 
(includin!! Or!!anization of instruction 
and racial composition) on students' 
cross-race friendliness in 
desegre!!ated classrooms. 
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26. Hawley, Willis D.: 
Banks, James A.; 
Padilla, Amado M.: 
Pope-Davis, Donald 
B. & Schofield, 
Janet Ward 

27. Hurtado, Sylvia 

28. Hurtado, Sylvia 

Title/Citatioli-::'/ 
- . : -:~-\ ~- .. , 

Strmegies for Reducing Racial 
Pn'.fudice · Essential Principles 
for Program Design. Toward a 
Common Destiny 423 (W.D. 
Hawley & A.\V. Jackson eds., 
1995) 
Linking Divers/(\' and 
Educationol P111pose: How the 
Dii·ersin· of the Faculty and 
Studrnt Body Mav Impact the 
Classroom £111·iro11111ent and 
Student De1·e/op111ent (paper 
presented at Harvard Civil 
Rights Project Conference on 
Diversity and Higher 
Education, Mav 9, 1997) 
The /11sti1wional Climate for 
Tale111ed Latino Students. 35 
Research in Higher Education 
21 (No. I, 1994) 

-Date ,-~~·~~ ~H:,~,f ;' :~ Research Qu~stions 1 
-" 

: . . . ~ 

2 3 .·4' 
1995 x x x x 

1997 x x x 

1994 x x x 

·.;, . · - , . : . , Descrir~i~_ii __ .. :. :\ 'i. '.- -, . 
.. ,,_. ...-:. --

· . 

Descriptive article suggesting design 
principles for educators to use when 
creating strategies to improve inter­
group relations and reduce 
discrimination. 

A study of higher education diversity 
involving 159 colleges. Study found 
that those who studied with someone 
of another race or were satisfied with 
the faculty diversity reported greater 
growth not only in racial and cultural 
tolerance. but also in leadership, 
critical thinking skills, ability to work 
cooperatively and problem solving 
skills. 
Study which examines the notion of a 
necessary critical mass versus a 
statistical percentage of minority 
students on campus. Concludes that 
campus administrators and faculty 
play an important role m making 
students feel valued. Suggests that 
understanding Latino students· 
experiences is the first step in 
developing successful intervention 
strategies that may improve student 
outcomes. 
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29. Kurlaender. Michal 
& Yun, John T. 

30. Lopez, G.E. 

31. Mathtech, Inc. 

Is Diversit_I' a Compelling 2000 
Educa1io11a! !merest.') El'l'<lencc 
from Aie1ropolira11 Louisl'l'llc, 
Harvard Civil Rights Project. 
http://\\ww.law.han·ard.edu1ci\· 
i 1I·i2lm1publications/lou is\·i I le. h 

l!ll! 

The £_(feet of Group Con1ac1 
and Curricu/11111 011 While. 
Asian American, and Afi-ican 
A 111erica11 S111de11ts 'A 11ir11des. 
Ph.D. dissenation, University 
of Michigan. (Abstract in 
Dissertation Abstracts 
International 54 (07): 39008 
The Outco111es of Diversitv i11 
Higher Education. Mid-Year 
Report, prepared for Office of 
Educational Research and 
Improvement 

1993 

1998 

x 

•. 

.. c·l 2 ·3 
x x x 

x x 

x x x 

4 5 

x 

Analysis of student survey data 
regarding experiences in diverse 
classrooms. Study finds that both 
African-American and white students 
attending high school in Louisville, 
Kenn1cky repon benefiting greatly 
from the diversity of their schools. 
They report strong educational 
benefits to diversity in improwd 
critical thinking skills, future 
educational goals, and principles of 
citizenship. 
Longin1dinal survey of University of 
Michigan students. Changes in 
attitudes resulted from a course in 
diversity, and inter-group contact 
resulted in attitude changes for white 
students, with mixed results among 
African Americans. 

Report examining research literature 
and sun'eys. Review of research 
finds positive effects of racial 
diversity on student cognitive 
growth, interaction in the diverse 
work environment, and breaking 
down racial stereotypes. Also 
discusses the type of programs used 
to foster diversity and retain minority 
sn1dents on campus. Also suggests 
other areas that need further research. 
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32. McLeod, Poppy 
Laurena; Lobel, 
Sharon Alisa & Cox. 
Taylor H., Jr. 

