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IDGJILIGHTS· 

. s report. uses· data from the. Nationai"Education Longitudinal Study of 1988 (NELS:88) 
to exarpine access to postsecondacy education of 1992 high school graduates by 1994, two years 
after ruf.h school graduation. After an overview of the postsecondary enrol~ent rates of the 1992 
high s1hool graduates by family income, race-etlmicity, and parental levels of education, the re­
port rorses on the factors associated with the relati,vely low four .. year college enrollment rates of 

Hispa~c, black, and low-in~me high sc~oql grady~tes. It examines college costs l!..11.4 .fm.ancial 
aid, thf educational expectations and immediate college plans of the high school graduates, and 
their ardemic preparation as measured by a four-year "college qualification index,, developed for 
this stydy. The index is used to identify those who would have met the minimum requirements to 
be adrrtted to a four-year college, the group of high school graduates who are considered to be 
''colle e-qualified." The major findings are: 

• Although there are differences by income and race-ethnicity in the four-year college en­
k • 'rollment tates of college-qualified high school graduates, the ditf erences between col­

·- · lege-qualified low-income and middle-income students, as w~ll as the differences 
among college-qualified black, Hispanic, Asian, and white students, are eliminated 
among those students who have taken the college entrance examinations and completed 

. . an applicatiort for admission, the two ·steps necessary to attend a four-year college. 

• '· High schbbl graduateJ wbo·sb·p'a~ents have' low levels of income and educattohv.ate able 
to attend four-year colleges·at the same rates as students from middle-income~families, 

... if ~hey do .what four-year colleges expect them to do. That is, if low-incomeistudents 
, , .~av~.'~ a~demic re~r4 an~ aP,t~~ude test ~ores which demonstrate even ~~~ ~nimal 
. . ~~~\~fi~~ip?~ ro.~ adi:n}.ss~on, !o a1 ~~~r~~~ ~~~titution,_ if.they take a_ co.liege en~r~ce ex-

am1nat1on, and af they submit a~ app\icat1on for adm1ss1on, the majority of low-income 
' · · ~tud'ents bnr'oll in p·o'stsecohdaf'Y ·edutatioi\ :and over 83 percent attend a fou't-fear col-
: ••• 1 Jege or university. · .. , .. · I : y :. · ··· .2. · •i•-f ··· 

• '._. Cdltekelqucilifled lowJincdm'e ~dentJ 'wh6 have been accepted for admissidti'=to public 
: · four-year ·colleges and universities and those who have been accepted to private four-

•. :· 1 year colleges and universities are just as likely to enroll in them as are middle- and high­
income students. There is no measurable difference by family income in the proportion 
of those· accepted at private insiitutions who choose to enroll in a public fourlyear in 
stitution instead. There are alsd:noldifferences in the enrollment rates of those·colleg 
~ualified blacks, Hispanics, Asians,' ot:whites who have been accepted for ad~sion t 
tither public or private four-year colleges antt universities. . : d ii.,; 
ili·l· .. •.: ii ~).1.: • I I 1 l !, • 11 •. ·~ 1;.I : .. I (...): ·'>"·v!:.1j 
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. . I . . ... 
.Low-income, black, and Hispanic high school graduates are less likely to be well pre-
pared academically to attend ~ four-year college. Even among those who ar college­
qualitied, low-income and Hif panic (but not black) students are less likely t take the 
college entrance exarrunations and apply for admission to a four-year instituti n. 

. I . . . 
Among all college-qualified seniors who enrolled in postsecondary education, Hispanics 
were less likely than any oth4 racial-ethnic· group to attend a four-year insti . ti9n. In· 
stead, college-qualified ~~p8inics· were more likely than any other racial~t . '. c group 
to attend a public two-yea~ i11stituti_on. College-qualified Hispanics were aJso' less likely 
to take college entrance exa~nations and submit an application for admissio to a four­
year .institution com~ared witf Asian, whitC, and black college-qualified stud ~.s. , 

Three-quarters of all 1992 high school graduates enrolled in some type of ostsecon· 
dary institution by 1994. Atrpost half (4S percent) enrolled in a four-year nstitution. 

-·----·-··i-~·· . __ _....one...quarter (26.percent) enf911~ in a public...two-year college, and 4 percent. moiled in 
other institutions offering tes~ than four-year programs. · 

• The proportion of all stude~ts who enrolled in postsecondary education 
'.:· .. :·years of high school gradua~ion was directly rel~ted to family income: 64 ercent of 

low-income, 79 percent of 11'\iddle-income, and 91 percent of high-income s udents at-
tended postsecondary education by 1994. . 
.. . . . . • • . . . . i ~ I I' • . L. ~ • • I . ~ . ' ' . \ . . . 

• /\,bout 80 percent of the loW-inoome -high school sraduates who enrolled in ostsecol­
d~rj' ~nstiU.Jtions receiv~ 'financial aid. T~eir aver1~ge educatio~al ~p~nses tr 'fina -
c1a1 aid ranged from about 54,900 at public two- f1d four-year 1nst1tut1ons t SS,700 t 
private, not-for-profit, four-year institutions. To jhelp meet these costs, t --~~irds of 
~~-e~l-~~~~np~me ~tud~~t~~ ':':'~~~C? .. ~~1~·en~~ffed, ryr an average of24 hours.: .~1~k. 

• Wheh the 1992 high sohoQl graduates were in 'he eighth grade, 59 per ilt; of low­
income, i76 percent of middle-iricome, and 92 percent of high-income stude s~aid that 
they !expected to finish co1lege. There was. no su~stantial change in these e pectations 
J:>y family income or race-ethnicity when they werf seniors in 1992. · 

• Nearly 80. percent of the 19,92 'high school graduates said that they expecte ·.to attend 
postsecondary education im\nediately. after: high school. In October 1992, l;S :percent 
were actually enrolled. By 1994~ 7S percent had 1been enrolled. Among tho e students 
who had plaMed to attend ·immediately after high school, 89 percent had nrolled by 

·~?.?4 ; .•. i.; •. : . . ·I .,1 .• I.;,1, \ 1.. .. ll..: I ,,i,I.:, 
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L
ike most knowledge workers who slraddli the 

gigabytes, I find a periodic cleaning of both · 

sary. One recent afternoon, then, while lh c0 

files to a mainframe, I turned to the cabinets in the 

opened was a folder labeled "diversity issues." I s 

d d 
. lili.lfi. 

ocumeots-a case stu y on a.ccoun!b or 

Richard Richardson's "equ~ty score"!form las for jfdgi 

ment, a detailed plan by a communi~ coll ge in a jino 

pare students for assessments in proficien y-based f om 

an analysis of campus climate for minorit studen1' in a 

percentage of minorities, the University o Texas-EI Pas 
: I 

panic Mother-Daughter Program-'['ait a inute! f is 

good, directed at meaningful equity, and freshing to 
I I 

versity" appeared rarely but with a warm son an cf .. Th 

these documents ranged from lr86 to 19 . I movr th 

zine boxes labeled, "Equity Iss¥es: Mino "ty Students." 
. I _ I 

derscand. But I don't understan~ "diversi " anyrn~re. 

Clifford lr.dtln"an ii a S~nior Reuard1 lr.na~·s' M'ith the U • Dtpartnitf'I of£ 
comriburor ro thtst pogt1. Tlir c1pinions t resstd htrt a t hi1 own. a d de> n 

tire Dtpannr1111. 

I 
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Somehow, in an awfully shon time, we 

have pounded and bleached the word diversi· 
r;y into nothingness. How did we do it? 

The aiuwer to that question ~ks the be· 
ginning of a difficult journey. At the end of 
this journey, I hope you will seriously con· 
&ider the proposition that the rnetoric: of di· 
versity (and all the time we spend on il) is 
avoidance behavior, that it hides the rcaliries 
of inequities in education and helps us evade 
the hard wodc. necessary to overcome those 
iiJequities. 1 also hope you will seriously con· 
1ider some propositions for more hard work 
on behalfof equity. · 

I. UDIVERSITY,, AND THE NET OF 
LANGUAGE 

Both philosophen and studcnu of political 
rhetoric and propaganda have conaibuted 
much to our undentanding of the ways in 
which language creates, reflects, and masks 
.ceality. Some have also demonsirated, very 
powerfully, how public: and organizational 
policies stand or fall on words. 

"Diversity" is a critical case in point. A 
comparative content analysis of a random 
week's wonh of major newspapers (let alone 
issues of Change) from the years 1996 and 
1986 will quickly demonsuate how central 
and common the tenn has become in contem­
porary discourse. Its currency has risen faster 
than the stock market. The analogy is not 
chosen lightly: at current levels of valuation, 
our use of the tenn is bo1h overex1ended and 
indiscriminate. The less clear I.he term be· 
comes, the more it ii read. cynically, as a eu­
phemism. The more cynicism, the less likely 
policy grounded in the tenn will be effective. 

"Just 1ry 10 get 1hrough the day.'' colum­
nist Russell Baker wrote last April in The 
New York Times, "without reading or hearing 
about ... someone who is championing diversi­
ty." As rny colleague Jacqueline Woods, the 
Education Depanment's liaison to communi­
ty colleges, wisely notes. •'in 1997, when you 
use the word 'diversity,' you end the conver­
sation." (See Resources.) 

To help matters, some have suggested that 
.. diversity" never be used in ordinary Ian· 
guage as a stand-alone noun. Always qualify 
the 1enn, for ex.ample, ••racial/ethnic diveni· 
ty." The problem with qualifiers. though, is 
that some (such as "racial/ethnic") arc clear 
reflections of reality, while others (such as 
"cultural'') are foggy. 

And if we add other observable and non­
observable population characteristics (nation­
al origin, gender, age, social class, income 
level. marital status. parental status, 5exual 
orienr111ion. religion. geographic origin. poli· 

whose charac:tcris · s no& os 
al-for example, ligio s min 
glc parents. Wh this a 
policy, we invite gal lens 

Think, ~oush. for a omen 
"we·· is her,:. The pie hod 
ty," 5Ct lhe i'diver-filY ag da." 
"diversity polici~.'' and n 
conference11 .. are ~suall those 
who see others as diffe t. Th 

' I who rarely ~ave ~ say in he de 
use of the t~nn. ~e swe alon 
mentum o~·whal ~ocioli guisu 
dialect," a rlilicfly do inant 

2. "DIVERSITY" IN 
EDUCATION: 'A Mu 

I 
As one might 'xpect the re 

has had a full life in I.he orld 
cation. But the different ppli 
term-to institutipns, e iron 
lion, curriculum, 1Uld pie 
in harmony. Fun~enno , they 
an uneasy tensio~ with e Jan 
als of equity. Let .us see ow th 

Diversity onnstltutl ns, En 
and Learning. By "dive ity of 
refer to osten5ible (size. I 
(highest degrce, l~vel of 
nomic (Carnegie class), 
for-profit) 1111d imputed ( 
Missions, in rum, can be 
rorically black coU~gcs 
women's colleges). 
gious, militaty), Of curri 
gy, flllC am). Our pride· 
is intense and very publi 

A subtext of this div rsc in 
framework invol,ves di rslty 
men11, tha& is. th~ oppo unity 
cultural. political, and ial 
develop and exp~ss t 
tut ions. Students, (and 
sion just as they choo 

I 



NOV-17-97 MON 1:55 PM OERI I PLLI 
course, campuscs differ hugely in what they 
have lo offer here: lhe larger and more resi· 
denlial the institution. the greaier rhe oppor· 
tunity for this genre of diversiry. The scent of 
inequity begins to emerge because some stu­
dents thus have far more ppponunity to expe­
rience this "diversity" th'11 others. 

Widlin lbe vasi univene of choice in U.S. 
higher education. our lang\,age also pla£es high 
value on what one might Wl .. diversities of 
learning.'' Lecnucs. d~ions. labs, computer· 
misled instruction. tel~. group indepcn­
dcm &nidy, sctVice leamin& student n:scarch 
participation. ~imulalioru pn the Web-we want 
it all and we value individ\ia!s who learn in dif • 
f'erent ways! It's another hOOorifac Oag. 

But it is obvious that not even the majoriry 
of instilu1ion~ can offer this divenc mix of in­
structional 1t1ethodologies that allows atu· 
dents to find their own best combinations for 
learning. Wealthy institutions can do it. Large 
institutions can do it. But that is a limited 
group. The Sfent of institutional inequities 
grows stronger. 

Diversity; of Curriculdm. We are also 
proud of our diversity of curriculum. Our sys­
tem offers everything. And our normative 
&l.alements (~e .. shoulds" and "oughts'") indi­
cate that we '.Want students to study or demon· 
&lnue competence in ev~ryll'ling: malhcmatics, 
science, history, literacur· writing, computer 
skills. and sq on. 

But it is o/>vious that ~e vast majority of 
· students havp neither 1~ time nor the money 
co study eve?'thing. Studenu attending com· 
munity coll~ses. in the main. have very fo­
cused and limited objcc:tives, for example, an 
associate' s degree in nursing or a cenific:ate in 
computer progr.imming. With respect to pub­
lic four-year colleges, state legislaiures no 
longer have the p:nience to underwrite six-year 
degrees with 160-plus crcdics so that s1udents 
can experie~e. on public time, the infinire 
manifestations of knowledge. Whal is true 
ror &tale legisl.iture1 holds for families with 
enough Stafford and PLUS loans already. 

Given the diversity of student objectives, 
when we add curricular requiremems. such as 
ll'losc for "diversities of (cultural] perspec­
live." we run imo inequities in ability to pay. 
Even when the5e requirements ate substitutes 
and not add-ons. s1udents who seek degrees 
in fields requiring licensure or certification 
(education, engineering. accounting, nursing, 
and others) will still take the courses required 
to prepare chem for these occupations. and 
will wind up with considerably more than 
120 to 130 credits. 

For these students. we have ratcheted up 
gradual~on requirements; ihhey come from 

: I 
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families of limiled rneans, they ~ thus SUD· 
ject 10 more inequity. When swdents of color 
are affecced, thi1 clash of "diversity" and eq­
uiry becomes an unhappy paradox. 

Diversity of People and the Diversity 
Co-curriculum. Lastly, higher cdU(;alion 
values the diveniry of people attending (and 
teaching at) ils instimtions. We value stu· 
dents with a "diversity of talents and inter­
ests" (athletics, music, theaser.journalism, 
service). We value students from diverse 
parts of the nation. fJOm diverse typCS of 
communilies. from other co1U1uie1. We value 
students from diverse age groups, rypes of / 
families, social and economic classes. And 
most of all, we value studenu--and faculty­
from diverse 12eial andclhnic-groups. 

There is an implicit co--cwriculwn in 
these values of inclusion: the inconuovett· 
ible notion that encounter with a wide variety 
of people from diver1e backgrounds is itself 1

1 

an instn1ctional methodology that prepares 
students U> be better citizens of the nation 
and the world. This implicit co-curriculum is 
&0metimu made explicit in fonnal encounter 
groups in which students talk through or act 
out differences in perceptions and e:1tperience. 

But it is obvious that not all or our "diversei 
institutions can anract "'diverse" people. in ~ 
matter whar combination of pcople-characterij­
tics. in order to offer rhis valuable cOi:Urricu­
lum. Only uuly national institutions of high 
selectivity. flagship public universities in some 
swes, and a few colleges located in meuopoli· 
tan areas with a full range of ethnic populations 
can achieve multi-level divenit)'. The ideal of a 
diversity of people asain runs into inequities 
across the diversity of institutions. 

John M:i.dock of the Universiry of Michi­
gan wisely perceives shoncomings in the 
supra-dialect defi~lion of diversity in his ob· 
scrvation that diff~l ethnic groups define di­
versity differently.jAfrican-American s1udents 
who panicipated i~ his longitudinal study of 
changing experien~e and anitudes toward di­
ve~ity in their college years-he pointed out 
at the 1997 AAHEiNational Conference-did 
not describe diver&f tY in terms of numberS or 
proponions. wh~ white students did. Nor 
did they define divfrsity in 1enns of the oppor­
nmity for social in,eractions, whereas Asian-
American and Latro students did. Instead, · 
their definition focjused on the university's 
commitment to in~lusion-in curricular mat­
ters, in imerac:tionf between 1eachers and stu· 
dents of color. an~ mosl of all, in being taken 
seriously as stude~ts. This is not ''diversity'': it 
is common-sense 'quity. 

We too of1en f qrget th:u sorne institutions. 
by virtue of rnissi · n. do not seek "diversity'" 

P. 5 
1. 1;, ;,aa~ a.u 
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in their student bodies, do not necessarily wel· 
come a full "diversity of environments," and 
do not offer a "diversily co-<uniculwn'"-at 
least as dtc supra-diaJect has come to define 
"diversity." Women's colleges ail! for wom­
en. not men. The primary commitments of 
HBCUs are IO the education of African Amer­
icans, and their student populations an= (and 
will remain) overwhelmingly black.' A com· 
munity college founded to seJVe a barrio is not 
going to attn1ct wealthy s~dents of any ethnic 
background from another pan of town. 

·'In lhc "vinual univcrsjty," lhe divmit)' c:o­
curriculum is virtually impossible. A Baptist 
college is not designed for Jewish scudenu (in 
an old joke, the Univenity of Chicago, wirh its 
Episcopalian campus, agnostic faculty, and 
Calholic cuniculum. \Vas a singular exception). 

Are these institutions eJlempl from our 
normative SWC"'91tl about diversily? Do we 
say that diversity if for some people but not 
for others? ll"1 a tough qucslion because we 
value speciaJ missions under the rubric of 
"diversity or lnsdtutions .•• 11Je problem, 
again, is that lhc '"we" who define the "diver· 
sity agenda'" cannot imagine a diversity in 
any tenns other than "different from us." 

But while issuing self-righteous state· 
ments about the inclusive benefits or "diver­
sily ,"the majority does something very 
strange when il consistently stereotypes and 
isolates Asian-American populations. First. 
we leave them out of the "'diver5ity agenda'' 
becaui;e-why? Because their academic be· 
havior i' loo much like that of the people 
who define what diversity is and is not? Be­
cause they are different but not "diverse"? 
We tie ou~elves in le.nots that Houdini could 
not unravel with our 1reatmen1 of populations 
ranging from the Hmong or Duluth to fifth­
generation Niesi of the East Bay to the South 
Asian5 of "Mississippi Makala." 

Second. in the language of "underrepre· 
sen11&1ion."" 1he majority tells them that they 
arc-in Gish Jen's simple eloquence-"quite 
profoundly nobody ... neither seers nor seen." 
(See Resources.) 

Indeed. We have very few Asian-Ameri­
can school teachers in this country. We con· 
tinue to receive immigranLS from the Pacific 
Rim. for whom learning an alphabetic, in­
flected language such as English is a border­
cro&liing like no other. Our diversity talk 
includes honor to role models in the ethnic 
match or teacher and student. but when we 
advance a policy of"minority teacher recrui1-
menr," Asian Americans are not part of the 
equity equ1uion. Why? The question is 11imple 
but very uncomfonable. 

Further Discomforts. There are other 

uncomforlable observations ha.1 bedevil 
the language of diver~i1y cl)' out for 
acknowledgment. W have ed that 
recruiting minority s dents r facul1y to in· 
atitutions localed faf rom nority cornmu· 
nities leaves them wi sue low "comfon 
level" tha1 they are t likel to stay, unless 
the institution is one the w who1e ca­
chet is ''\\/onh" the d om~ . Here in 
September, gone by 

We seem more co hh this year's 
hat happens to 

ock's point, too. 

ous uses of"di· 
veisity" in higher ed thai we have 
cn:a&ed an ideal that be achieved by 
an aristocracy. by the · ghl I on the distribu­
tion of institutional o portu ty. Maybe if we 
were not mesmerized by the ord, we'd see 
thal we"ve done som thing estly better 
than that. 

3· SOME EVIDEN E F 
BlJT WITHOUT E 

ng data from the 
National Center for ucati n Statis1ics· lon­
gitudinal study or th high hoot class or 
1982 {the so-called" igh S hoot & Be­
yond/Sophomore Co on"). anicipants were 
asked que~1ion11 obo l lhe r ial composition 
of the neighborhood n whi they attended 
high school ( 1978 to 1982) d the racial 
composition of then ighbo ood in which 
they lived 11111ge 28 1 29 (I 92). , 

A powerful 1ei;1 o intern· ization of the val­
ues ofu plur,dis1ic s iety i where one choo5· f 
es 10 live. Taking out mortgage r pay in& the· 
nmt to live in a given place takes ne far be· : 
yond "tolerance" or ututive unde landing or I 
"othemess."' Your m ney is on lh table. I 

Overall, 44 perc t ofthe Hi School&. 
Beyond cohort live in more ra ally mixed 
neighborhoods at age 28 10 29 l n they did 
when rhey were in high ~chool. he proba­
bility or electing a pluralistic en~ironmcnt. 
though. increased with the level of educa­
tional auainment. for example. the likeli· 
hood of seeking out such a neighborhood 
was S3 percent for those who earned bache­
lor'1 degrees and 36 percent for those who I 
never wenr to college. i · 

In other words, degree recipients were 
half again .more likely 10 live in muhiracial 
neighborhoodi; aii young uduhs than those 
who did not attend college. Thi~ trend. howl 
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evfr. he!~ more for black and white respon­
depts th~n it did for Latinos and Asian 
AIJlericaps, more than 20 perccn' of whom 
mqved iqto racially homogeneous neighbor­
hapds b~ their !ale 20s. 

JTherei is a grw deal more one can say 
a ut ~se da1a, and many more hypotheses to 

lore: the sociel)' as a whole became more 
m bile during the 1980s; the black middle 
cl ex~anded dramatically; jobs. school. and 
c · ums~ce often detennine where one livei; 

legc ~duates are more likely 10 live in 
ci 'es: a~e 28 to 29 may not be the best poinl in 

~
life c~cle to measure this phenomenon. and 

s on. Byt the correlations berween higher ed­
u tion/~cgrcc anainment and invesbrlent in 
1i ing inja more pluralistic community cannot 

igno~. ~rtainly, our subjects learned 

r:. ethir;ig, ev~n if by osmosis. 
Seco11d, instead of relying on "diversity 
uire~enu'! for graduation under which a 

Slfdent f&n select one or two from dozens or 
e~en hupdreds of qualifying courses (thus 
mrrgin~lizing the whole issue), more and 
nrre in,tilution!I have chosen the route of 
cvniculjU' integration of materials and topics 
Of the CtJllure and sta1u11 of minority popula­tif ns in ~he Un ired Stares. 1 

In di,ciplines ranging from sociology 10 

li'era1ur,e, this is nothing new. But we have 
r,alizc~ that in couues of study leading to ca­
r•ers in ,1he helping professions (teaching. so­
cjal wo~k, nursing). profes$ional service 
(91edicire. law, archilec1ure). and communi· 
cptionll peld11 (joumali!im. public relations, 
cpmmercial an}, in panicular. ii i11 uner folly 
tj leav9 this material out. 

You ,cannot say you know anything 11bout 
Clhnic ~rceptions of health~. for example. 
op the basis of your social conticL'I or encounter 
groups or "diversity dinners" in college. 'The so­
ciety cannOl afford 1ha.t level of superficiality; 
~e ma1erial has lo be P1if1. of your formid p~pa­
fliltion a.'I an effecrive hei&lth-ciue worker. lbeR: 
are liOC:ial and economic utilities in this kind or 
''.divel'8ity curriculum"'~itcepl it isn"t a '"diver­
sity curriculum"; ifs common llCnsc. 

I 
4. EQUITY OF PARTICIPATION AND 
'~REDEFINING MERIT" 

, ll is obvious why we are talking more 
about "diversity," with all its con1radiction11, 
i,n 1997. The 20 percen1 of all colleges and 
1,1niversitics in the United States that eitercise 
the slightest degree of sclec1ivity in admis­
sions at the undergradua1e level. along with 
\he much higher percentage or gradualc and 
professional schools that uercise even a mod­
est degree of selectivity in 11dmissions. are 
facing/radical changes in affinnative action. 

~HANuE • lULV/AUuUSf 1997 
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Although litigalion will cloud !he environ­
ment in Slates 1ha1 have been affccled 10 dale, 
it is safe to say that lhe 1raditiona~ way of jus­
ti £ying race-based admissions has to be 
rethought The President himself has set the 
guideline; ''Mend it!" 

Non-selective instirutions. institutions wilh 
no national vi5ibility, and special-mission insti­
tutions such u.s 1he HBCUs will go on doing 
their businc~~ as usual. 1lie composition of 
their incoming clallCS will continue to reflect 
the regional and special populations they lelVC. 

But in whal I called lhe "'ariswcracy" of inslilu· 
tionul opponunity, the rules have changed. 

These inslilutions--(he ones !hat make the 
new11p:ipers--have two choices. They can un­
denake m~ssive efforts to prepare minority 
srudents bener for higher education, or they 
can invent a new language in which to wrap 
old selection policies. The fonner task is 
bloody hard. will 001 yield results in 1998, 
and is potenrially rewarding to the entire soci­
ely; the l:mer is e:biy enough. will generate 
the numbers in wha1ever year you want them, 
benefits a relatively small population, and 
keeps the lawyers employed. Which route do 
you think these institutions will lake? 

So far. in rhc main. il's the latter. To 
achieve "diversity," some will now "redefine 
merit" without mentioning any visual charac­
rcristics of individuals. The same majority 
"we'" who denned "the diversity agenda'' in 
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If we disposed 

entirely of 
....................... 

the word 
\ ........... '. .......... . 

diyersity, we 
I'""""'"'"""'•' 

mi;~~ .. !.~~~~lly 
~es~ribe 
!'"'""''"""""'' 

the jrea
1
1ity and , ......... ,. .......... . 

th problem. 
I 

40 

terms of "different fcom us" will be con­
structing the new definitions. 

When we Lake this rouce we say, in effect, 
thar the rules and fonnulas for building a 
bridge over an urban ravine ue different (or 
different populations. We say that populapon 
X doesn't need to know about strength of ~a­
tcrials or how to calculate strw:tural stress, or 
even how to cut saeel and mix cement, so 'ong 
u they have other "merira." 1be bridge may 
collapse: people may die; poor people an4 
people of color may be more likely co die I 
when the bridge collapses. but that's oka)'. as 
long as the builders had '"other merits." f 

We rnay even escalate this argument by 
claiming tha1 cement, steeL wood, fonnulas 
of stress, and even lhc laws of gravity are~­
cially consU'Ucted realities alien to population 
X. Jn such a patronizing manner would n~w 
euphemisms stan leading us down lhe sides 
of increasingly slippery ravines. j 

The rest of the world-most of which i.s 
not white--<loes not behave this way. The 
principles for building bridges over urban 
ravines are the same from Manila to Mo- : 
gadishu 10 Manaus. You either know how to 
do it and pass the licensing examination, or 
you will never be hired by anybody, any- ; 
where. to build a bridge. I 

What goes for bridge-building also goes for 
financial analysis, copyrighl law. and inremal 
medicine, for example. When John Matlock 
says that black students want to be taken seri· 
ou.~ly as students. lhi!I is what he means: they 
want to pass the licensing exam, build the 
bridge-and be asked back 10 build another. 

When we embrace a propagandisric Ian· 
guage that tells domestic minorily popula­
tions. from an early age. 1hat 1hey do nor have 
10 demonstraie basic academic achievement, 
we shut 1hem out of 1he world economy. At 
the least, we shut them out of careers that pro· 
vide a high degree of mobility in a world 
economy. That is not only inequitable; it is 
unconscionably discriminatory. 

Yes. a person who overcomes poverty, a 
single-parenc home. and a dangerous neigh· 
borhood 10 gradua1e from high school has 
demonstr•Ued greater persistence and "merit" 
than someone who never faced such daunting 
challenges. And there are lots of people who 
demonstrate precisely this kind of merit But 
if they still caMot read-despite the high 
school diploma-we do them no favors by 
sining them down in front of a college chem­
istry Le>ubook or a Web sire loaded with his· 
rorical documenLS and watching lhem cry 
in fruslration. 

We do rhem fewer favors when we put 
them in remedial reading clas~es in college, 

uce, age 18 or 19, 
e res& f the world 

recognizes as the earl I t tool of learning. 
What happens? The tion data show 

that two-thirds of the s dents n remedial 
reading in college are so in least ~o oth­
er Rmedial courses. that I eir chances of 

~
pleting a bachelor de by age 30 arc 

ul one in eight. Thi uity of par· 
pation in higher ation. sc shldents 

are obviously more Ilk ly to unhappy. but 
they are smart enough kno tha.1 I~· 
guagc-tclling them ve o~hcr 
"merits"-will nor ch liry. Jf they 
know it, you can wag fining '"mer-
it" will be conectly eived y the general 
public as anothereuph mistic Janke,t, and 
will 1hreaten all the g effo states are 
making borh 10 irnprov oppo unity ~o learn 
and to raise academics ndar s and ichicve~ 
ment for all studcn&s. 

5. BEYOND EUPH ISM CLEANING 
UP THE LANGUAG W1 H NUMBERS 

I 

If we disposed entir ly oft worct diversi­
ty, we might actually d ~cribe he reapty and 
the problem. We need few n mbers

1
on oc­

ctss and c:onipletion to elp us ur. Numbers 
have a remarkable oblli y 10 c 1hrough fog. 

The numbers come om lh longi~udinal 

studies or lhe National enter or Education 
Statis1ics :md urc them st po erful ~or pur· 
poses of de1erminin1 tes of ccess ~nd com­
p~etion av~ilable 11nyw er~ In hl!i.co~n1ry. 
F1rs1. conS&der the pro n1on fh1gh

1
school 

gradua1es continuing o to poi t5ecof¥1ary ed­
ucation (that h1. "acccs r.ucs.. in thi age 
cohons (Table I). 

The 1972 and 1982 gures re ba~~d on 
college transcrip1s tllke a1 rou hly age 30. 
The 1992 fisure is bilse on se f-repo11s two 
years after high school radua on. ~spite 
these differences, 1he 1 nd is ear: ti,e gener· 
al access rare for recent igh 11 ool gradu:ne~ 
is fairly high. and the" cess p .. becween 
whites and minorities h !ii clos dramatically. 

Yes.1here are diffe nces in nendance pat· 
terns (panicularly for tinos. ho s1an with 
comparatively low high school 
rates and rely heavily o com 
In this spac:e. lhough. le 's jum 10 bachelor"s 
completion rates. by a.c JO. fo people who at­
tended at least one four car c ece and 
earned ar least a semes 's wo h of credits, 
and. in the case of the cl ss of 2. for the 
proponion siill enrolled in 199 (T11ble 2). 

These stark tables le ve a I 10 be said. bur 
the message is unmis1a able: i the gaps in oc· 
cess have narrowed. th gaps i completion 
remain stubbornly wid . We I no1 know the 
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TABLE I.* 
POSTSECONDARY ACCESS RATES IN THllEE HIGH SceOOL CLASSES 

1972 

AU 60% 

White 61 

Black 54 

Latino 53 

Asian 77 

TABLE2.* 

High School Classes of: 

1982 

70% 

73 

62 

SS 

92 

COLLEGE C MPLETION RATES JN THREE AGE COHORTS 

1972 

AU 66% 

White 68 

Black 49 

Latino 44 

Asian 81 

High School Classes of: 

1982 

6S% 

68 

42 

49 

79 

1992 

15% 

76 

71 

71 

86 

1992 

60% 

62 

52 

52 

73 

e data for Table~ 1
1 
and 2 are taken rrom Tll~ Conditillll of £d11n11I011. 1996. WHhington. DC: N1tiom11 

LIC.:lliOfl Sullistics. 1996. ~&· 2S: and lhe Data Analysis Syilem (DAS) ror the Nation~• Education Longi· 

1udin..J St y or 118. 1988-1994. 

full lilO of co pletion for the class of 1992 rranscrip1 records, I his indic;uor adjusts the 
cripl. arc ga1hered in 2002 or 2004, conaenr and imensity measure. You get two 
hial S percem accells s;ip hai; ;ilreudy ex1ra poims for re:iching tris;onometry, pre-

doubled and this is no1 good news. calculus or calculus. You lose two points if 
In th :m;ilyses of who finished bachelor's all of your high school math cour!\es 

degreei; d why for the high school classes medial. 
of 1972 by 1984) and 1982 (by 1993), as 3. Classronk, in quintiles. This i 
well 11s r who was most likely to anend a formance measure. Where class rank · 
four-ye· college in the class of 1992. 1he an- available. grade point average in acad ic 
swer is actly the silme: 1he people who subjects. by quincile, was substiluted 

I were be 1 prepiyed. regardless of race, re- relation between class rank quintile a 
gardles of finarcial aid. This is a common· demic GPA quintile is .81 ). At the lop 
sense fi ding. tju1 you will never find ii in a get another 30 points. 
land~o of euphemisms. 4. Score on a "mini·SAT," a 1es1 

Wha does "pes1 prepared" mean? Using eral learned abilities, as gi\'en In the 
the rich ala frC?m the High School & Beyond grade. The scores were set out in quin 
longitu nal :il~dy, 1 have built on index of with the highest quintile yielding JS 
"acade ic reso

1
urces" from five unobtrusive and the lowest yielding seven. 

indicar s: 5. Score on a reading lest given l he 
1. A demlf lnlensily of one's high l2lh grade. Reading is given a specia em· 

school rricuf um. This is a conccnt measure· phasis because of its prominent positi 
point, out of 100 on the ;icademic lhe cons1ella1ion of skills necessary fi 
scale, The evidence comes from er·order thinking and applications. let 

high sc ol trnnscripts. its critically correcl position io cul't'en 
2. H" best level or mathemaUcs sludied tional policy as ;inicula1ed by Educati 

in high chool. Al5o drawn from high ~c:hool retary Richard Riley. Again. set out i 
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l '~A~~D~;_IC RESOURCES:' ACCESS, AND DEGRJEE COMPLETl4 ~N, 81 RACE 

Academlt Resourc::es Models White Allan Bla1 k la lino 

I) '1'11ts W1lglll14 High 

Proportion in bighesl 
two quintiles 43% SS~ 14'1• 
••••••••••••••••••••••••••••••••••••••••••••••.••••••••••• , .................. ., ............................................................. u ....................... ••••••••••••••••••••• 