33. Milem, Jeffery 

34. Milem, Jeffery 

::.." -~ -

·- _ .... --- ': 

Ethnic Dii·ersitY and Creativirv 
in Small Croup, 27 Small 
Group Res. 248 (May 1996) 

1996 

College. Students and Racial 1994 
Understanding. 29 TI10ught and 
Action 51 ( 1994) 

The Ed11cational Benefits of 
Diversity: £1·idcncefi·o111 
M11ltiplc Sectors 

Draft 

~K-1~.*i ~.H Ed 

x 

x 

x 

·.~· Research Que~tions 1 

1 2 ·5 
x x 

x x 

x x x 

'· .. · ~. 

6 

.. ~ :~ -
.... ·. -~--

Experimental study involving college 
and graduate students. Shows that 
racially diverse work teams have 
potential performance advantages in 
idea generation and solution quality. 
Also emphasizes proper management 
of diversity over simply increasing it, 
since there is some evidence 
suggesting that heterogeneous groups 
have experienced negative results 
when the variety of perspectives 
were not utilized. 
Study examining Cooperative 
Institutional Research Program's 
annual survey of college students. 
Concludes that white students· 
commitment to promoting racial 
understanding was increased by 
increased by discussing racial/ethnic 
issues, socializing with other-race 
students, enrolling in ethnic studies 
courses and attending racial 
awareness workshops. 
Multidisciplinary analysis of research 
literature and examination of studies. 
Examines the educational benefits of 
diversity to individuals, institutions 
and society. Educational benefits of 
diversity include enhanced critical 
thinking ability, problem-solving 
abilities and higher levels of 
creativity and innovation. 
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35. Oickle. E. & Slavin, 
R.E. 

36. Orfield, Gary & 
\Vhitla, Dean 

37. Schofield. Janet 
Ward 

38. Schofield. Janet 
Ward 

·.·,· .. ,.,;:Title/Citation· 
::- ·~ -~· .- -. ._ .- ·<- .. ·. 

. ..: ... 

Effects of Coopemrii·e Learning 
Teams 011 Srudent Ac/11cn'111en1 
and Race Relations Trcurmcnr 
br Race /111eractio11s. 54 
Sociology of Educ. 174 ( 1981) 

Dii•ersitv & Legal Education. 
Swdent Experiences in Leading 
La11· Schools. The Civil Rights 
Project. Harvard Univ. ed. Aug. 
1999 

School Desegregar/011 and 
Intergroup Relarions. A Rci·ieH' 
of the Literature. Review of 
Research in Education 335 (G. 
Grant ed., 1991) 
Rei·iew of Research 011 School 
Desegregario11 's Impact 011 
Elementan· and Sccondan 
School Students. Handbook of 
Research on Multiculrural 
Education 597 (James A. Banks 
ed., 1995) 

1 
1981 x x 

1999 x x 

1991 x 

1995 x x x 

~esearch, Ques~ions 1 

2 

x x 

x x 

x x 

. Description -
···,.-... 

6 ., .. 
X Study involving 10 integrated middle 

school classes and 230 students, 
which shows that cooperative 
learning in diverse class is positiwly 
related to achievement and interracial 
friendship. 
Analysis of law student surveys at 7 
institutions. Data indicates that there 
are educational benefits of racial . 
diversity to all sn1dents, spelling out 
how and in what settings students 
experience different educational 
outcomes. The study also explores 
the differences among students-the 
experiences of those who believe 
diversity has a negative influence as 
well as the large majority who see 
important gains. 
Provides a historical overview of 
research on the effects of 
desegregation on inter-group 
relations. Discusses what is known 
and what needs to be studied. 