Access rate o( &hose in 
highest two quintiles 

Highest degree by age 30: 
Associate's 

Bachelor's 

2) Curriculum W1irltt1tl Hlrh 

Proportion in highesr 
two quinliles 

Access ra1e of those in 

highest two quintiles 

91 

7• 

58 

41 

92 

98 89 93 

- , .. JO 

70 

S1 

98 87 91 

Highest degree by age 30: \ 

~~~~-~~~-~~-~ ................................................................. .!.~ .................... ·=1 .. ····· ............... ~.~ .............. ?. ............. . 
Bachelor's 59 70 43 39 

J) Class Ranlc/GPA. Welght1tl High 

Proportion in highesr 
two quintiles 

Access rare of 1hosc in 
highest two quintiles 

42 

90 

.59 17 22 

97 89 88 

Highesr degree by age 30: I 
As:mciate's 7• - 6• 13 
B~~h~-,~~;~·······........ 57 68 42 36 I 

I 
*The differences rcnecred in these pain are not awisrically significart. 
-Too few sample obsavaiions for a reliable estimate. 

quintiles, you get five points for scoring in number for his 1ype of relar\onshi1 " [n add i-
dle lop group. tion, 74 peffenl of the studei' ts in d e highesr 

Pu& il all 1ogether in academic resources, quintile eaJTled bachelor's de grecs •enus~I 
son by quintiles, run some basic cross-rahs, percent in r~e second quindl versu J 17 pe,r-
and perform some basic sra&istical rests. One cent in the t~ird-and down r goes ·n lea~s 
finds first tha1 the correl:uion between aca- and bounds1 / 
demic resources and degree completion of Some pepple will say 1ha1 this re rmula for 
any kind (bachelor's or associa&e's) is .56. academic ~sources gives toe much weigh,-
and tha& the correla1ion wi1h the bachelor's 40 percent-rto third-party rests, rha Afri~n-
degree alone is .57. Thal's a fairly scrong American a 11d Lalino sruden s do m I perf~nn 
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as well as others on tests. and thcrefore. lhat 
the fonnula is unfair. (It is more accurate lO 

say that the coralalion be1ween socioeco­
nomic statu1 [SES) and lesl score was much 
higher [.394) lhan that between SF.Sand lhe 
academic intensity of curriculum [.290). lel 
alone class rank/OPA (.171). Since Mrican· 
American and Lalino srudenlS are oyemprc­
sented in the lower SES quintiles, they will be 
more affected by these relationships.) 
0th~ "wil 1 say that the tests do not judge 

lhe stude~ts as muc:h as lheir opp0nunity to 
learn, an4 hence arc a check on the quality of 
delive~ education. Students may take Alge· 
bn 2, rotjexample, but in high schools in a 
barrio, a {Ural county in south Te.us, or a sec­
ond~ticr -uburb in Alabama (lhe Census tells 
us very ctearly that black and Latino studen&S 
are not cqnfined to cenual cilies), the course 
may be tJte equivaleru of Algebra l taught 
elsewher~. 

With t,-iese hypotheses in mind, l devel­
oped fou~ other weightings o( the basic: M:a­
demic resources fonnula. each o(which 
counted tpe general learned abilities test less 
and eithe~the curriculum or perfonnance 
variables more. 

Table presents three of the five varia­
tions for •II students who gradualed from 
high scht11 within a year of the norm for lhe 
class of 1~82. Por each alternative weighting 
model. Trble 3 also indicates the proponion 
of sluden~s in the lop two quintiles who a) 
continue~ their educ:aiion after high school 
("access rate'') and b) eamed associate's and 
bachelorJs degrees by age 30 (in 1993), by 
race. (Se~ sidebar for saatistical inf onnation.) 

Table 3 shows us firsl that the access rate 
for anyo'le who winds up in lhe lop 40 percent 
on the ac~demic resources scale--no mauer 
what weighting is used-is s1unningly high: 
roughly ~out of 10, regardless of race (the mi· 
nor diffe~enccs, by race. are not statisiically 
significa~t). Second, the table indicates, ilJ 

one wou~ ex peel, a higher proponion of 
black an~ Latino students will be included in 
the lop t'fO academic resource quintiles if we 
muimizF high school class rank/academic 
CPA (wC!ighting it at SO percent) and miniA 
mize the weight for the general learned abili-
1ie1 lest (.1 S percent)-

But ~e increase over the model in which 
lCStS are reighted high (40 percent) is not 

· great (I~ to 17 percent for African Ameri· 
cans and, 17 to 22 percent for Latinos). This 
weightins also produces a slight loss in 
degree c~mpletion for both those African 
Americaps (S 1 versus 48 percent) and La.ti· 
nos (52 l(ersus 49 percent) who wound up in 
the top two quintiles. All of these changes, 

I 
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even if statistically significant, are minor. 
The message is remarkably consistenr. no 
maner whai weighting one invokes. 

If we are genuinely interested in degree 
completion for minority students. lhcn, we 
have to help then\ acquire more of the re· 
sources that enhance lbeir chances: an aca­
demic cwriculwn ofhlgh Intensity and of a 
quality that inevit.tbly will be reflected in 
lhird·party assessmenu. And if 71 percent of 
African-American and Latino high school 
grad11atcs now continue their education alter 
high school (see Table I), our objective 
should be not merely to improve their repre­
sentation in the top two quintiles of"academ· 
ic resources." but to fill the top ~r 
even tour-quintiles with more academic 
content and meaning. 

We have been told persistently that minor· 
ity students need minority faculty as "role 
models" in order to finish degrees. The asser· 
tion st.ans a cat chasing its own tail. For we 
will not get minority faculty without minority 
PhDs, and we will not get minority PhOs (or 
school teachers or engineers) without im­
proving the bachelor's degree completion 
rates. And we will not improve completion 
rates unlil higher education makes a massive, 
creative effort (with courage, conviction. and 
real money) to improve the precollegiate aca· 
demic resources of minority swdents. 

This is wbar we have to do--not play lan­
guage games. Otherwise. we will be chasing 
our rails for the next lhree decades, and few· 
er students will have a chance to learn any· 
thing abour the values of pluralism-even 
by osmosis. 

6. CREATING "DIVERSITY" WITH 
SWEAT, NOT WORD GAMES 

School-college collaboration projects have 
muhiplied over lhe past decade, but to the best 
o( anybody"• ability to count, they are current­
ly involving relatively small numben nation­
ally. One noted program recenlly boasted at a 
national convention that it had affected 400 
srudents, of whom nearly 70 percent ullimate­
ly earned bachelor·s degrees. Thal sounded 
fabulous until you realize that it happened 
over a period of 12 years. Godspeed to all of 
these ef Cons, but we need something more. 

Vinually eve[)' st.tte in the counay is 
working on K-12 syslemic reform projects 
and aying to ensure equity in the opportunity 
to learn. It isn ., easy because of factors in stu· 
dents' environments and uses of time that are 
beyond the control of schools. Higher educa­
tion thus has to help the schools by supple· 
ments that change those non-school 
environments and non-school uses of time. 

P. 1 
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Instead of 

spending $50,000 

on your next 

"diversity 

conference," 

at which 

academics will 

preach to the 

choir, set SO 

disadvantaged 

minority kids up 
............... , ....... 

with desks, 

computers, and 

Intranet 

connections. 
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President Clinton's proposal to use Ameri­

corp' s volunteers and College. Wort-Study 
students as reading tuton for 8-ycar-olds is 
right on rarget-particularly if combined with 
funily literacy programs such!as EvenStan­
bccause reading abilities are lhe key to every· 
thing. Reading compelence acquired at age 8 
will nol be lost, but il will stagnate unless 
higher education takes the President one step 
f\lnher. I 

So where can we focus the real work? We 
can stan with precollegiaie ou'1each pro­
grams designed 10 change non.•school Mses of 
lim,, bul which-as reflected in a recent Na· 
tional Center for-Education St~tistics survey 
of 1.200 two-year and four·ye~r colleges-- · 
affect too few. too late. with too little. (See 
Resources.) I 

How so? Only 32 percent of institutions of 
higher education even sponso~ a precolle· 
giate outreach program for dis~dvantaged 
students. The median number ~f panicipaling 
faculty was six per college, lh~ mean stu· 
dent/staff ratio was 46: I, and 42 percent of 
participating studenss auende~ only during 
the 5Ummer. One out of seven panicipa1ing 
students entered after high schpol graduation, 
which means they dido "t stay lpng. Only a 
third entered prior to high schqol, and-we 
Can infer-were OUl well bcfor they finished 
high school. 

The average reported annu~l time in lhese 
programs was 2.50 hours. That :number 
sounds decen1-until we see h9w the time 
was used. Colleges were askc~ to indicate the 
three most important serJices Cfarrled OUt 
within their large5t ouueach programs. The 
top item on the list was "social:skil1s develop· 
menr."' Preparatory courses ani remediation 
ranked fifth and sixth. 

Social skills 4evelopmen1 ~ill not get you 
a degree. Academic: prepararior will increase 
the chances dramatically. 

The NCES survey covered all kinds of 
I 

I 
i 
I 

pm:ollegiate o ach activities and 
not be read as a rTent ~valuation of ederal 
Jy sponsored p Uege TRIO pro 
u Upward Bou But ~f we took 
School &. Deyo cohon (grant£d. it no1 
coni.emporary lhe ~CES ~urvey but it i 
all we have at prescqt moment lo k 
about long-aenn lleg~ anen~ce 
tainmenl), brok ut a universe of s 
lhe lowest two s ioeconomlc-status uin· 
tiles, split these ups between lho who 
sald they partici ted in a precollege 0-
rype program those who slUd the did 
nol, and asked at difference this 
tion made. we Id find thal die di 
in access rates degree completio 
30 were com "vely modest, and 
ferences in prep don were nil. 

Fif1y-11even ent of lhe TRJO-t 
dents conlinued eir educa1ion after 
school. compu with 50 percen1 or 
TRIO-type grou The "iffercnce in 
lor's degree c letion rates ~as 17 
(TRIO-type) to percent (non-TRI ·type) 

While the de -completion spre 
speaks better fo IO·type program • these 
numbers are far low t~e 44 percent te fo 
all High School Beyond students 
tinued their edu ion a~er high sch 

'· ' There was no di rence in 1he profil 
course-taking in igh sc~ool: ~I pm: 
the TRIO-type ulatil?n and,74 pc 
the non-TRIO-t group never got 
Algebra II. And both groups. only 
cent earned 11 ore Carnegie Uni in co 
a~ademic subje in hi1h schqol. Th dara 
~uggest &hat an injection of qu;liry c; trol is 
1norder. r 

For the High School f'L Beyond co on, a~ 
well as for the students qf the early I Os in 
the programs reponed ill the N~ES s 
minorities accounted fo~ 60 percent rho5e 
in precollegiate ourreac~ progrums. [ we 
ever going lo do the rig"t thing form ority 
students, and if we are eyer going to hieve 
true diversity, higher edµcation hast do 
something very dramntii,:. 

So let's sci the following targers fi the 
I nexl five years; ' 

• Double 1he proponion of four-ye r col· 
leges with precollegiate ,outreach pro rams; 
and, because or their pro,ximily lo iso ted 
populations, increase th~numbcr of c mmu· 
nity colleges sponsoring these :progra s. 

·Quadruple the rnedi n nurpber o facult 
involved, and cut the mian rario of sl dents 
to staff to 30/1 or less. I 

•Start all participating studems w ile the 
are still in middle school: use Sarurda 
school5 during the academic year and ighl· 

· I ; 
C•··r·•urAUO ,., ... , 

I 
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For those interested in 
statistical maaers. 
simple logistic: regres· 

sion analyses of bachelor's 
dcifCC completion by "aca· 
demic: .rcso~es," control· 
ling for socioeconomic 
mrus (SES), show that wjlh 
each move up the quintile 
ladder of academic re· 
sources. the chances of eam· 

· ingabachelor'sdegree(not 
die besl way of describing 

• the ~odds ratio." but it will 
: have to do) ini;rcased by 3.3. 
; For each move up an SES 
; quintile range, lhe odds ratio 

increased by 1.6. Moving 
up a step of the academic 
rcsourcesladder.chen.had 
more than twice the effect 

on degree completion than 
moving up a seep on die SES 
scale. These numbers change 
but slightly according to 
which or the five models of 
academic n:sowecs is used. 

In a simple regression 
model (Ordinary Least 
SqullCS) with the same 
variables, die coefficient for 
academic resources is .167 
with a T value of 34.1. 
whereas lhe coefticien1 for 
SES is .OS8 with a T value 
of 11.8. The Adjusted R­
square for academic re· 
sources alone is .310, which 
means that, in this model. 
academic resources explain 
over 30 percent of the vari­
ance in bachelor's degree 

anainment for the High 
School &. Bcyoo~opho-
more Cohort. I 

When SES is ~ed. lhe 
two variables have an Ad-· 
justed R-square orl.324, 
which means that $ES did 
not add mat much lO the ex­
planatory power of academ­
ic rc59urces (not s~sing 
when the correlati(i'n be· , 
tween SF.S and aciclemic re· . 
sources was .288).1Further 
investigations of~is rnodel. 
including replicatipns wilh 
other data sets, ot¥r ap­
proachci; to weigh,ing the 

component.s of acf emic re· 
sources, and more ophisti-
cated statistical an lyses are 
being pursued. <'61 

.-..,..,.,,..._._.____ _ ... ,,,,.,...,_,.._,,.. __ ...... _.,, _____ . __ ., .. -·-···· ___ , _ __...........~ "-t-""·--· 

week sessions in summer, wilh modest but account but including the computers and ln-
cscalating sripends in a college scholarship tranet connections. l esrimate the cpst will be 
e5Ct0w account for each year the student re- an annual mean of $4,000 per studf nL If 
mains in lhe program after grade 8. 1.000 institutions that were not doY'g this in 

•Put a desk, a dedicated computer. and In- 1996 started doing it in 1997. taking on an av-
rranet conneClion in every panicipaiing stu· crage of 30 studenlS a year beginni,ng in grade 
dent's residence. and arrange (at least) 6 or 7 and holding 80 percent of th~m through 
twice-weekly imerchanges with student men- grade 12. we would affect about 168.000 
tors; involve family and elltended family in more disadvantaged students by 2qo3 (two· 
these electronic conversations and thus lever- thirds of them black or Latino), an~ at a na· 
age the impact of learning. tional cost of about $672 million ii) 1997 

•Where 1he dominant home language is dollars. Given the benefits. thal's ~heap. 
not English. include ESL for family members Who will pay for this expansion and in-
who wish to panicipate so as to ellpand the creased quality control? If they arc serious 
students' environmem of learning. about "diversity," colleges 1hernse,lves will. 

• Empha.'iize reading skills from the outset. panicularly those with a modicum, of selec· 
staning with software manuals: using Intranet tivity. Think of it 11s pan or the Pre.sident's 
tutorials, develop fluency in manipulating call for more voluntarism. Instead pf spend-
syrnbolic infonnarion. ing SS0,000 on your nut "diversity confer-

• Recognize that the students would not ence" al which academics will pn:!!Ch to the 
enroll in these programs unless they \lo,'.anted choir, set SO disadvantaged minor~ty kids up 
to team: hence, elevate preparatory im;truc- with desks. computers. and lntraniL connec-
tion to the lop position in terms of tirne and lions. The choir will sing. 
effon. for four-year institutions. stan ~euing 

• Reserve the second slot in rerms of time a.side S percent of your endowmen,t income 
and effon for cultural expression and the de- now. and S percent of your annual. fund drive. 
vclopmeni of1alen1 in music. an. dance, or It will go a long way. Or. in your ~ext capi1al 
theater. as appropriate to institutional loca· campaign. target 20 percem for prfcollcgiate 
lion and capacity. These activities also rein· outreach programs. and get 1he fot,indalions to 
force academic objectives. match. This is far more conseque~lial busi· 

•Monitor and evaluate annually. and do ness than "redefining merit''-far µtore ex-
not be afraid to tire somebody if the turnover pensive. but far more credible. It ~as the 
rate is eJlcessive. Remember Lhat it's the stu· potcnti:il 10 cut the degree comple~ion gap in 
dtnts who count. half-and withou1 the jabberwocky. It's time . I 

What does il cos I'? Exclusive of the esi;row to walk the walk and drop the talk El 

P. 13 
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With buaineeaee to prnide cutomised tnilliq pro- ·,­
.grams. eo could they be fwlded to contract 1rith bigb 
llCbooJa .for COW1188 ew:h U tripometry and aupple­
IDeDtaly ekill-building m reading, uaiDg the~ 
relaticmsbipa ~ ~ clnelopecl with blgb llChoola 
hi the contest of t.ech-prep imd achaol-to-work pro­
pama. Some oCtbU 8Q811 mi tiDda7o but DO& llllOUlh-

Allother stratea acldrea~e• no~ool time, and 
the dispiritillr fact that o~ 28 perceat ot COIDlll11-
mty c:ollegea currently opera&e precollegiat. out:reacb • 

program.e u.ader any apou.80l'9h1p. De-
• peqcling on Pljuimity to tbe student 

poqalatio~, e could cbooae •J>­
,proe$el from ~rowui Sat.-

. m4&1 achoo ·<runJ, 1Nbvban) to 
'l-"'·.draHll ~tY. Wbnology.cmat..a_.._ . 
~'.~(~).to ~tf'Aet linb tram'c:ammu:,..~~-
~ Dity ~llege 18amblg c::eDten to termi· 

aaJa )A libraries, churcbea. and other 
'co11111umlty Wtitutlona. The pvUcipe­
tioo problem requires a 988C upansioo oru.r- eWarta. 

But we need to do aome won .. 
lid• the bullcling, u well. The 
ratea of atop-out ancl eclectic 
multl-institu~nal a"8DdaDce 

nfJect poor moDit.orine and adYilemeDt 
in college u mucla u ltudent am­
IUmeriam. '!be lac& that a aipffiamt po- · · ·. 
portion of &be noncompletera have DO · · · 

lddemk ideo.titJ ioctic8t-., too. a failure 
. to aasist them in &nding &eJcla af'tnunet 

· · ud atreoath. To counter stop-out., col· . 
leree may have to bend the rulee to 
keep the student enrolled, attached to :. 
the iDBUtution and ite COIDDluni~ nen 
if for ODI coune per term. The ta8k of 

.. Allilting students ID establiahing aca­
demic identiti81, though, is more difli­
eult and may involve a degree otluti­
tutional candor and risk that we rarely 
encow:iter i.D. higher education. Iftbe 

· student uprelN& interest ln a partic­
ular academic path ~od the college has nothing to . 
off'er iD t.hat field but a trail with potholea aad · 

. washed-out bridges. it hai" an obligation to help t,he'. 
studeDt trauafer to a school that can do better. 

After all. it we really care about eomethios more . 
than •ueesa, • U'1 the student who counts, not our iA- · 
stitutional qoe. • · 

i Clilfonl Adelman aeiwa a o •n»r" 
re.uo.rch analjat UJilh tM U.S. Department of Edum· 
tion. in Waahl,,,ton. 

I• 

--
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We the People @ IBM are first and foremost individuals. Individuals 

in eYery sense of the word. We come from diverse origins, live 

different lifestyles and pursue our own dreams. What we share is 

the belief that each and every one of us makes a meaningful 

contribution to IBM. We also believe that no particular 

background has a monopoly on innovative thinking ... enjoys 

inherent ad,·antages ... or possesses the secret to success. 

In fact, We the People @ IBM believe that "none of us is as strong 

as all of us." We are that much stronger because of our social and 

cultural di\'ersity What's more, we're proud to be part of a 

company that is sensitiw to the needs of its employees and their 

communities. We are also proof of IBM's ongoing commitment to 

a single measure of excellence. A standard based solely on talent, 

results and commitment. 

Together. We the People @ IBM -American Indian, Asian, 
.\ 
~ 

Black, White, People \\'ith Disabilities, Gay and Lesbian, Hispanic, 

Men and Women, Young and Old, or any combination - v.·ill lead 

Team IBM through the 90s and into the nex"t century. 
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\\" e f orn1ed 

Ileana: 20 years @ IBM. Advisory Engineer, 
Personal Systems Group. BS Electrical Engineering, 
U. of Miami (#1 in class). Born: Cuba. 
Interests: Woman's soccer league, working out, 
watching daughter play soccer. Member: Society 
of Women Engineers, Cary High Athletic Club. 
Vince: 20 years @ IBM. Consulting Program 
Administrator, Personal Systems Group 
BS Electrical Engineering, U. of Miami ( mogno 
cum laude). Born: Cuba. Interests: Soccer, 
college football. Membership: Cory High Athletic 
dub, Capital Area Soccer League, church building 
campaign. The Vilas live in Cory, NC, and have 
•··· .L:IJ ... 
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•----------~T~h_e _Op_en_(ultur_e_@JBM 

I~'.' :, c cc·:,:c: :: c . er~~ organization. Inclusion has been an integral part of our 

'.:':~::'; :" 'cic fer mere then 80 years A~ one of the first global enterprises. and 

c: c !:c:::: i" ::- industry choromrized br original thinking, we've long recognized 

. : . : . ~ · t '. f ~ : : -. ' p e op IE b r in g t D our company. To v: a r d that end. 1·1 e 

,r:;~~-:·: c·c":· /W~ btfc.:e required b1· law - practices and policies that 

Tod.1y. IBM ha> one o( the most 

di' t'r>t' work force's in the' \\·orld. A 

pc>r,on ·, gcndn and cch111cm· Jrc onh 

t\\O ,l'pc'c·r, o( di\'c'r>Jt\'. On:r rime.\\<.' 

hJ' c' <'Xp.1ndc'd our d<'!inmon o( 

,i1,·c'1«ir,· ro mdudc' rho;, hum.in 

ch.1ucr,·ri,r1,-, rh,1r m.1kc' c'.lc"h p.:no11 

lllll'-Jll<': r.1cc'. color. gc'ndn. nJt101ul 

ongi11. nilrurt'. ]jf,·m It' .. igc·. di>abilm" 

CHlc'IHJ[IOIJ. \"ic'rlJ.llll-c'Ll 

wrcTJn S!.Hlb. c'COnO!lllC or nJJritJI 

STRATEGICALLY CORRECT 

I 11 /\lllerica. di\·ersin· is still .1 political 

1s;uc' - for exJmplc'. the currt'lll 

debate OH'r abolishing afrirmatiw 

action. For IBM. di\·crsit\· has tran­

scended politio and is clearly a 

business issue. To compete and win 

1n the' marketplace. we need to 

atrracc. and to reta111. the mmr tal­

enred and moti\·ated pt'ople. This is 

as true' 111 our U.S. markers as ic is 1n 

the globJI arenJ. 

The IBM principle' "The mar­

ketplace is the dri\·ing force behind 

e.\·erything \\"t' do·· helps explain why 

workfare,· diYt'rsir,· i' .1 ,:r.·,:,·,.:i-· 

imperati\·e. To knO\\" our 111.irk·.'i• .;1d 

sen·e them \Wll reyu11\:'' rh.ii "'. 

-understand them. And u11dn-1.11i.l111,.: 

comes from emplo\'lng pc·opk '"Ji,' 

represent those markeb. Onh· h· 

drawin~ the best people from r<iJ1,· ·. 

nst and di\·erse pool will \\"c' ,-,,·)ij,,, ,. 

our business objecti\·es. 

AN ONGOING COMMITMENT 

Buildmg a tt'Jlll of ouN.111din,:. d~,-Ji­

CJrc'd p<'opl<' require; focu,111,: 1wt ,,n 

\\-hJt a11 in di\ idu.11 11. hut 011 Ji1, or 

Ir aim me.lll\ rtc0s111z111,.: t h.n 

,-h:irJctenqie> unrt'i.Jtc'd ro .l"b pn­

forn1JnCc' are encireh" irrelc'\ .1m 

Th1< perspt"cr1Yl' \\ .l' 11<1t 

formed o\·ern1ghr. For more tli.111 

t\1·0 genaaciom. IB.\·I ha' \\·urk,"i tL' 

establish a \\·orkforce frt'e from 

all form< o( d1scri111in.Hion .111,i 

hJrassmenr. The' rim di,,1blc'd 

emploYee JOmed the compam Ill 

1914. IBM placed women in profr<­

sional positiom in 1936. and namc'd 

its first iemale ,·ice presidem 111 i 'J-l.1. 

The first Black sales reprt"'L'lltJtJn' 

was hired in 1946. and a Black <'ng1-

neeri11g manager was named in l lJ)(i. 

A GLOBAL APPROACH TO DIVERSITY 

\Vorkforce di,·ersin· (uc'b rl1c' hi::h 

performance culrure 1it'Ct'\SJry rci 

compete in rhe global mdrket. Smee 

19~-!. when rhe comp.in,- becJm<' 

D i 1 f r ~ • : 'I -:::::- l E /,' • J 
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' In needlework and 

workplace, 
'! . .· 

~ . ~:'/ 
/. : . --.. 

26 years @ IBM. Development Programmer 
on assignment as Human Resources Equal 
Opportunity and Diversity Program Manager, 
Storage S)'5tems Division. BA Mathematics, 
California State University at Chico. Interests: 
Needlework, traveling. Member: Notional Assn. 
of Minority Engineering Women Program 
Administrators, Notional Society of Block 
Engineers Region Six Advisor, Notional Action 
Council for Minorities in Engineering. Married 
with one child. 
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lwm~ m.Hkc·{<. ell' .1' 1'·11'{ of .111 

lll\1 c'lll}'i•1\c'c' c.111 C:\)'c'c'{ ciun11,_: Jn, 

The People @ IBM: C r t• ; r , A T_t_:_\_u;_o_ 

sly'·" Q l:J_ _____ _ 

' 'I wouldn't be her: 
weren't a nurturing p::. '.'. 
where I could grcv,·. Grow 

with my family. Grow as an individual and 

be recognized far my effort. My managers 

have always understood that being a wile 

and a mother are the most important 

things to me. ' ' 

16 years @ IBM. Express Services 

Marketing Representative. BA Business 

Administration, U. al Texas, Austin. 

Interests: Her daughter's Girl Scout troop, 

interior design, eating out, travel. 

Member: Alpha Phi Sorority, Girl Scouts 

al America. Married with two children. 
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1 I'm JUSt a 

1all t o w n 

b 0 y 

~~ .. n~-1 

Disabled Employee of the Year, 
1995, CAREERS & the disABLED 
Magazine 
17 '/: years @ IBM. Technical writer, 
Networking Hardware Division. BS Education, 
Clarion State College, Clarion, PA; MLS, U. of 
Pittsburgh, PA. Interests: Amateur rodio, reading 
(history and biography), surfing the Internet. 
Member: American Council of !he Blind, 
Ameritan Radio Reloy League, Handy Homs. 
Married. 
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L: · c·. c, · nc· : .. 1r;L '· cic rn:"s'ratE the \·:ill to acknov:ledge and correct e·:idrnce of 

1:: ~. · r :c·-·~::·, mes: u~derstonc hol'• these issues impact its bottom line. We 

r· 1
'. •• - - ":~ ·: od~·essing sociQI issues !hat could inhibit our effectiveness 

(' 

. ; :. ...... ~ .. S ~:E 1·.'orkforce diversity is c strategic resource. we hove poli­

. :ic··r thct erccurage and wstoin dirnsity These programs 

.. ~:: ... ~de~' c co:npony they are centro! to our success 

•: c · ~· ; : : : f di•. e · s: t ·, i' bu i It on th r EE p I al forms E quo I 

... : · E ~:1:c,~. and \l.'ork/Lile Programs. Equal Opportunity me ens 

c· e oe:, I~· E: c- 1 thE co~paiy to quoliliec indi·:idLlc 1s. 

.::: ::--:: D:og·2c-: tho: f-;:;:e e·.eryone hes the o~po:tun;· 

. . c:: c :. e ~ ~·:: 6 >;' I B '.' \I, or I: 'L ii e Pro g' ams he!~ 
. ' ,... i,.; 

Equ.cl.Dpp or.!Jmil.y i9:-1Bh~' __ _ 

to the· '' orl.J0r,·e. For m111oritic'> and 

on•e a llldtter ot ~erring through rhe 

door. For ''0111e11. who ,,.c'rc' crad1-

rionJI!\' confined w clerical and 

>urrort \\'Ork. 1l \\'.lS access !O rrofrs­

siond] and managc:>rial rositiom. 

TodJ\'. accn> i> about rhe 

eli111i11Jtion of all barriers. Jr's abom 

encouraging indi,·iduals co comrete 

for Jd\·JnCc'lllt:ll!. ur tO and mcluding 

ro<it1011s. Egu.11 opponunif\· i< not a 

group< prc'\·ic•ush' c:>xcluded. the' con­

cept cominu:"s to expand. l n the final 

a11.1h <is. our co111mit111rnt to Equal 

corporate:' culrun: ,·icJI. 111c1<.1't'' 

our producti\·if'-. and enh.11i- ~- ,,m 

presence in the marketrlJ•e . 

REAL OPPORTUNITY 

tolerated at IBM. lndi,·idu.11- .ne 

hirc'd and promoted on th,· l'.1'i' or· 

their qualiticarion<Jnd .iob-rt'l.ltt''1 

,,-otild bt' wrons Jnd h.1,·c· .1 ,Ltri-

mentJI effect on our bu<illt'>'. 

IB.\·1 \ first \\THrc'll 'l.Ht'111,·111 

IB\1'< commitment w no11,-li<:rm1i-

11Jtor\' hiring rrJCCict'S. Si11L'c' th<:'ll. 

our policy h:is mainmned a nondi'-

crJlllillJtll1S and harJ<Slllc'lll-frc·c· 

en\'1ronmem. \\'hc:'re no 113\1 

became ot his or her d1ffert'nce~. bur 

,,·here all employees are contidt'11! 

tl1e\· will be enluated rnlt'h· h· tlll,ir 