X Pro,· ides an overview of the social 
science evidence, both positive and 
negative, behind the value of 
desegregation in K-12 education and 
gives a critique of the methodology 
used by the reviewed sntdies. 
Research suggests desegregation has 
a positive effect on reading skills of 
African-American students and that 
school desegregation can break the 
segrt'gation cycle and affect adult 
outcomes. 
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39. Slavin, Robert E. When Does Cooperati1•e 1983 x x x x Field study of cooperative learning. 
Learning Increase Student This controlled experiment 
Achievement?, 94 demonstrates that group re\\ ards and 
Psychological Bulletin 429 individual accountability are 
(1983) essential to the instrumenta I 

effectiveness of cooperati\ e learnin!!.. 
40_ Sla\·in, Robert E. Cooperarive Leaming and 1995 x x x x x Provides on overview of studies 

Intergroup Relations, showing that cooperative learning in 
Handbook of Research on diverse K-12 schools can improve 
Multicultural Education 628 racial attitudes among all students 
(James A. Banks ed., 1995) (including increased friendships, 

close friendships, and friendships 

I 
beyond learning group) and academic 
achievement (for all students). 

41. Slavin, Robert E. Effects of Biracial Learning 1979 x x x Controlled study that tested the 
Teams on Cross-Racial effects of multiracial learning teams 
Friendships, 71 Journal of on interracial friendships. Through 
Educational Psychology 381 experiments, results show that 
(No. 3, 1979) cooperative learning in biracial teams 

had a positive effect on intenacial 
friendships and that the effects were 
sustained over time and ex1ended 
beyond the learning groups 

42. Smith, D. and Dil'l!rsiry Works: The Emerging 1997 x x x x Descriptive compilation of the 

Associates Picture of Ho11· Students Benefir research and literature on racial 
di,·ersity's impact on students. 
focusing on literature published since 
1992 and on hie her education. 

43. Sonleitner. Nancy & The Effect of Childhood 1996 x x Case study of Oklahoma City adults. 
Woods, PL·ter 8. Interracial Comact 011 Adult Results show that increased child 

Amiblack Prejudice, 20 Int"I J. cross-racial interaction disconfim1s 

of Intercultural ReL I negative racial stereotypes and has 
positive, long-te1m effect Llf 

decreasing whites· pre1udi'e toward 
African-Americans. e\ en controlling 
for other factors. 
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44. Trent William 
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·:'. 

011rco111i'S of School 
Desegregarion. Findingsji-0111 
Lo11gir11dina/ Reffarch. 66 J. of 
Negro Educ. 255 (No. 3, 1997) 

45. Villalpando. Octavio Co111paring Thi' E(fecrs of 
M11/ric11/r11ra/is111 and Dii·ersity 
on Minorirv and 1-VhiT<' 
Srudenrs · Sarisfacrion wirh 
Co//ege. Paper presented at the 
Association for the Study of 
Higher Education, Tuscon, 
Arizona (ERIC Report No. 
375721) 

46. Wells, Amy Stuart 
& Crain, Robert L. 

Pe1per11arion Theory and rhe 
Long -Term E(fccrs of School 
Desegregarion, 64 Rev. of 
Educ. Res. 531(Winter1994) 

Date- ..;;K-'.f-2 . H Ed_:. 
-,~'<- -·~ .• •' 

,_-= ,~} .-·. 

-, ., '.:· 

1997 x 

1994 x 

1994 x 

·• Rese~rch Questioits1 
· 

-

1 2 3 ~- 5 
x 

x x 

x x 

:._ :-~P~s-~riptiQ_O. ~ ..... - . .. . ~ . 

6 
X Examination of national longitudinal 

survey data from three major studies, 
the author concludes that high 
concentrations of school poverty 
have strong negative consequences 
for the educational anainment of both 
African-American and white 
students. Concludes that school 
desegregation has long-tenn 
economic and educational benefits 
for minority sh1dents and enhances 
the likelihood of diversity in the 
workforce for both African­
Americans and whites. 
Longitudinal study of the positive 
effects of diversity on students 
college experience. F mds that 
socializing \vith other-race students 
and discussing racial/ethnic issues 
positively impacts sh1dents 
academic and personal development. 

X Provides an overview of 21 studies 
on the long-tem1 benefits of school 
desegregation to African-American 
students. Concludes that interracial 
contact in elementary and secondary 
school can help African-Americans 
overcome perpetual segregation 
through including increased and 
more accurate aspirations, mcreased 
higher education anaimnent, and 
increased occupationa 1 ana inment. 
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