' ' 

qualiticariom. 

Ar 113.".I\. \\'t' \\·ork {(!\\.Hci ,·rt'.lt-

ms an atmosrhae condu.-1\ c' !<' thl' 

h1i,:hesr quJJif\· ,,·ork .. A.. ''""rf;rl.1"" 

\\·here alJ r<'Oplt' fee•) (Olllr°Ort.1l+· J!h-l 

producti\'c. Furrhamorc:>. llJ.\ 1 ,,·1Ll 1wr 

JJlm,· arn· beha,·ior rh.H ere.Ht'' Jll 

intimiciJrins or otl~:m1\'c' em in11111w1H. 



The People @ IBM: I E R R Y P o p p 

11 '/i years@ IBM. Inside Soles Manager/ 
Professional Development Manager, IBM North 
America. BA Computer Science, U. of Georgia. 
Interests: Physical fitness, sports, travel. 
American Indian - one-quarter Lakota Sioux. 

• 
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.111,- 11m,· rhn h.1,-c' <''>rcric1Kcd 

l1.1r.1--11ll'lll C.i1rn1w111'.lli<11l ch.111-

u_,. ·;. c ... •.; 

~ '. ( :< ' ; ~ ' f i c, r ~ E \'.'I TH DI~ AB I l IT IE S 

<''. die· ,,_,lll)'.111\- \\Ji,, h.1\·c' knm\·Jl 

Archir,·crur.il 11wd11ic.H1<111, .rn,i 

mobilil'\· impairt'd. 

• Elt'ctronic bullt'ti11 boJrd, to aid 

cmrJm t't'<. \\-ith \·isu:i] or mobi]il'\-

llll!'Jll'lllc'llt\. 

0 JU'\1 rubJic.Hion<. Oil JULiio CJ>-

<.t'ttc'<. for the' ,-1su.1lh- impJirt'd. Jnd 

sofr,,·.n<' Jnd primers for Braillt' 

u,,.,j h t'lll!'lo\-t'c'> rh.1r .n,· Jh<1 ,J\ .iii-

output for c"Olll)'lltc'r u'-n' ,,·irh 

of spt'ech inro intt'r:icrin· ?rJrhic 

di<p!J, < \\'ith audio ft'cdbJck to 

lllCl't'JSt' the' c'!iic1t'11C\ oi" spc't'ch 

rhcr.1r'" 

• Jl3M THI~ K.1bk*. :i multimc"di:i 

' 'Everybody has thci~ 
idea of family. This is 
mine. At home, I enjoy a deeply 

committed 14-year relationship and 

two beautiful children. And at work, 

supportive management that helps me 

be my best at home and in my career. ' ' 

14 years@ IBM. Associate Programmer, 

Software Group. BS Police Science Admin., 

Northern Arizona University. Interests: 

Her children, the Internet, raising cockatiels. 

Member: jHABlAI (school parent group). 

Debbi (standing) with domestic partner 

and two children. 

-------------··--------· 
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_Ib.e People_@_lB_M:j)_E_B R A Z.YJLO FF & ( A R R I E H A R D E N. 

t h e question I S 

Debra (leh, in photo): 12 years@ IBM. 
Executive Secretory, Semiconductor Research 
and Development Center. lnteres~: Needlepoint, 
boating, collecting crystal pieces. Married with 
one child. 
Carrie (right): 13 years@ IBM. Executive 
Secretary, Semiconductor Research arid 
Development Center. Interests: Horseback riding 
and swimming. Married, three children and 
one on the way. 



____ -·----· _________________________ ..ILl·v,u:e;i.;rsuitLJy'-'PL.LMrograms_@JBM...:_.c.~.i .;:...:.._.::..:: 

t:".· '•.''.'.Ji.· IL!\ !l.I\\' llll}'.llrl',l Ji.11hi 

markeirLice product< sreciticJll\" 

creJted for 111di,·idua1' with disabil-

h,1, co1HrKt<:'d \\·irh ~el<:'cted mJrket 

produn; to m.irk.:t ihne produc"t'. 

In 1967. IW created on equal opporlunity deportment to estob_iisr.£idE:l!r:: i: · iul· 

filling company policy. Today v:orkforce dil'ersity is odministerec th~oughou: In: r1~Si· 

nm and 01 e1·ery IB/.', location. 

ThE: l'lorkforce diversity staff ensures that IB//, s policies - and the le - c : 

fu!:I obsemd. 18//, managers ore responsible for implemen!ing our 1· .. orUo:ct t :· 

si 1y obie:ti'.E:S. To help and guide them. managers receil'e annual a1 .. ~rf~.~:: trc; < 
c: ~·::: !! as e10luot ions on ho"·: v:ell they meet our goals. Employee) also po r 1;::: ~ ·: 

a 1 i ~:: 1 on: re . i e . . o y: o: to ensure 1 hat th E y understand I B /,', po Ii c i es an: ~ · : ~ · :: ~- : 

OPPORTUNITIES FOR VIETNAM·ERA AND 

SPlCIAL DISABLED VETERANS 

:\11othcr ~rour included under 

the· umbr.:lL1 of \\·orkforce di,·crsitY 

" \"iemJm-erJ md other Srec1.il 

DisJbled ,·etcrJm. lll\1 i' committed 

to the empJo,·nH'.'nt Jnd adnnceme11t 

of rhc»e men Jnd women. as \\'ell as 

their rJrticipation in the economic 

m.1imm:Jm. 1131\1 en1ploY> nearh· 

12.1.11111 \'iemam-era and SpeciJ] 

Dis.1bled wteram - in all art'J' and at 

Affirmative Action_@~l~B~M~---

113M affirn1Jti\'t' action prof!rJJll< pro­

,·id<:' indi,·iduals ,,·ith the opponun1!"\ 
• T~.d("JlJ.HK \1 r rc~l-li:'!t',: ::.;.'.~·:::.irl. ~·:· 

llllt'Tl\JUOJJJ! lh~•l!it"•• \1J:~.::::" l 1lT!'1l:.llh'll. 
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rhehDple __ @JBM: _f__R_AJLLLS __ ~J._L~E ~N------• 

39 years @ IBM. IBM Fellow, IBM Research. 
1995 President of the IBM Academy of Technology. 
BA Mathematics, SUNY Albany; MA Mathematics, 
U_ of Michigan_ Hometown: Peru, NY. Interests: 
Mountain climbing, skiing, environmental issues. 
Member: Croton Village Planning Boord, various 
professional organizations_ 

opporru 111 c1 c>:' tor n: p I or i 11 ~ 111:'\ \- cc> rr.i i 11 .i 1 hl 

' ' 



___ _ _____________________________ .1LUu:rnty.b.Dgu1ms @ IBM r 0 _ _: __ 1.-'J_-" ~ 1 

t'qu.11 t'mplo\'mt'm orronunity. Ar 

thJt tilllt'. OUr lJ.S 111i11oritY f'OpuJ.1-

tio11 tot,ikd J _])11. or 1.'.i rcrc-t:m of 

our workforct'. 

13\' rhe t'lld of 1 'J'J). 111111orit1t'' 

hJd incrt'.l't'd ro 111ort' thJn l 9.4t 111 

Durin;.: the ,,1111l' rniod. the> number 

! r ~ ·'·' ·.,, :'-.l(lre rhJ11 .\)1 111 \\"Olllt'11 Jlld 

~. 1 11 11' \\'l'J'L' 111 "1 • .'lli<l!' 111.1\1.l~i..')'!lt.'IH. 

lmn1 i11 cill' L.S. J.iq ,.t'.H. cncr .:'/ 

f'''I\'c'llt wc>rt' minoriric< .rnd ()\'t'J' .">2 

UJtt'<. of \\·hom approxi111Jt<'h :\2 

pt'rCt'llt \\'c.'rt' minoriti<'' Jnd _'l,11 per-

n( 113\ 1 111.i1i.1;.:c·r'. 111 lllc'c'llll;.! tht'<t' Ct'Jlt \\·t'rt' \\'OJ11t'll. 

MENTORING PROGRAMS @' IBM 

rh.1r l'll'l\J'c'' 113\1 I' hirm;.: the· bc·~r 111.m.1!!t'111e11r to dt'11101Nr.1rc> <urpon 

potc>nti.11 rhrou;.:h tht' ht'lp or" .1 <c>.1-

_lhebople_@JBM.:_\li _t._r_1;_i _S _( !' ~: :____] __ 

' 'The adrenaline rush d 
responding to on emer­
gency coll end gettin;' r 
system up end runnin; ore 
surprisingly alike. The things I do 

of work, and out of work, require creative 

solutions and give me immediate satisfaction. 

Both IBM and the ambulance corps offer the 

opportunity to be a port of something as 

exciting as it is important. ' ' 

19 years@ IBM. MOSeries Consultant, 

Integrated Systems Solutions Corporation. 

BS Electrical Engineering, Newark College; 

MS Electrical Engineering, New Jersey 

Institute of Technology. Interests: Ambulance 

corps, woodworking, brewing beer. Member: 

Blooming Grove Ambulance Corps. Married 

with four children. 

• 

I ~ '.' e ) J 



·For u~-f: · .~ · 

emplo,1 Ee.' 1:,· 

Mc'ntorint:: is based on com­

mllmt'nr to trust and contidt'ntiah[\· 

hern·ern parricipams. It i> a \\"a\· to 

rc.>ce1n· borh positi,·r and negati,·e 

fredback. ii; an informal and. most 

1mportJ11c o( ail. nonjudgmental 

t'll\"Jro11111c·m 

VJhile mc.>nroring in irst•lf 1s not 

Ile'\\. \\"Olllt'll. minoritit'c and the d1s­

.1bled haw rrad!lionalh· bt'cll "'our of 

the loop.". and. con,equench. .1c J di<­

.J.i,·.111u,_:e .\ lenrormg I' de,ip1ed co 

el1111i11.He ch1' dJ'.1d,·anrJge 011cc' and 

f0r .111 

.·= c 1<Cc · :. ~ .'r:L'~: be ser.siti\·e lo our 

-- ·· -· '.~:c: · c:: c~d·cc!ior i.~· rf!~-'r.. · 

- Le,, Gcst:-,e: 

Chairman or:d Cto IBf.', 

lnlhtlomnurnity ____ _ 

-\c 113.\1. thc· \\Ord ,·,1111111111111)' rt'ft'rs to 

<c•,·1.11 nc-t\\ orb a11d obhgar1on<. It is 

wht'rt' \\·e \\·ork. liw and sell our 

products and <t'n·ices. Thert'tOrc'. it's 

nor surrn<rnt:: rh.1r I !3M is 111,·oh·ed in 

ch,· CO!lllllllll!l\·. 

One' of 113\1 's guiding prmci­

j.'k' 1<: ""\\:e <ene our imnests best 

"hen "e Sc'f\"c' the public imerc·sr." 

113:\1 is committed to improYing the 

qu.Jlin· of lir~· 111 rht· communiri,., 

"her<.' 113.\1 t'mplO\ t'e< Ji,<.' and \\·ork. 

In JLJ<).)_ the' comrall\··, \\"Or!d\\"idl· 

co1mihutio11< o( rechnolo~T'"· peorlt'. 

sen·ice< and cash rn social. culrur.11 

and educatio1ul prog:ra1rn amoumd 

to more than S65 . .3 mil11011. 

This commitmc.>nr is rc-tlc'cced 

Ill a \\·ide \·arien· of programs. i11clud-

111g the followmg: 

COMMUNITY SERVICE ASSIGNMENT PROGRAI,', 

Emplcl\"ee" \\·ho wam to comributc' 

to co11111n111itY orga11izat1011' ma,· 

apph- for the' llt'cnsan timt' · J\\ j'V 

from \\·ork through the Co111mumn· 

Sn,·JCt' A"ignment Progr.1m. l'i.icc'­

mems can bt' reque"tt'd r,,. empJ0,·c't''. 

nonprotir org.rniz.morn or 113.\ 1. \ lo<t 

as5ignme11t< art' for Ollt' ,.t'.1r \\·llh full 

113.\·1 pa,·. 

S111cc' l'J7J. morl' rlun !.'""' 

113.\·krs ha,·t' bt't'll gr.lilted JL<1,_:11-

lllt'nrs. Tht' American Rt'd Crn". 

Phornix Houst'. !"Jtion.11 Lrl>.rn 

Lt'asut' and National Ext'curi,·t' 

St'n·ict' Corps art' some of the' or,_:.rni­

zatiom that han· participated recemk 

COMMUNITY SERVICE CAREER PROGRAM 

The Communit\ SerYice Caren 

Program allo"·" emrlowes to \\"Ork 

full-rime \\"1th communi[\·-bast'd 

oq,:anizatiom upon rt'tiremt'nr from 

113\'1. Rt'tirt't'S acceptt'd l!HO the rro­

~ram rt'Ct'!\"t' full ll3M rctirt'lllt'llt 

henefit< and a portion of tht'ir tin.11 

sJIJrit's for up to t\\·o n·;irs. 

Par11cipJ11t< haw acceprccl 

rosirion' \\"ith organization< thJt 

addrt'ss issues such Js AIDS. illitn.h-\. 

continued on pg.27 
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_________ ___._P ..... roffnionaLO_pportunity@ IBM 

decoration. I e's a metaphor for one o(chc· 1110<e rcr<i<re1H fonn< or" ,i1<cr1:lil1:.r.· · --

the final barrier that separates women. minoritic'< .rnd rc·o1'k \q{)i ,11-.:!-:li::c. : ... 

achie,·ing the ve~· top positions in a corroration. 

-Today. there is no policy. rule or 1mcirnt1011_i] .mirncic- .lt Ill\\ :h.1: < :--.-.·:t· 

a ··g]as~ ceiling."\11/hile statisticalh· in ccrt.1i11 .Hc',1'. the' rqirc''c"tlt.Ht•':l ,•: ,, .. 

IBM 1s Sc'riom about eliminating an' b.nrin' .rncl n.1<111;.: .111, d1!"1:· ,: 

fo]]o,,·ing objecti\-c:s: 

• We create. through our hiring. a p1pc'!inc' ot" tho'c' 111d1,·idu.1k 

• We establish an em·ironmenc of qtditY and excdk11cc co1hitki'·'" !" 

participation and personal and carec'r ~J"O\\"th. 

• We demonstrate the willingness to expc:11d thc llllll' and c'Jll'r;...'"' i. • ... 

people and provide them with oppornmit1es co111111c'mur.Hc' "·i1li 1lic·ir .1:'::·::,, 

We the People @ IBM who make up chis special section arc !'t"L•l't. 01· I Ll.\ \ ·, 

commitment to professional de,·elopment. We not onh represcm Ill\\·, .h cT< 

constituencies. many of u~ lead orgamzanom that would rank. 11· 11hi,·)'··11.L111. 

among the largest in corporate America. 

'--------------------------------------·--



re:~~-· ~~=:~·m:iiiil-• ................................ . ..... , •• ,.. • E I 

Rod Adkins 
1.; \ l·.11, 11 I \-i \ l c, .- .... \' ':' ·,;..:, 1 

( .tllllllh'!.";) l ): •r.'.•':· '."-··. 'il : ... ]\·: '";~. 

"''!t'111• (;r,,,:t' H-\ IJ; ·.-:,·, l~ -!·~:~· ( ,.,1;,·;.-: 

B~ .rnli \ 1~ Li;·.-1; :, .i: L1:-=:;wt·;·1r!:-:. G ... ·nr;..:1.1 

Tl·l·h .. \l.11: 1;;:~~··1~: I l,··,t·l,T;: :·:~: \11.i;-'.•·111i. 

H.1!"\.H1.i H1~·:1.;.·-- ~--!·,.., 1 : 1:·,:;.•?'t'•!•' h..~~·.11l". 

\1l'ml""tT t-:.i;'i'·• . ..\!r~:. \'-: · .. :. :·:1:[\ -1::·,· 

lllt'Jllht·l. >.".1;'1. "''"'ltT\ ll•; Jr. ... ~ E:::--":ill't"l"'­

IB.\1 [,v,·:ir 1\,. 'r· 1 :1,•1 1 ~·"'1~:~h·.1<,·r:~ 

('pJJ•1"'1"TiU:li !~•;·\\;;:.';·it:;.·· 1:: [;,:-;;·,,·,:; 

l3P.1rJ .\1.1rrh"i ,.,.J!~, ;,,,, l·!·,;;~~:.T 

Sharon Blasgen 

Cnu11- ... -i. >t• '1·.1:-·i.· '- 1
•••• :::- I 1~··1·:,11·. 

U:\. ~dlJ~r- l ,•i1~-~~- _II l L. 1'1·' .. 1i1!·, .. i:i., 

,ll BtTh·~v:' H•'.1.I: H.1:.1 "-;!1'"'~ ,,( l.!\~. 

lntt•J\'q< H,·1 r·.i:-~::· . .\l::~:i"'~ r C.1i::.":·;i;.1 

• ,." l:.!•'."[I 1, .I j 

' .... ··, \ 1.1:·11;,' 

Shakil Ahmed 
~- \\'.l!· u JH\1 J)irv,·tl'r. Dt'\t·l1.'J""111t·111 

)::ir·i·. CPf"!"'(ILllt' Ht· .. J ... 1u.1nn--. 

H'.'- \L·.·h.1111 ... -Jl E11;..:i11c',-r111:-:. L111,·t·1,1t,. 

l.lf· t.....11.1,·h1: \1~ ~h·1.illu:-;... .. y. ~1il·h1:-:.m ~l.ltt' 

L.;11;\'"'"·· \llJ.'I. l'.1cc L11il·rr'1tY. 

Hnlllt'll'"·n- J\..1r.h-h1. P.ik1...rJ1i. lrnc"rt"...r ... : 

13nJ;.:t·. h·h.1,·101JI ... li1..'lllt'. \h·mhc"r. l11"l1tlltt' 

,1:· [lt-,·tri:.11 .11h~ Elt-.-nonit·'" En:-:11h't'I"'. 

("11-,·h.11r IB\1.-\ ... 1.11; T.l'-k Ft"'1,·t . .\1.1rr1t· ... 1 

Bruce Boggs 
}'1 \\·.11· i1 llJ\1. (;,·11<TJI \1.111J~<'T. 

.l.\nrnh\\t·'-tl..'rn -\1\·.1. IB\1 l"'Prth :\111t'l"ll.1 

B" l :l'lll;'Ull'r s ... ·ic'lh"t'. L' (lt" Snllth 

C.m,J1i-:.1 H1•111t't(""l\\·11: Crt'c"11\'llk. SC. lmt'rt·q-.: 

.\ 1.1u11t.1i11 cl1111l"'111:-: ..... 1ilin~. µoh-. .\ kmbn: 

I l.11:.1· C"12,·11· C:n11,,,·1l. C0-,·h.llf.\\.l111,· \1.1k 

T.1-k Ft,1\·i.: \t.1rrh·,i \\"ith dnn· ,·hU11:11 

Janel Andersen 
~-' ,.t.,11"" (1 IB.\1 .. -\ ...... iq.111: Trc1,ur,-r. 

Coq'tlr.llt" Ht.·.h.iqu.1nl·r .... BS. Brn\,·n 

L·11i1·'"'1"·· \·lll.'I. \l!T Sl,1.111 

lh1~uit·'·"· ~chu(ll. lntt'Tt''-t~. ln-llllc' 

'k.Hill~. hik111;.:. T"t'.h.~lll;!. ;!.lh~l..'11111~ 

\h·mba T\,·111 L.1kc"' \\ .. 11t;"r \\.(11 J.. ... B1,_11d 

c,:-l)i1t" .. ·c1n' ··11· tht'rt' j, .i ri ... k. I l".111 

Karhy Butler 
~I 

\\ 1•rl~h\·i.it' Snfrw.nt" Tc"d111i~· .11 ~lll't"'1'l t 

JlhJ St'r\"h'l'~. Snt°!W.lll. c:n .... ur. 
l3.~ \1.Hht"lll.Hll'. C<,\k~t· nt' .\1nun! ~.111Jt 

\'11h-t'1l!. lntl'rt'~t~: Ht."r nil'll'~ .rnd nq'hn\· .... 

~,,]:" --k1111:-:. ri.1nn pl.1~·111:-:. rlhl(l1:.;:r.1rh\" 



Harold Bailey 

Carolyn Chin 
~ --~-. ·· ,: lb\'1 \'h·;: IJ:·::,1 .... lt:1a. ~tr.1k~ .. >· 

I':.·:·::· ,.,.,. ..... ,.,,,. Hc.d,1:1.;,·:":--

Brenda Bazan 
I~ yc.lr' '~J IB.\1. \"1 .... ·t· !'!t.''kic'lll. I )11c·•( 

\1.d.,·t111~.\\,··tc'rll :\r,·.:. lll\1 '.\nrtii 

:\n1c"ri .... ·.1. B.; :\rt Hi'tl)i~. !'1 llllt"!,,1: 

Llli\·c'r~HY. l1~!c'l"l·q, Cul:1~ .. 1r~ .1rl'. <'l'llOt'hilL1 

··1U\l .11l0''·, Ille'(() rur,ur: 1c:,c.n .... ·h ..... ii-d1" 

JJh.i ~p]\·i;.' rrt,1'Jt"ll1' .. 1 .... p.HI (1!. J tl'J])] l11-

\ll,·rc•J1H·.' br1;.:hr f"'c'11r; ..... _·· \1.1rrit· .... i \\llh 

r\\(I d11l .. :frc'il. 

Michael Coleman 
~'' ,.<.lf> '<! llJ\1. Ce11erJI \1JllJ~<r. 

l'C ~aw, •. i'rr,n11.1I ~,·,tc111· Grour · 

IJ:\. \\ll:\ .ud l'h.ll Gom.r~.1 L1l\\et>ttY 

liHnl·.q, H1krn~. campin~ .. mu,1l .i\1r:ml,n: 

.-\l'll\'t' \\"Ith l.h'l\' ~ .... -.,.."lllt~ .. b.Htcrc''"i \\'('IJllc'!J 

. 1nJ cithn ,·J~.1:--111t"' Cc1-ch.11r IB\1 Pt','t'll· 

,., id: I )1<1:'1:::1;;- T.1~k h'!"•'l' . .\1.1rrit·,~ \'.Iii·: 

-
essional Opportunit.y...@JBM~'~-' ~· ~; _..._.; _e '---

Diano Bing 
Jl.1 \·c.ir' .<._i JLI.\1 D11t·~·r11: IZt·,,1;:r.-1.· 

Dc"\'t"k1r111t.:"nt J>n,,,rul '.'-'~ ':t·n~, < ,· 

l.l.'\. SLSY-L\1\>,·kl'"" .\1.E,J .111.l \;:1. 

:.:.\, 

~.1r\.it·11111~. trJ\"t-1. rt".1J;1:;-: .\k:11\ ... ~·:· !L -:1:~·-­

.-\~i' i·-<')ry C0u111..·il Ch.111. Sr .. '\u:--1:-::: · 

Cnlk~,·. :\d.11H.1 L111\·e:·if'· C:en:,·: ll. ·'·' 

oi" Dnt'ltnr ... ;\1.1rrit•J \\1th ()lh' l);;'.,'. 

Raul Cosio 
21 w.ir, ·£i Ill\\. Ge11et.1l \1.t11.1~c·1 

\1JnufJttur111!-! JnJ l'h)\.·urc111cn1. 

~nw1 (;rour. US Ele,·m,-.;I E:1;:::ic·1 

L. o( i\1i.1mi. lmi:rc"~t'.-: Sr1."1'1'. tr.l\·~·: 

.\\e111ber: L·. ,,1· .\h.t111t l're,t,1c:;;'. (·,,, 

c,,_dl.lir: Ill.\\ H1·1'.1nk T.1-k F,,,_., . 

.\1.1a1cd ,,·1th dun: 1.."hil\.iit·n 



Earlene Cox 

TJ.\ l )t"t'Ll(l1)1l•. ( ,·~i',':.i:~· rl ..•. i.;·.:.ll":t'l•. 

l.l:\. L" ,,1·'.\:,•::"·. \:_;: .. :, ,_,_(,;,·,·1:-t'"'": 111. 

L". ,1( '-:u1d1 l:.-.:·.-: :;_,.\;,_,;•,·:Hill. l11:clc•l': 

r •.·. " , '.:: '.,:: t·: · 

Armando Garcia 
I~ ,._ .. ir, .i Ill\:\;;,- 1'1,-,,,<,.,,,_ ~,-,11.-,-,_ 

.'\rrlic."""'' .. : .. ' ,., :"'"'''·. lll\1 J<.,,,·.irc!i 

13S Ele't·~r;. :.~ E·· . ..: :~~·;;>r;1j;-:. l. ,,;· '\."(.,.,. 

H.1,·c"1~ . .\1) 1 1 ~: i' c·,·:::·:.-.1; E:::..'.i11c'tT.';1;...· 

and C1"111t'1:11:~' .. , t' \~IT l!Ht'1t··~·· 

Hi .... ·hiJj1,·:~. ,· .:::-: 11.:::.·. 

.111, ~ 1: ',' .... 

thrl'c :'.-<.: ... 

Marianne Crew 
:::: yt·.1r-. (1 IU\1 \'i.·t' i'r1.·-i1.it·11L T1.· .. ·h111;_i) 

Su~'r0n. llJ\l '.'\.,,rrh . .i\mt'rll'.1 L. t)i' 

Tt·1111t···t·i: \lt·n1rhi~ ~1.1rt· L:ni,t"r,1r~. 

l11lt'li;;"'l'. F.lilllly Jll1.i fr1c.:11d ... htH,c.·b.h"k 

nJ111~ . .\h·111bcT :--;nn\"JH, Hc"r1ul n.ur.i 

1·1:· 1 );rt·,·rnr•. Ct;i,"1111,:.: Eyt'' ftn rht' l3li11.J 

:\rl:.1 Ct'l'r1..ill1.Hl.1r ··rm J \'t•n 1~1null.lll' 

"·,1:1;.11·1. t:·uh Ht-"C"\~ lll th1~ 111~·. "ho I' 

\-l'llllllllkli (1• hdp111~ tll\ .. l't' wJh' h.l\'t' 

11,11 \..,n·11 :-:1,n: tht· orrnnunit1c', I h.i,·l· 

c'11.1, 1\l'1~ .. T"'' 1·hil\irc'n. 

Jose Garcia 
:- '"·"' 'g 11.l\1. Gc·1ier.il .\1.111.1,:n. 

Con ... umi:-r l)t',ktor S~\tc-lll~. Con ... umn 

I l"-1'"'"· IJ) ElecmcJI E11;::111eeri11;:: 

L tii"Tr1rnt""l't': .\1S Elecn11..-JI En:-=.int"l"rm:-:. 

L ot
0

1't'1Hu ... -k~. Ho11ll"t1·1\\·n: Cit"nfut'!-!O'. 

Cut'.'- illlnc-1<: \\ .. 1lk111;.:. SCL'll.'\. !'''Ii' 

.\tl·ml't'l ~.i~;c,;ul H1 ... r.1rn( C·:n~..,nrJtl· 

(,,111«·11. CC'-Ch.1" · 113\1 H1,r.1•11,· T1,f, 

f,irl·t·. \ 1.n;1:.·...l w11h dnl't· ch1ldrt'll. 

Patt Romero Cronin 
I) ,.t'.ll' :o. llJ.\1 !)irl'dn1. Ernt'rrn't' I ).ll.1 

.\ 1.1r~t·[i11;.:. Sot-r" .1rt· S1)hlli1.."l1' I )1\'1"i' 111 

13S. L' c<1.\.111u Cl.ir.1 .\113:\. c;,<1,i.-11 c;.11,· 

l'ni,·a,it~. l111t·1t·'.'t': Ht'1 t".1111il~. ki1..f, '1·h,1~1I. 

ht.1lllt' rro_1c"1..-t' ,\1c"111bt·r: .\·1i11i,tr\· \1t-St. 

l,iJort". Gui S1·l1ur1.. ".-\' 111~· \-.Ht't'r .id,·J1i1.."t'\i. 

1 ,,.J ... Jhlr: I<" kr:t'r till.· ti.i1.11h·t· 0r· \\'(.'lrl... J1h.:i 

,-Jnnl~. Pt'Pf'k "":rt· 'l' '11r-rnni,"t· .1irc-r m~ 

1-Jr,l 1.·!11)\1_ thl'rt' \\',I' l]U ljllt'"IJ()]l .lb\.lll! 

h.1,·111;.: .1 't'\lllh-i Jnd .1 thir ... L' \ 1.1rnl·\l 

\\'Jlh chrt't' chil1..ht·11 

Maria Garcia 
~~ Yt'Jr~@ 113\1. Sc"mor ContrJn ... a1h1 

~e~oti.1rion E.\t'l\Hl\"l'. lntt").!fJted Sy~tt'l1l:­

Sc1lutio11, Corpor.it1<111 13:\. 13Jrn.ir,i Coll.-,_:c: 

.ID. Columbi.1 IJ11iwr-HY L.1"· SchPoi. 

.\ kmbi:'r. :4i.meril.'.'Jll UJr -~"ll . :\t'\\' Yl'Tk St.Ht· 

13.n .'\"11.'"\\'h~11 I bc·~Jll lll\" c,m·er. IB.\1 

.1lrt.'.1Lh· lllhit'Tl..!i10\i t".tmil~ i"llt':-. I h:11..1 111,· r1r,1 

.:hil\1 .111d then JIH."tht'r. Tnd.1~. tl1c'~ .lrt' bl'lh 111 

...-\"llq .. '.t'. I U.\ 1 .1h\'.1y ... ~urpt1rrt•d my \1t·c1'1('11 ll 1 

be .l mndwr anci 'rroi"<'"IPl!.il."" (,1 . .-h.1ir IB.\1 

Hi:•r.1111c T.1 ... k For\·t·. \1.1rrit·d \\'Hh f\\0 ch1Lfr~·:'. 



-----------------------------------__._~essionol Opportunity_@_IBM..:._c_c_:~__:-'_.:_c ___ _ 

Barbara Ellis 

F-; j::·: ! : : ··.~·:· 1 \ '1. 1;1 :: t. l:i i, 1.·. T1.·,· h: l\'I":-"' 

( ·~· ;1r· H, IL:-:::·-- E.:1i;.it1111i. ~·<t1ni: 

:_,1,-'.:::.: -\,'.1 '.'-:.11i; l'1;1\r..·~·H\ \1H:\. l>.1.-,· 

L :: : .-~·:··:!\. l: ,; v: ~··!• · IZ 1.·.i..1n1:-:. ;, 1111:11uniry 

-~·1\j.-~· \L·:~1~·~·:-: l )j'1.'r.iti.1r. Lm~-ui' 

\ L:::.-: :~.; 11!•';:·.11:1. l'.1,·r: L·111,·n,1r:- -1 >~ .. 1.111 

l ·.-::. __ ·: -\.:\ :-,1··~ H1' :r,~. I )~·i:.1 S1:-:m:1 Tlh·r.i 

Carla Gude 

'.":ir:·~ ... ·:·. :~·. :--\,:·;._,._,j~· l;r • ..1dr. l3.-\.\ .. 1".n 

l·. ::.-; . .\L-\. \-·,,::·it'll Lrn'n,:n l1:tt'l"l>t< 

~ .: 

I .. :·· 

: : ~ .. -~ : 1; : ·, 

Nancy Faigen 
1- yc.H• rll IB\1. E..\n'U[J\'t' .-\"J•tJlll. 

C)1.ri<1.· 01· dh· Ch.11r11un J1h1 CE(l. C1.nrt1r.n1.· 

H<".1,lqu.ir1<r' ll.'\ .llhi \lll-\. IJJr:111uurh 

C\•ll1.·:.:c. H .. )nh'tl'"·n: l'.11111 lh·.1 .. .-h FL. 

lrnac-,t•-.: Ht·r t-h1iJrt·1l. ~cit·. '-k11n~. Jt'r\lbh"'. 

.\\.1rrlt'\1 With[\\() lhiJ'"frt·Jl. 

Salish Gupta 
I~ '<Jf' aj 11:1\1.\"i,·< l'r<>i,1<11t TcchlllcJI 

PJ.1m a11d Comrob. 113''v1 R<l<Jrch. 

LlS Tcchnolof:'·· 111.:lim ln<titurc o:· 

Tn·h1wlo!-'"· KJnpur. lnd1J: i\15 ai;~ PhD 

CtHnrurn s~·lt'J"h" t' CJr!lt'~lt'-\ h-!:01: 

l .. 111\·cr'lfY Born. D<lhi. lnd1J. lnrn<-r'· 

H1ki11~. tCH'\..;111~:. l'm~-1'011:-: . .\1t·mbn: -~":i. 

nJ-Cl'lllrutn \1.111u1·.h-(Urt:'f~. ln,tn;.;1~· 0:­

Elc\·tnt.11 J1h1 EL·.-trullk' En~1rh·~·> 

\1.irn<j "·11h nr"· d1il,i. 

Larraine Fenton 

Cnrr'0r.11t· 111:.u:-111.1•1~111 Ch1-1,·t·1 \:1:,1: · · .:;.,r: 

Tt·lh11(1ll':-:-. 113.\1 \."t.'rth .~nh·n.-., 

B.-\ \1.nlh·111.1t1l'. I >i:kn1 ... t111 ( ·,,Jk;.: .. 

l111t'rt'q...: P..eJJin~. lllll'-h.-. tc11111'. :-=1 1;1· 

\1i:mbc·r .. \l.1ry1111.nm1 Colk~c 1.311:.•J 

nt"Tru,kt·'. F.~irtit·l11 Cnurn' C1rl ~"·1,~:t· 

Curp11r.1Tc' Uu.1rJ "I r·n·I lu~·k,· . l"\'t' !:.;,~ 

111.111~ ~rel! (lf'rl1rturn:1r'. "·J1.1lit·1~~111:'. _1. ~- •. 

'urron1,·t' frit'ihi~ Jrhi ,·.urn\~· ... 

··~ 

Annette Haile 
2~ yt'.H~ :~l 113.\1. Dirt'\"f('IL s~)lllth'll· 

Di::i-1~11 Deli\·t'r~ anJ )urph .\ \.n~.1:-:•·!ll,·j:c 

113.\1 'onh :\nl<'ric•. IJS B1"l"""·.l·.'i::·. 

CJrroll L1ll\<r,1tY . .\113:\. 13.djwin \\ .. ill.1•<· 

CL)llq.!L'. H•'llll'tCl\\·r; G.1ry. I' 11~:~·:·=-·[· 

ThcJ[t·r. Cl1111t'"'t' nlJrtu! Jrt'. l1.i!.t·. 

.\1t'111bt·:-: Sruj1~' Ti;.:-.i:t·r Bu.11j ,,:-Tn~·lt~··. 

Co-duw Jll\1 B!.;:i: T.1-h F,,,.,"· 



: · ... -~·~.- .. ;-_ 

Ira Hall 

l)}"'t'r.1~wn .... C01r1': ··•~· HC' :.~,:·: .. ;:·it·r ... 

B~ Eh•,:ni..:.1\ En:-:-int'c'rJJ::~. ~t.1~11~· 1 :-,~ L'111,·t·:·-;:~·. 

.\Hll... s~.1rn·,..,r,~ L"111\\·r ... 1~. l:::t·:~·-.:-. Ski1!1;.:. 

:.,:c1lt". -.:iihn:-:. \k;nh·~- '-1'l~!~:c;>1 :: ~t·\Y En::l.11~,i 

Tc"lt· ... ·ommunh· .lt11.•n ... C ... >rj'. l.~•'· h~ t>:· 1 )n t .. ·1,,,,:··. 

.J.,,i_,,. JZ,,h:- .. :: F"""·' .. ::,··. J\.· .• r,~ ,q· 

l)Hc" .... h'l'' .. "\l:~l·L· \'hi ."\!r·:·,.1 f:.:;t"''."·!r~ "I:'· 

r,, m~ 1·.111111'. JI)\ 1 .1:· .. : : ·1~· •• --::~:: ·.;::1~·­

. f\.1.Hrit"d ''1th r\\1' ;ii1·1.!:~·?·, 

-~.· 

Ron Lauderdale 
~l Yc"Jr ... (_I IB\' Lt':-'..i~ C>;.1•1 ... t·l..-\) ~ 1 " 

l)j,·i.;.11..'l:i. H'-. 1...li1i11 l'r11\ t"r...:r~•:_ll ). l. l!1h' 

St.H~ L111,· ... ·~ ... 1~·,. H."\::::':,,,.,., · C,•1111~~!':1-

OH. lnter,·•t- H:- ,·Joil,':\·i: ,·_;:n:k ,_:,·!! 

hi•t<'lY \ L-::·.:-,·:. :\:·c.e: :,.": li •: '1--i: 

?"'Y .; .. ,,,. h:: .'1·-i:· .. ,-_,:,:,,. ... l\.i: .-'\--: .. 

. '\111eric:,:·, ,·,,:·;-.•:-. :,· C•·. .-'\--:-

rht· JC"!"\ud.~::;~ c1:. JB\l .. \L· .~.~ ,-.::~· 

t\\'C' lhJl,~r~·;·, 

Nancy Hayes 
] . ...:. ~·C'Jr~ ;~ ilJ\\. (;c'llc'Lll \1Jll.1:-:t"l. 

lr11c11u{11)11Jl ()rcr.nio111. .1111..i Bu,mc>:-:­

Pr0lc:>, ... Rn·n~inc:c>nn~. CorrorJCc" 

Hc.i,iqu.1rter'. ll.'\ F111.111cc. L 01 Da,·1011: 

.\ 1 ll.'\. L. or Ch JC a,:0. Ho111<10wn: Ch"•!!"· 

ll. linnc>q"-. Rt·<orJm~ for thl' blm ... i. ,·olu11-

lt't'nn;-: \\'J!h 'i:'Jll1)r .... 11h'1nori11==-. 

Cathy lewis 
1- '<Jr• r[l lll\1. S<111or Dirc,·ior. Sn\"!'"' 

\1.irke1111::. L0ni- Dn·clor11w11t Cc1q'. 

ll.'\ \\Jthrn1.11i<,. Grarnblin~ St.H<' 

Lni,·a~1ry H1)Jll(t()\\ iL 1\1rndc"n. LA. 

lm~·rc-~1 ... :Tt·11111~. bi ... ·y.:-1111~ f\.1t·ml"ln: 

Ekl(c'~~ i'!lt' 1.11. ti,·c' \\.l)lllc'll 111 Tt·\·hnt1l1'::-:· . 

l. _.; Bi.::' L,,,.,.,,.., \1.i~.rnn<. 1'1'1~ \l.irr1,·,l 

Dennis Hearon 
~ 1.~ \\'.11'' ·0 Jll\ \ \'ilt' i'rt''-h)t'lH. 

.~\·,Hi.lt1d1f\ St'n'llt''· IU\1 ~('rth .-\llh"rlt".L 

ll.'I \ 1<.:hmic al E11~111«r111!!. Cir,· Colk~,· 

o( t'c"· Y0rk: \1S lndumial E11!'11l<c''1ll~. 

PL1l~·tc:dl!11...- 111.:.oruti: of l:ho0k\~·1i. lntnt'':' 

C.H}'<'iltr\. SCLll.'\. rho10i;r.1rh'. Member· 

Clu1,ur,i !:found US.'\ ll0Jrd. ?"',1nh 

C.m.,]111.1 Ch1t\\'Jr ... i. Bl1u1h:i S...-houl l.k 1.1h.i. 

·')' m curic1u ... JbolH Jlmn't .1n~·ch111:: 

\\Jrric" ... i '' ith [\\'("\ childrt'll . 

Charles lickel 
1- w.H' 1~ 113\1 Yk< l're<i,i«nt. S ·''''' 

SPf{\\'Jrt' Dt",·c'\c-..r11w111. St·n·t"r Crc1ur 

l:JS. SL:-.;Y-.'\lf>.111,. l111ere;i-: H1k111,:. "'·1111-

min~. \l.1mr \·1.1lll·,·r111~ Cc1-1.·!· .. 11r: IB\\ 

C.1~· Lc1.hi.111 T.1 ... k F1'h·1.·. l)l,lllt''tk r.1rt11t·1 



---- - -- --- -------------------------------

Frank Jones 

\\,1;-; ... ~,·:1,~~· \L!:i::·.-,,·1lir::·.:-: ..::~,~ )i:r> C~c11c'r.il 

\L::.l:-:,:. J 1 ,·-~1:-:::k,·~·;"'·:·.: 13~ E;~·,-th 1 11i..: 

T~·.-!~!·11~l':-"'· \ ::·:--::i::.i S:.i<l L:i:·.\·r•ir\·. 

H1..11:][•;1·l'.\T1: u~,~.j~jJ\_\':\. li:rrrc- .. r- Gui!". 

(1-hm:-'. . .\L::.~"';;··· -\lj'!i.1 l''.r ."\Ir-h:, FrJt1..·r111rY. 

\\..-,1~:-. ( ;;r·t-~:·-~::· .. : .-\·11c':J."j Ul.1.lr,1 01· 

T1 \i-1;:-r:-. J>.._·,~::-:l:~;.-;:i"':~· Ch.:!~:l"'~1 \)f 

', 1.,-;. '-:. 
' . 

. 

Lip Lim 

.\-~<:.-.1::,1:: ~ .. ,:·:\\'.1r~· Sc: i:c-:-·y_ IB\1 EuH'j"'~· 

\1..:.1\· £.-,., _!,:"".-·'· IJ' E:=::C1:.d 

E:·.;:·~~·1.·:-i:·1~ .;::,~ Pn.I} C,1::::uc::1:: S,-1i::'lllc'. 

11::;'1. :-~.1'. !...·1·~:~-:-:-·. L·1ij,,,~ L'1::,·~:r'HY 

H,··~ .. -;,.,, :~. ~::·,;.i:"'i·:~ l;i:r:~~~r-. D.1y h1km~. 

Professional Opportunity @ IBM_·~~~r_1.·_ ~----

Jill Kanin-Lovers 
~ 11w11th, . .ii_ 11.l\1.\'"-" Prr\1J<11t. Hu111J11 

Re,our,·r- - L'S:\. l.l '\. SL"'-.;Y- . .lbrn' 

\1.'\. L" 0i" l'e1111'' h·J111J: \11:l.'\. \\'hJn,111 

Uu~illc'"' Schc10J lrnnc".r..r.,. Hik111==. h1kmt'.. 

111urJn my~tc.'TJc'~. J\1t'mbrr: .o\.mt'rilJll 

Colllp<1h.H1011 .".,;11 "I cam< to ll:l\1 "hen I 

rcali11..'d that I \\·J, ~0111f'. to bt" J.Urt oi J tc:"Jll1 

th.H \\',l' not on!~ rn·i\·in~ J ~Tt'.H bu'-lllc''.-' 

but J(,, • J ;.:lobJI ·'''"t .. \ \Jrnrd 

Allison Lawrie 
~I WJI'' 'ij 11.l\ \. Dirr.:tor. \\'nr],.fo·i,1r 

(!lJlrn<l lnitiJtiw. World"·id< ChJ1111rl 

StrJt<f:' md \1.rnJ;.:rm<iH. 11.l\1 "orth 

:\111a1e>. l:l.'\ l.lio.:hemi'ln· \\Jth<mJll<'>. 

\ lc'tllll Hoh-okr Colle~< Ho1llet0\\·n 

L11tkto11. CO lmere't': Trnnb. sk1111~. 

h1b11~. \\emb<'r. EJ,1"r 0i" i'fl»h·tn i.rn 

U1u1Ch oi" l !Id (;""'"""''-CT 

Kim Kispert 
IM w,n, ~ ]IJ\\ IJJ:-.·:t,,1. lh>-::;,- •. 

Drw!,1r11h·1n. llJ.\\ Crd11 ( ·"T·': .;:.-;. 

IJ.-\ J11J .\lll.-\. H.1n.11,; !Ju-111"" ~.-J·,, ... • 

HOlllt'IO\\"ll. Dt'trOil. .\11 Ji11l·:-~·-1< l.:..l.: .. ::::~ 

'port' .~kmbn: FJ1111h Cr:i«·:·- l1;.- !J_, ''"'­

Honzcm, Studt'll( Enrh·hn1l'l1i. \'1··~:.;::: 

FundrJi~m~ C:ommHtt't' \1.irrJc',~ \\"l:i~ 

t\\"ll 1..·hikfrc11 

~--

Sharon Matthews 
I :i \'<Jr< :f! 113\\ Dire:t,1r Hu:P.ll'. 

1-lc-!-ourtt"'. 113.\t Crt'jl! Cr1q'or.u:,1:1 

B.'\. Purjuc> Ln1\·t"r~1~·- GrJdu.11c -r:1.L:-. 

Corn,·11 L'11r,·er,1rY. J11rere,,,· Eilh'' · :,,-: 

lhildrc'll and I-Jmih·. hi:-r (\\"(' l·.11-. ~~.1·:~-; 

n:Jd111~ m:·qc'rir:•. \k1~1i.,;:r: i'u1l~ul· B; .. l·h 

Culll~r.il Cl'ntt'T Fu:1j:.i>~'.~;-'. l-,,::·.:1:::L·,· 

··1 1111 r-.ll1~1h-01 it'11ll"l: :-~11 r:11t·:;:::,-l·· i-·. 

hJrl1 \\'1'r~ .111 ... 1 .i,-i;ic.",.: :; 1::·l~n· . \ L: ! 1,·,l 



Dan McCurdy 

llc"·l"f'"1,:i: 11"\1 I'-,·".· '"·'i. 
B.l.. H1 ... t11~' P1·i;1;: .• ~ ~:1l·1 .. ·~·. l· 1'~- ~11:·1h 

C:JrL1hn.1-Ch.1j""l'i Hd! -u1n111.; :u111 l.niJ1.·: 

iiHl'l<''t•: Sl "L'll -\. ru;111,,L: ''- ,·:;.:hrliti111,:. 

Jrt .. \h·ml"'tT lJ,•.1;·,~ 111· J)11v,·11':·- ~ilk,111..i 

l.L (~ .. L.".-. <..·.,,:;;j'1.·:1:1:1.·1::.·" \i,,iJ;y C1,~lll.-il. 

Phi Ul·t., l-\..1j.""i':1. ( 'hk'. ,,:· t!1~· C: .. il. 

l'1i-1·lu:r· IH\\ t •. ~'.' Ll-\".11~ T., .... f1 1r,·c'. 

Conchita Robinson 

.~brker111c:. ILJ.\i '-"i:I: .-\::·.,·:·:.- ... 

Ll:\ \1.11'1,·1111::.. ,.,,.\\·\,,., ...... ,·,,;!,·,:,·. 

lntt.'Tc"'I~. Tr.1\\•ii::;-:. h-:r":1::•:: :,· !llll'k. 

\1e:nber· .-\111<''1C.'·•·· f._ ,,;,,, ... F::::.i llu.11',l. 

TeJ<her• .1· L ... i,·:-. l:ic It::·.: Lc.1"""· 

leJdc·1,Jii:· .-\:'.::·.: .. \\,•:,·:·,,.. ,.., "1•,·l:n:,,, 

Cc•lit."::l·' !~·.;,, :·.•1··: T."·,, 1·h:i.::-.-:~. 

Cynthia Mitchell 
~2 ~ l',ir' ·:~'- I lJ.\ 1. D1rc'ctor. Co11 ... ultins 

.i~ll.1 s~~(t'lll' lmi:.·~r.Hion. l11tq.!r.llc'1..i Sy...ic'lll" 

~1,lut1u11"' Coq'11r.uinn. B.-\ \1.nhc'lllJn~·:-. 

~~·rJcu ... t· L111,·t·r-.. iry lrHL'rt.·q ... · Ht>r f.11nily. 

~ourmc't l"00km::. f!.l"'J( \1Jrrit'd wnh 

r\\"l' r.·hilr.irr.:11. 

Anita Ross 
~~ yc'.1r" ~ IU\1.\.'1lc' Prt·~idc:-nt. 

.\1.111.1::.i:.·mc'nt St"rY1Cc'~. IB~-1 Lann .-\111aJr.-.1. 

ll.-\ ,H,1mn• Frt'llch &· Cbc<1c<. \1.-\ Jllci 

J>h.11 Frt'nch Ln. & Lin!,'.!uis1ie1. urnwr1it-Y 

,J:· \1.111uoliJ. CJ11.1d.i. l1Ht'rc'q ... · Culm.ir' 

.let•. rho1o~rJ;•h1. llt'edl,•work '1,1en1ber: 

lm"l. l\·r_,l 1 1~1h·l .~.:. ... 11 .. L.1t111 .~ll"c'fl1·.111 

l'cr,0111wl .-\ .• 1,_ C.1ukc1. "IU\\ .;:i1·e· lllt' 

[h~· (\rrcif[UJlli\ ll~ \\ 1,.IJ k \\"llh .\ "J'klldl1..i 

.1rr.1'" r."'1· t.1l::1~!t'1~ pt·,""'rl1..· · 

D' Jaris (D. J.) Moore 
~~ yc":ir ... {[~ I U\ 1. \. 11.:c' l'rt"•1dt·1H . .\1.11 h·:1;1:--;. 

i-;- J ~ Jndu<tn·. ILl\1 '.'-:c)nh ,-\1nn1c.i. 

Ll'.'- Llll,J,,,_..,. Llrn11e11 Colle~<: \1S Ll;.,l,1;.:. 

l'\:l"'rrl1 CJr1..1l111.1 .A.& T L11i,·c'n1r~ :'(Jt11..•;u] 

~.:1c"n ... ·t' Found.H1011 GrJnt rc'ciric:-nr 

lm~rt''11..: Collc'r."t_m:; Jn. ~,,·m1miu~. tr.1\·t.·! 

\kmber: BIJ.-k \\',1rnei], CorrnrJte H.1!! 

or' F.rn1c. Lo, .'\11!-!<'lc·' YWCA leJJa,h1;· 

Cnu11<il. .'\tl.rnt.1 ChJ)'t<r or' rh,· \\.irch 

of D1111<' llo.nJ of Dnecror' 

Chuck Savage 
~I" WJf\@ ILl\1. [hr<ctnr. Cu<ro111 

Technolo~.,. Orierinf!'· IB\1 :..;orrh :\111<"ric.J. 

US Ch<mi<tn·. Sl\'Jn11.1h StJt<' Cc,Jk~e 

lntt'rt'<t" Old T«IJllll'lll ,tud\'. rJ<tOrJI ~Jrt' 

Jn,i rnu11<eli11,:. ;-, 1e111l•er: L<.1Jn<h1r .-\r!Jior.1 

Om<~·' p,; !'hi Fr.11ern11" "IB\11< mc'r< 

tilJll .l l)_~ _i0b ,lid"() 1.:. Ill';- r·l"lllfl!l;..'. \\1"'rf.._·· 

.\ 1.urit"1..i "·1Ih '''°l' ch1JJ:t·11 



________________________________ _._._..Jessionol Oppod11nity _@_lBM_:_:_:__: _ __:___._f:_: __ 

Carolyn Perkins 
,l_.:·· ~: 11~\l. E\l·:;111,·.· :-\·-:<.1111 [,) 

( ;,.:· :·.i~ .\ \. ·: 1;.:l·:· ( ;i,,i-.'.~ ~~·:·-,·i.-~·· 

IH [_,,'.1,'!:llC· \\, .• :,-,_,:: l'""·,·:-:n·: \Ill_~_ 

.. ~-- ..:... ·-. 

Fernand Sarra! 

.\ ~ .... :, .'. . 

Elizabeth (Eli) Primrose-Smith 

()h·mri,· l' )pnrt' ()1"\l·r.1rion .... Ct'q"'(>r.11l· 

Hl·.1li ... 1u.1rtn.., U:\ En~\1,h Lie. S1.rn1·,_,1J 

L1ll\·,·1,if\" \-Ill.~- UCL:\. H<1illCl'"''ll: 

ll.1h1J110r< .\\D. li11ere-i,_ l-;11111111,:. '"·1111-

m111~. rt.·Jd1n~ .. ~1cmh~r. Lo:- .'\n~t·ll·, S)'Ort, 

Cnt.;111.·11 E.\:c',·ut1Yc' Uc1Jrd .. '\mcTilJll :\thl<="tc'' 

I h-,·cJorml.'111 Found.HH1n E '\C"lLHi\·t· Uu.ir,i. 

\\ (1111t·n ·, <;rnn-. F0undJtiun .'\\.i,·1,n1 ,. B\'l.1r...l. 

. "\mt'rilJJJ LJJ,kcth.111 lt.'J:.:uc- .'\Jq .. c,n· Uo.ird. 

\1.1rriL·li "·uh onc 1..·hil,i 

Raj Seksaria 
. ....: ,.t'.1r, ~ 113.\1 l'ri1h·1r.1l .rnd Comrr11.·1h·y 

Lt'.hfrr. Bu'lllt'~" .~rchHt"cturr. \\'orJJ,,·h.ic: 

T r.111~1·l\r111.n10n C011,ulti11:: Gh1ur 

HS Cht'mll'.11 En~llll"l~nn~ lndJJn Jnqnutr 

••t'Te.-h1wl''l-'"· 1-:;"f''". l11,i1.i: .\IS Chelllh".11 

Ell~mn·ri11~. L. or· hc'IHlh·k: -Lt'\lll~"1l'll: 

.\ILl.~ F111.111;,· \1.irK,·cin~. L'. 01-Ch:c.1~" 

lmnL·<.r< i'hlllc.:.=r.11~ln. rr.1,"t·l. \ 1c""rnh·1 

~1r.nc:.,:i.· .\ 1.11~.i:,..l'llh'l~t '.'-in~·1l·r:·. \l.irr:t.·.~ 

"1~11 l )1)(.· \·\11 Ll 

Gerry Prothro 
2fl \:·.1r· ·t.1 ILI\1 \'i:l· l'•~··:.'.c:·.· .::::, \ 

lnt.111111.Hll'll (lj·J·::c: .1':·:·,,· ,·. !·!. .: ..... 

.\ 113.~ 1'1"<·>;1.1111. H.11--c.1rJ ll::-1: •,- .. ,_.:-. 

Hl)11w11._),,·11: .A.d.i111.1. (;.-\. l~i;;:.·-:-

"'\·1:111lli11~ .. PZZ. 1..·011tt"lllJ~,,:·.11: .•. 

.\1 ... ·111h:r: Hn\\·.1d l'ni,·c'r•ii\ lj,11r,i ... 

Jim Stallings 
I I :·ear';& 113.\1. D1re,·101. \\."1-J.i,-. :.:, 

S.iJe, __ '\S -11"' DJ\·1,1011. B~ L'.). '--'' .1: 

Holllt'l0\\'ll: R.ile:'h "': J;or,·rc·I· H1· 

t°Jrnily. ~nlf. runn111:-: \1~·r~~~~~·:. E· ;,· 1• • 

Flor1li.l ul1.Hli ,,,· Dm:·\0 ll'I '. L' \,:· ~,,:·:i· . 

FJ,,r:J.1 Uo.Jr,l n1· J'ln,·;1,,: .. "11\.\1 ,._.:-

\\)ll ~l.' ,1• l . .11 .l• :·.'ll \\',!11'. 

Pllh l111111cl~ I': :\•u~ ,,.~;~: ' • ; L ' \ \ ' ' :· ~ • 

h.i1ll .llhl y\llll' ?11:.1; :·i.lih':: .. \1 ... ,, ' 

\\ Hh t\\'0 ~·il1i~l: lT 

--- ·---- - - ---------------------------------------------------------



Nancy Stewart 
::'~ wJr' 'Y lll\1 \·,,, l'r,,•Je::'.. Clc'r.11 

i\t"t\\.ork~tJt1C1Ji .\1.u:.i;.:c·11lt'111. lmc;:.1t::\.i 

S~·~H·m:- SohHJ(\J> C\'rr,1r.1;i,,;-. 

BS !\1Jrhe111Jt1C, .mJ \1~ .\1.11" .. 1,:,:1:011: . .\11T. 

lntt"Tt"~t'. In-lint.· 'k.ni~;~. thr;-.1te1 lliuu11u111 

bikin!!. !\1e111be:·: Ch1i.:i·. l'l.l\· llc1.irJ. 

Children·, The.Her (;rnur. l11<:i:ute or· 

£ll·i:u1i:Jl .111J Elt":n,1:~:,·· E11:-:i11r:cr ... 

Coahrion or" lll.i:k \\·,,11Jc·11. '.":\.'\Cl' - hr~· 

nlt"Illbt'r. ~Jti ... 111.1] -~"1~ 0( :'\q.:r ... ·· Uu .. 11ll·" 

&· Profr"io11.1l \\.u11Jc·11. 

L G. (Buzz) Waterhouse 
22 wJr• ·~1 Ill\ 1. Cen,·: .d .\ L:o.1~er. 

\1Jrkt'ti11:-: .Uh~ Bu .. 1r1:=-~~ J).,,·t·!1..'flllt'l1\. 

GlobJI Sen·1.c•. l.JS Fi11rn.·e. l'c·:o11 ~I.lie 

L 0

lll\"t'T'HY. l111nr:'!< H..t·.;J;11~ .. .-:l·::ce 1";:tit":1. 

trJ\'c'l Jth.1 .hi-_·,·1·.:~1: ~· . .\ kt~~:'l': ~!::1.'."il 

(0\lc:::t' \. ... : H~1-1~·:~·-- .t: !J1.-i::· ~'.:,·.~· B1i:.r.:. 

oi'\"i'H('f'. ( ,,11:·1...·:·~·:i.·r: l>1 ·:,1,~ • l · ,,.._::~. 11 

{\\'0 \.·hil ... i1 ~·1i. 

Curtis Tearte 
1 ~ WJr, ,~ ll3.\l.\"icr i're>1c:knt ,1r" 

\1Jrkl':Jll~ D1'lriburio11 lnduqn·. ll.l.\1 

'."0nh :\mai ... -J. B.a... UrJndci~ Uni\"t·niry: 

.JD. l' or" Co11nar1rnt. lntere,1<· Spom 

r:11d1u,1.1:-t co.h·ht>~ dauf:htcr\ ba-.kt>(hJll 

re.111i. .\ lr111h·r: Omep.a P;i Phi FraternirY 

i11·,. 111e:11ber. Brm,.Jei, Ln11·er<il\· .'\lumni 

. -\"n L' ot' Connt"l(icut . .o\lu111111 . .o\,.;,11 .. 

'.".'1.'ICP .\1.nncd "·ith 01w c:hil-i 

Herbert Watkins 
·''' '"'·"' .[i 113.\1. Senior Site Location 

Ewcu!i' , .. Charlotte. l\."C. BS \1Jrhnrn11,·1 

i'h' ,;,·,. -.:onh Carolina Central Uni,·er1rl\·: 

.\11.l.'1. J'J,·e LniwrsirY. ln1ere11>· SCLl3:\. 

'k1111:-:. n:-i.h:: runnin:::. dJ~"'l'"-;.i] mu~ic 

.\lt·ml..,n: Qur:r:n' Cn!it"~t:' Uoard ot· \·1,Hor:-. 

.'llrh.i l''i: :\l;'hJ Fr Jtern1l\·. 1 "'' l.ll.ick .\ lr11 

l...,1 .. -\mt:'n,-.i \1.1rr1l·'"1 wnh f\\C1 ch1kir1.:n 

I 

John Thompson 
~=, '""·"' '8_ Ill.\l. GrnerJI .\1,lll.l~l'I. 

Pt'"r.;,011.1\ SofrwJrt· Producb D1,·1<..\Dll. 

ll:\. l.lmme11 Adrrn111matio11. FlortdJ .'ltc\1 

L'rnwr<il\·: ,\1S ,\1ma~e111ent Science. \11T. 

Home1own:\\"«1 P•lm Beach. FL lntereqc: 

Huntinp.. outdoor ~port< .. iazz. \le111ber: 

Kapp.1 Alrha P1i Fraternrl\·. -.:onh lndiJru 

Pul"lil- Sen·icr: Co111rJ11~· l3oJrd o( DHt:'l.(L'T' . 

Co-chJir: IB.\l ll!Jck Ta1k Force Married 

with t\\"0 childrl'n. 

~I ;""'; 

~: r. 
~ ,· .--. 

I . 

Irving Wladawsky·Berger 
]) ,·ear,@ IB\1. General J\hna~<r. lnrernet 

Di,·i1ion. J\1S and Ph.D Ph,·.1iC1. L' or" 

Chr<a!!o Hometo\\·n: Ha,·ana. Cuba. 

ln1ere1r<: lJJ;ebJll. rhe Oh·mr1c1 .. iazz. cook­

in!!. the lmern<t. Member: Fermilab Board 

or' CJ,·er1t·er, C0-cl1J1r: 113\1 Hi<r.1111,· T:i,k 

for~·t' .. ~1.1rr1t" ... i with [\\"Cl i:-hildrt'll. 



__________________________________ __._._.. .. e~s ... sj,,.on..,a..._l_....Oppnrtunit.y_@__lf!M_uu .. J_i~~~---

Greg VanErl 

I.!.,.,_.,:: ·, ,. · : .. : , ~ '.'-i k: ! ; · I >i.·., \.· l, 'i ... ;: 1 ;: :: t. C ; !, )l .... ; J 

:-;,']"\ i."t''. lJ.~ lL:-::·::..·" 1."\ Ei.·t,;1,11:1i--· l)n.l,,.1 

l·1::·:,·1-::' l.l[:.1.,·.-.;. h:--..1111~·1l· ... : ... ~rn?·t, 1.·Jr•. 

:-!l'~:·. ti·h1r; . .\\1::~:'.··i.:r .. -\rnc>ril.111 llc'1.~ Crc1-. ... 

B.•.i:.: 11:· 1 )irv•ll':··. \\'1..·,1l·r11 CT ··."\fin~_; 

:1'.<::.:~;:· .i:· .. ; IL\\,-, l,,.,,,·1"ir-:· C<>-,·h.1ir: Ill\ 1 

l\·,li';;, ':~ 1::·~ I li-.;hlllit.'• T.1-k FlH,t'. \1.ir!'Jt.',.:i 

\'. :1i1 t\\v 1.·!:iJ,::-.:1:. 

Patricia Wolpert 
> ,,._,,., u Ill\\. l,,·11,·r.li \1.111.1~n. 

'->·:::,·.1-:,·:·,: .'\1,·.1 lll\1 '(,1nh .'\111~ri.-.1 

H. 1 ::·:; :,"l\'. li' lh.11hh·nl'ur::. KY lntt'rt'•t•: 

T::· .. ~,,J:'. ... ;1rn1.1u~· 1.·1•llt·1.·t1n,:.: . .\li;:rnl1 1..·r 

\ \ .--: '.;:1-1.·:; ... H11·1~1_.,, lll'l:n.Jul...,lc'. C1c.H1.·1 

L: 

I' 

\\ :'. ll.·_,,.,; ,,:· J)::-.·,·"'''· '(YC 

... \ \.ic1 ",; 

-------·--------- -

Donna Van Flee! 

s~ ,~c1;1~ nt·\ ~ ... 1()r1-:1l·111. R 1 '.'c '.'."l\>1t·1n <··" 111 

l)r,·i'"'" I.JS \l.1rl1e11uri<» \l1:hb1t'n~ 

Coli<-~<'. fl.lle11r0"·n. !'.'\. lnrn<'''' fJr>rih. 

<vlle,-rrn!-'. art. lneranrre. rh<Ji<r. bJller 

\ kml>n: Oren Sotr\\'Jr,· FoundJtion l.loJrd 

01· 1 )1rc"non. L;nit0r111 -~"'ll. UoJrd o( 

D1rc..·Ch)r .... Sr [,1\\"Jrd' l:111,·c"rli~· School 

\."'1° ,.1n1r.1l s ... ·lt'lh"<.: .-\ .. l\'J'Or: UoJr\.i dlh~ 

Co- .. :hJi1. \1.1rr1c' .. ~ with Olk" lhild. 

L. B. (Skip) Wyatt 
~4 WJr, ·'£! 113\1. Gener JI Man.l!!<L \\.e<tt•rn 

.'\rl'.l. 113\1 :-.:orch .'\111<rio. BS J\1Jthe111Jric' 

·'°''·,·1)l1JH111:=. Car'-011 l"t"\\·nun Colk~t'. 

kr'1'n,011 C1rY. TK. lnrer~m: Golf ch<". 

,·ommumry m,·oh-c"111t'IH .. ~1t'mbc'r: Dt'[\\ dt•1 

f<'urhi.nlC'll .'\J, l'NY 13c1JrJ. C.'\ (lumber 

t'i" C:u111mt'r,·c Bl'.1:·j 01-D1rc .. ·ror~ ... I c'll)'''. 

\\'('lrk!Jl~ \\'Hh '-lr:J!"t. t'·l~..,1011.Ht'. "rt'1.·1.iJ rt'1.)­

rl< lll.\11, 1illr.J \\·nh tho'< krnd 0t'r<l'f'k." 

\1.nri1.· .. i ,,·iih t,,,, .. -hil .. -irt'n 

Anne·Lee Verville 
~lJ yt'.1r' ·~ IH.\1. C~1.·nt·r.1l .\1.111.1:,.:l·1 

\\.orl,h·1,le Liu.-.r"''" 111,iil-:l\. Ill\\ 

>:nnh .'\11h'rh·.1. 11~ .\1.n!wmJ11~·, . .'.)1:n1ii 

C01lc"~t". l1Ha1;",t~. l3J. .. ·~·llii'l::. ~·h'"·,·oui·.:1 :: 

5ki111g. ri:Jdrn~. \1c'ml...,t·1 .. ~rr1 01ml·,i l .. y 
Pre;iJ,·m Cirmon w the :-.:m,'11.ll Sk::: 

S[,lJh:iJrd~ UoJrd. St.1nhomc' C0q'l'r.1:~,,:·. 

BoJrd. ~arionJI .'\l11J1Ke of l3u<rrh'". 1 ·1: 

L1 111,·a~iry Fu.:iu.1 S~-h(\01 01· Uu,i1~l'""" 

Co-<h•ir: 113\1 \\'0111<11·, T.1-' fN,-<. 

Al Zollar 
\9 ,.<Jr< ·fi 113\1.Ti,·olr s,·111,,r\'r.·,. 

Pre;id<rH. Tl\·olr Snte111- !311,llle" L'r:!:. 

\1.'\ Arrlied \1.nhenuti<'. L. ot' CJlr:·,,,,·.:.1-

SJ11 D1<~0. Hom<r0"-n: hlll'>' Cir' .\ll'l. 

l111~r,•q,· R~J.:irn~. rc·1111i- .. 1.1zz . .\lemh·:· 

SUCCEED Comonium E"ern.rl :\,i''"''" 

13,,,lfj. Du\...t· Comrutl'I ~:1t:"l'l-"t' I ):·i"'.:· :::1c;n 

lih-luqri.11 i'.irtnc·r~ Pro:=rJnl. ~1 • ..'nh l .i:,,:::1.i 

.'\f.- T Co111r11ter ::i<1e11.-<' I l.epni11,·111 

.i\,h1,ory 130.1rJ. \1.unc·,1 ''-llh n,·,, .-h1i,:1t·1i. 



ssional Opportunity @ IBM· Workinglt\others_on the WM( ______________________ _ 

Jorld\\id~ f\.1anaµ_t'Illi:'nt Council (\\"f\1C}. lOllli'ri1.~·d oi" rr111;.:1r.,J IU\\ di\ 11..ion Jnd torrorJtt' '-tJti" t'\1.:nltl\\''.:i. I'.' J tOrurn tn J('\'1..'hl}' ,\ lOlllllhJ\l Ulhicr· 

ng of is~ue' f.scinf 113.\1 <1.nd to di:.cu"~ inu1.u1,-l ... whh·h "ill t01HribU(l' tn tlh· comr.111~·\ 0' t,;r.dl .. u~·\1.' ...... Th1.·'c' thTt'l. ,,·n111t'11. J.11 ,,·or kin~ mothr1 .... lh: 

>ers of the WMC. 

Abby Kohnstamm 
:? .': WJr' (~ 113\1.\'>c< Pr«td<nt. ~1Jrket1n~ 

CorrofJI< H,-.J.:iu.m<r,_ U.A.. Turi, Uni,\•r;itY. 

M.A. Educ"Jt1on. ~<"·York u111wr<itY: MU.A.. 

~t.'\\. York Lrn,·l'r"iry. lntt'rl"'t': F.111lil~ .1cr1,·1-

tlt''. mu .. 1< thc'Jt("r .. l\1t'mba· -~"·0~1.1tion of 

!"Jt1011JI . .t\J, t'rt1,t'r .. Uo.u . ..i. t J,·l'T:-t'c'T' 

Art" a111..i ':'.n·it'lllt'~ Ull,nd- Tufi, Urn\t.•r,iry. 

113\1 Cr<dit Corrormon Uo.ird of Direrwr- . 

. l\,l. Coun,·il UoJr.i of Director; M.irrie,1 

\\"Uh tw0 .. .-hilJrt'n 

Unda Sanford 
20 yem @ ID.''v1. General Manasn. 

Si 3'111 D1n1ion. l:lA Mathematics. St. John" 

Uni\'<rmY: MS Operatiom Research. 

Rensselur Poh-technlC lnsmute. Interests· 

hmil\'. piano. basketball. Member: Clarkson 

Unl\·ermy Board of Directors. Co-chaw 

IBM Women's Task Force. Married with 

two children. 

Robin Stembergh 
25 vem @ IBM. General Manager. 

Dismbuuon and Marketing. IBM North 

America. BA Economin. Pomona Collef!e: 

MBA. Harvard Universi~· Graduate School 

of Business Administratton. Interests: Watchmg 

ion pJa,· football and lacrosse, gardening. 

reading. the Internet. Member: Amer1Can 

lnsmute for Managing. Diversin· Board of 

T ru1tee1. ·· 1t ne\'er occurr<d to me that I 

couldn ·, achieve both motherhood and m,· 

career ob_1rcti\'.S. In fact. m,· first execuri"e 

job came when I returned from maternitY 

leaw." Married \\1th one child. 



aftirn1aCl\"t' JCCIOIJ. llllt'lllf'IO\"illenc 

and subscance abuse. 

FUND FOR COMMUNITY SERVICE 

Mam· IBMers \·olunreer their time to 

help nonprofit organizations or 

schools in their communities. To 

encourage emplowe \"O]unceen>ni. 

IBM established the Fund for 

Community Sen·ice 111 1972. 

Thmugh chis prosrani. 18.\1 con­

tributes tiiJJncial or 1Bf'v1 rroducc 

· ~r;:erlccn education is at a crossroads. Businesses must be involved in education, 

but they olso profit from this involvement Their presence is necessary because 

tcc'c. s students are tomorrow's employees and customers. Our involvement is our 

in·. estme;;: in future employees and customers." 

- D. J. Moore 

Vice President of Marketing, K-12 Industry, IBM North America 

grJ1Hs co .:0111mun1tY orga111zJc1om or 

educational 1mmucions in \\·hich 

eillplm·ees. remees or their spouses 

are actiH·h- in,·oh·ed. Since its incep­

tion. grams for nearly 36.(1(1(1 projects 

ha,·e totaled nearh- S61.1 million. In 

1993. IB.\1 conrfibuted S l.9 million 

111 support of I. 232 projects around 

che US 

SUPPORT FOR NONPROFIT ORGANIZATIONS 

IB.\·I emplm·ees sen·e as Yolunceers 

and compan\" represenrat1,·e, 011 

comm1Ctees and boards of direccors of 

\·anous nonprofit org:a111zac1om. 

including: thme that am,,·er the need' 

of d1\·ersc· sroups. 

Diversity Programs @ IBM , c r 1 ; n u • c 

\'VhJc's more. 111 l'J'iS. 113.\1 

partiopaced in a number of conwn­

cions for nonprofit organ1zanom 

in,·oh·ed \\·ith these groups. 

WORKFORCE DEVELOPMENT @ 181.', 

At 1Btv1. \\"e\·e long recognized the 

importance of ht'lping commun1Cie' 

prepart' people for tht' \\"Orkfor,e. 

This includes helping chem Jcquire 

the emry-Je,·el. skill> ne,nsan· co 

find and hold a job For example. 

in 1968. follo\\·ing riots 1n Lo, 

Anseles. IB."1 initiated a pro,:ra1n co 

de,·elop and support part:1er;h1r' 

\\·ith communir\·-based _1oh tr.1irnn,_: 

pro\·iders h· donatlllf! equipn1em. 

supplies. technical sen·1(t'> .rnd tr.1i11-

1ng. Sn·eral \·ear< latn. 113.\1 

launched a similar m1t1ati,·e co cr.1in 

and place people \\"ich se\·t're ph\·;1,al 

disabil1tit's a<. enrn-Je,·c-J computer 

prog:ram m ers. 

O\·er tht' wars. IB,\ 1 expJnded 

its partnership ner\\"ork to includc­

more than 170 nonprofit job tram ins 

cenrers chat serw dislocatt'd \\·orkn'. 

the chronicalh· unemplowd and 

people \\"ith disabilities. The~c- center> 

ha\·e prepared more than (1/.11(111 md1-

\'iduals for successful 111tegrJt1011 111 

tht' labor market. 

V.'ich mort' th.rn J qu.mc·r <c-11-

tun· of 111\'oh·ement 111 \\·orklor•c· 

den·lopment. IB!\1 hJ~ seen frderJI 

job training poJi,-,. n·oh-e in !llJll\ 



?hDpJe_@JSM:JlLLS_D_LJ_N_G. _____ _ 

12 years @ IBM. Clien1 Business Uni1 Execu1ive, 
IBM North America. BS, New York Universi1y, 
S1ern School of Business (magna cum laude). 
Home1own: Nev.· York (i1y. Fif1h genero1ion 
Chinese-American. ln1eres1s: Germon sports cars, 
1he arts, golf. Member: IBM S1uden1 Men1or 
Program, Bela Gommo Sigma Honor Socie1y. 

I'm here to dt"ccr 

change 

"·ich attitude:-; ;11h1 

finishing \Yith scereorq.ies. l 13M i~ J 

pbce where people define thcm-.c!Yc> 

and succeed 011 tht>ir 

O\\·n terms. ' ' 



------------------~1v.mity_frogr_ams_@JBM :. "-" ..•. ' t !' 

\\."<\'. Thr<·u;.:h .111 the·,,· ch.Ill,_:<''. 

lil\1 ,·cnltllllic'' 11> rnw1d,, tcclrnolo-

:·: .. .,:.Lr· 

;, .'., 

11!;..···: li" [i".l' .lL . .'.i. 

rlacelllt'll!. a(rn-rlacemem follow up 

and job CTt'Jtion. Thi< llt'\\. IBM 

initiarn·e also foru<<'' on di<;<eminat-

SUPPORT Of MINORITY, WOMEN AND 

DISABLED BUSINESSES 

\\.c>l11t'll- .111d di,.1bkd-o\\ ned com-

Tlh' r.:,ult of rh1, polic\· h.1~ bc.:11 

f'l'LWidc• le) llJ\1. 

<UJ'J'lit'r rmf!l".1111. Sin ct' tht' 1 Y1'lls. 

113:\1 h.1-. lllW'1t'd more' th.111 S.\.'i bil-

1131\1 will COlltlllUC [() 0(' bmillt'" 

_Iheh.opJe_@JBJd:.AJtEl A~:!,:.:•,::.;;_:;, 

' 'The point is nc-< 
can't do, but whs: I ~: 

How does a company show its suppcn for 

on employee? Imagine a siluation where a 

person because of her disability has had 

12 surgeries in the post 10 years and not 

experienced a career setback. As long I 

con excel in my job, IBM will ensure that 

my disability doesn't get in the way of my 

opportunity for advancement. ' ' 

17'/1 years@ IBM. Program Manage: 

HR Benefits, HR · USA. BS Busines\ 

Administration, Boston College 

Hometown: Milford, CT. Interests 

Needlepoint, enthusiastic spectator of 

tennis & football, community service 

Member: Junior League of Raleigh 

• 



Che People_@_lB_M: J o s E e H P E e L 1 N s K 1 

' 'If the 

t h e '" \r o u I d 

Disabled Employee of the Year, 
1994, Industry Labor Council. 
11 years @ IBM. Senior Associate Programmer, 
AS/400 Division BS Therapeutic Recreo1ion, U. 
of Wisconsin a1 la(rosse; BS Computer Science, 
Winona S1ote University. Hometown: Winona, 
MN. ln1eres~ Green Boy Packers, fishing, time 
with family. Member Rochester Areo Disabled 
Athle1ics and Recreation. Married with one child. 

• 

"-''•. 

. '· ..... :\ '.;;: 

Jt.' ' 



------------------~· .ruiff_p_r_ogr.ams_@JBM .: 

MitiOWY BANKS AND INSURANCE COMPANIES 

f'.lrth lj'.lt!IL: 111 th,· .\ lilll'l"itY 13.111ki11,_: 

b panciir.; Educotionol Opportunit_ies _ 

lllillio11 i11iti.Hiw th.H po111otn 

<YStl'lllic reform to ensure J]J children 

arc prepared ro lllt'c't world-cla~<. 

standard<. of achie\·emem_ PotentiJI 

rec1p1e11t<. \\ nc required ro demo11-

<.trJtc' their rc.1di11c<.<. for reform 

.1ccord111s to a 11umhn of criteria. 

i11cludi11f! th<' emhlishmcm of hif!h 

rc',_:ul.Hll)n<. in ord,·r t<> 1·0,tn <.chool 

113:\1 <ec>b loc.Jtion< in winch there> 

1< J sisn1tic.rnt 113.\1 prc><.e11cc' 111 the 

o( thL· 11.Hio11_ 113\1 hc'lin-t'< it i< 

PUZZLE PLACE 

113:\1 I\ 'f'Oll\01'111,_: .1 Ill'\\" Pl3S tc'lc'\ 1-

<ion sh()\\ fr,r childrL'll c.dkd P11:: /,· 

' 'No fear. No rules. t\ ~ 
limits. Just like a day c~ 
the office. Day to day, I'm more 

of an entrepreneur than an employee 

of o big company. To win in the morket 

requires sheer creativity, freestyling 

and a willingness to carve new !roils ' ' 

12 years @ IBM. Manager, Financing 

Development/Brand Manager, Storage 

Systems Financing, IBM Credit Corp. BS 

Accounting, U. of Vermont; MBA Nev: York 

University. Interests: Family, snowboard­

ing, community service. Member: Notional 

Black MBA Association, Alpha Phi Alpha 

Fraternity. Married with two children. 

-- ---- - ---- -· 
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~le__@JBM:_B.__R_lJLD_A l E E__f E I E R s o N 

)on't be fooled 

5 years @ IBM. Development Engineer, 
Microelec1ronics Division. BS Engineering 
Science, MS Engineering Mechanics, Penn State 
University. Interests: Competitive equestrian 
sports, woodworking, photography. Member: 
United States Combined lroining Association. 

• 
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. 1ir111,.: 111 l.11HJ.H\. ] '.i<J'). t"c'.ltllri:' .1 

1 ()'I 1 - ~(II HI 

111 ]<l'.1'). 

,· 1.'l lll lll [Jl h' IH. 

IJ3\\ Ji.I• .iJ<t) \\.0J"hc'ci \\llh 

\lm<'ritic'' in En;.:1nt'nin;c 1\::\C\lE; 

li,hin;c rhc· N.Hional Hi~r.rnic 

S.:hol.nshif' Fund. Sinci: th.H rime. 

rhc' fond h.1.' .l\\·,1r,frd LWtT S2.'i mil-

lion in unda<!rJdUJ!c' Jnd !!r.1du.1rc' 

.'\nll·ric.lll lndi.111 Sc1c'1h·c· Jihl 

· / enfo/ 1 .. uk:ng :·.! 1h g1eot peoph sprno:' folk< de· CJIE sn:~::.' 

pcss;or:c;~ about 1·.;;c· ri;e; de I do:: I kr:o .. cr.Cllif! Lsi::es: :h:: (>· 

10ii1f Oi' di: E:Sfl) 

- L E '.S· ·-

FACULTY LCAN 

Th" 113.\ l F.h·tilr,· Lu.in Pro;.:r.1n1 

.1! WJ\. r,, don.Hin;.: thc'n tllllc' 

c"duc.Hion.il lllStltll!IOlh. 

rhJn 1.111111 c:>mplowc"s. t'.llh for a full 

;. :;/; c 



--~· 

.1,·.icfr111i,- \.L'.H .H 110 CO't. IC' lllOl"t' 

ch.111 2~11 1mtitutio11,_ 

MINORITY CAMPUS EXECUTIVE PROGRAM 

.>\11orhn t'duocio11 i11it1Jtm: 1' th<' 

Mi11oritY C.1mru' Ewcum <' l'rot:ram 

113\1 '-"'L'cUti,·L'> a<sif!ll<'d to the 

p?"ll,:r.1m L'011trihuc.: ch.:1r c-xpt·ni.;c 

i11 :lrL'.1' rt•l.1tc'd co thL· dc'\"c'loplllt'IH 

.111d L'lll!'kwmc>1H of rc>sourl't'S critil'al 

to indu<tn. Th.: c':\L'Ctlliw 1s J li.1iso11 

{(\ the' colkf!t' prc'SIL-ll'llt. :111 Jd\"OOtt' 

111 the' dn-dop111L'llt o( >olution< 

.11i--l role- modt•I (or qudc'11ts 

The exc>,-um·e co1Jt111uc'' to paform 

lm or ht'r rct:ul.ir 113\ l _iob while 

TECHNICAL ACADEMIC CAREER PROGRAM 

Through th<' Tc>chniol Academic 

Caren ProgranL ll3M helps reduL-<' 

the' critical short.lf!e of facul!\- 111 

engm<'t'nng and phYs1cal scit'n,-.:s. 

Tt'ch111cal profrss101ul emplm t't'< "ho 

are acct'ptt'd imo tht' progr.1111 hcgin 

lull-time ac-.1dc'1111c c.m:·n< t1pnl'r"­

retiremt'nt. Thc'Y rt'ce1w full 113\ l 

rt'tlrt'l11<'nt benctit< .111d .1 portion uf 

tht'ir tinal s.11.irit',; for ll!' w t\\l' 'e.u,_ 

l'c'.Hh 31111 emplLWt't'S h,1\"l' <t.1rt.:,-J ,] 

secon,-J Cll"t'c'r Ill tl'L-Jrnic:1l. tc'.1d1i11:c 

.rnd m.111.1gniJI positiom sinct' th1, 

pru,:r.11n '' ,1, 111iti.11.:d 111 1 'J:-1-l _-\, .1 

r<'suh. 111.rnY retired 1U\1t'rs 11m,- lll1],-j 

Jc.1dcnm- po,itio11s at u11i\'c'r<itic'' .11i--l 

collt'f!l'S across the' courn1Y 

MATCHING GRANTS 

:\11othn w,1\" JU\ 1 SllrJ'l'l"t' L'dt1<-.1-

tio11JI 111,tl!lltirnh i, \\·1th 111.H,-h111,: 

f!TJllt'. The· comp.111\" nutch.:s 011 .1 

ont'-to-ont' c.1,;h hasis th<' contribu­

tion; of acti,-<' emploYc'l''" Jnd 011 

a one' half-to-Ont' c.1sh h.isi' tht' con­

tributions of retirt'd t'mplowc» to 

eligible uni,-<'rsitil',. colle;rt'S. hosrit.iJ, 

Jnd cultural imtitutions. 

ln addition. eligible i11'timtiom 

h.1,-e th<' option of .;c'kct1nt- an <'qui1'­

l11c'IH · sofr\,,ire cn:d1t at 113.'"1 rt't.1il 

,-alue at t\\-o or thrt'e nme< d1t' c1,h 

m.11,-h_ dcrc'11c-lii1~ 011 the !\rL' o( 

or~.1111zat1on. 
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comributH111 uf lll' tn S'i.111111 per 

K·l/ r:~TCHING GFrn:s 

W~rk/Lif eY10.gr.o.ms_@JBM~-

.ir,· ;·,,r,·1n,_: bu'JJ1''''t'' to t':\.lmlllc die· 

h1'~'lc''' .:ulrurt' ir,c'lt. Ar .i time when 

more' chJn half o( all nlJrried couple'< 

111 the' U.S. are duJl-income families. 

and man,· women. with children 

under the age of one. \\·ork outside 

thL· home. thL' o;ep.irJtion of \\·ork 

from per>onal lit'"e i> no lon,:c'r frasi­

bll'. J'.1nicubrl\' \\'hl'n it» e>1i111ated 

that <ome 7h million .. bah· boo111er> .. 

bL·pn rnrnin,: )I 1 in 1 <J<J(1. \.\am of 

thl'm h.1Ye th<.' duJl rt'o;pomibilities for 

r.iktn,: car<' of both \Olin~ childr<'n 

t'<-'' art' pan of a dual-income' coup],., 

• ThinY-t\\'O pacem ot !Bl\.1 e111plowe5 

h.1,·e c hildr<.'n who net'd cart' and 

supn,·1s1011. 

• Four pnct'nt ot e111p]o, as art' 

single parrnb. 

• Thirt\·-t\YO p<-'rcent of t'lllJ.'IO\'t'es 

h.1w somt' respomib1lit\ t"or the 

car<' of an eldt'rl\' rebti,·e or orher 

adulr. 

Our work/lit'"e programs olr~·r 

emplo\'t't'' a mc·an< ro b.1l:rnct' th<' 



... ,.,.:· 

'll111c·tirnc·, Sc'c'llllll:,!h· i11co1111'.lliblc' 

,-lh'lt"L'< bt't\\"t'L'll bu<111c"' µ0.11< .rnd 

l'L'1>011.1I rc->pomibilitic'<. And thn· .1rc' 

tollb ro hc'lp ni.11i.1µns achic'Yc' their 

bu<illc'<' gl1.1b \\"ithout undue' Sll"c'>S. 

\\iork -·Ji(,· rolicic's Jnd pro­

,_:r.1111< hc'lf' .HCLlCl Jnd Tc'tJill the' bc'>t 

c'lllf'lo' t'c''. while' 111.1x11111zin:; their 

co11cribuuo11 to the' compJm. These' 

proµr.11m brinµ boih direct and indi­

rc·ct bc'nctit< b\ lTc'Jtinµ tl_.:xil-.1,, work 

<:'il\"ll"Lli111lt'lll< rt'<f'Olbi\"c' to in,-Ji\·1du.1l 

nt'cd< Jnd rc'f'Oll'ibilitic'< and b\· 

<t1mulJt111µ thc dn·elopmt'llt :111d 

expJmion of co111nn111ir. progra111<. 

Rc'<t'.nch hJ< 'ho" 11 that 

emplO\t'c'< who arc' g1wn greJtc'I" 

flexibiliry - in rt'<pcn t0 thl'ir hour< 

and conditiom of \\Ork - h.i\·c' 

Tc'J'Ortc'd lllOl"t' _iob 5.Hist-.l(tlllll. 

incrc'.l<c'd job producci\-i(\. h1µhn 

mor.1lc' J11d 111oti\"Jt1011 Jnd p<'.Hc'I" 

loYah co IB.r-.1. What's more'. pt'oplc' 

mu'! not be' 111.1dt' to ft'c'I th.H thn· Jr<:' 

le',, CO!llllllllt'd to thc'ir CJrc'c'T' wht'll. 

the·\· u.<c' <uch prnµr.1111,_ 

113\1 \York· lifl' pru,_:1.1111, 

rncludt'· ,-hild c:nc· .111c1 c·l,kr c.1rc· 

rc·,ourcc' .111,l rc'r°l'rr.il .. 1dortirn1 .1<'1'­

r.11h·e. k.n·c', of Jb<.:ncc'. tlt'x1blv 

\\"OrkJ11,.: .ll'Llll!-!t'llh'llt<. f'L'i"<llll.ii 

choice holid.1\·<. tlc'xibk \·.1c.1t1011 

'd1t:duli11µ and Jn A<'<'"lllc'llt. Brit:t" 

Coull'\:' Ii 11µ .111d R c·frrr.il l:\C ll..) 

rroµr.1111 to hc'lp c'lllj'IO\c't'> .111d thc·ir 

familie< with .1 wide· r.rn,_:c· of pn­

s011.1I rrobk111,. 

B\ d<'.alinµ prn.1ni\c'h wich 

J<<lll'' th.1! Jrc' possible'. i111pt'dim<'.1m 

co t'I1lf'IO\"c'c' Jttc'nd.mcc'. producti,·it\ 

and louh. !UM 1York/lifr proµr.11m 

oti;:r ros11i\"t' solution, tint ad\'Jn(c' 

the' co111pa111··, illlerc'st>. In addmon. 

cht'\. colllribmt' co !llc'JSurJblt' rcstiil>. 

such J< j'l"OdUClll"it\". J> \\"c'll JS llll.111-

f!ib]c',_ <ti..-h .1s 111or~1k. The' snnplc' face 

1,_ g11·1::,_: c'111plon·t'< more' contrul 

owr thc'1r lllllt' lO .1cco111mod.llt' thc·ir 

nc't'd' h~lp IBM kt'c'p Jnd inspire' chc· 

bc'<t in our <'lllplnYc'c''. 
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INDIVIDUAL VIORK SCHEDULES 

L1hiLT rh,· <"')'.lllcil·d !11d1\·idudhZC'd 

\\·,,rk s,-Ji,·,iuk' l'r,i:-:r.1m. t'mrlcm:'t'< 

.lrt' .1bk [(\ bl·:-:in rhc·ir \\Orkd.1\" ur to 

r",' h.-1ur- l,,.r-, ;rl·. or t\\"O hour< Jftt'r. 

rill· Jl\1r11n] J<'C.1[1<'11 <t.Jrt .rnd "10f' 

[i;'.Jc'' Thi· f'rcl\"lli,·< th,·rn \\·irh .l 

1·,,ur-Ji,,ur \'.·i1d,,"· nl- Ut':\ibili[\. 111 

.h1 ... 1ii:ii'r: 1..·n:rl(''l't'' 1n.1y .1l~]uq th1..·ir 

k:.·,; h.1ur- \\·,,rL·,i r<' r.1k,· ,1 rni11i-

11n:::1 ,,1- -~'' :n::llHL''. <'r .1 lll.1:\lllllllll of 

'' 1::_,' ,·h,,;,·, .. ldJ\"J[iL'' th.ll c°,]]] l'L' 

1:. :·,i:v.l ,,:-.'-_. ,1tm11;.: rii,- 1111,i,iic· ,,1-rh,· 

ll:·. T:~i' · . ., ;::~11'\\ t'r n11ll· l.111 b1..· 

ti,, .. ,: i· ,:· .. t:-. !~ r-...·r·-t'!l.11 .li..-t1,·it11..·, .1' 

.1::, ·,:: , h:i.i"- rl.;"· ,-1,ir111;.: .111 

·-r·,,~·:, .k[J\"i;~- Thi .. rr\•;..:r.1n1 l' t't)JH111-

:-:,·::: l:;'«J", :::.-.iLL.:c'111c·1Jt .lf'rnw.11 .inli 

th;,: .... ·~111111 .li~\··, l•;.1 .. 1111..·.;., lh'l'd'-. 

\\"!JL"i' L"l]Jj';,)\"t't:'' fll'L'li [t1 be' ,\\\",\\ 

fr,,11: \\<1rk 1-,,r .111 ,·:-;r,·1lli.:,i f'LTiod of 

t111lC'. thL'\ lll.l\ l.lkl• ,l f'l'r<llll.Ji il'J\"t' 

(l( .!l''L'lh"l' t"<'r llf' [() thrl'l' \"(',Jr>. 

-\lril<'ll:'i: rh,· F.m1ih .rnci !\ledic.il 

Le.!'., .. -\d n1- J 'l•J,) rnn·1cic, eli:-:il'k 

.:1::;·1,,\·,.l., "" 1rh llf' w I~ \\"t',·k, ot" 

llllj'.!ic~ _j,,['-;-r,,r,·,-r,,,i tlllll' off for 

cnr.1:11 f.rn1ih .Jilli m,·dic.11 rl'.1;011<. 

113\ 1 )1.1, \,,.,·11 :-:r.11ir111,_: k,1\"c'< ot" 

.1\,,, .. ;,·" <11;.·,· l 'i)l>. 

T\TIC.ilk <'illf'lll\"c'c'< h,1\"(' tJken 

r1111.: l':·1· t•• I,,. h\1111.: .11-1.:r die· l'1rrh or 

;1dortion ot a child or lO cort' \\"ith 

famih· illness. Ho\\"C\"t'L le.iw; 

111J\" be requested for a \"JrJt'r\" o( 

rearnm. includi11s education and 

IU\ 1 abo offer< unique t1c:-;iblt: 

work arrJnf!t'lllt'nr; rh.H rrlwide fulJ­

tilllt' empJoyt't'' the orronunirY to 

rt'duct' tht'ir \\·orb\-t't'k for J broad 

Jrr.1\· of rnrn11JJ llt'c'd'. ;uch ,1, 

dt'pc·ndt'nr cJrt' rnpomibilirit'<. "once 

JJl ,l lifctilllt' .. Of'rOrtllllitiL'' Or othL'i" 

111di\·idu.1l 1wt'd'. 

To ht'I}' ,·n1rlowe' rr.1mirio11 r.1 

rt'rirt'lllt'IH. tho<e \\·ho Jrt' t'li~ibk or 

will b,·corne eli,_:iHc ro rt·tirt \\"Hhin .1 

\"t".ll lllJ\ rc:que<r ,1 rcr'Ll!l,11 11.'.l\"l' of 

.1b<e11ce of llf' ro one \t'Jr. Dunn:-: 

th.H tllllt'. t'lllrlo\"t't'S lll,l\· \\"Ork rJrt­

tilllt' at IBM or \\·ork for another 

compJll\". rro\·idt'd tht'rc• is 110 COll­

fliet of inrt'rt'q. \\"1th lull earmns' and 

<.:nxl' cred1tt'd ro\\·ard remcmenr . 

WORKPLACE FLEXIBILITY 

Emrlowe< Call rerform their \\ ork 

Jc hom<." or 111 anothn off-site loc.1-

tio11-\\"it h comruters and othn 

rc>ch11olo:-:\-l0 meer the dt'mand 

of rhcir dJ\"-to-da\" bu<ine;< Thi' 

(·. -



. r1. , ..... = ,, 

runme' ro bal.mc<' work and pnso11.1l 

PREPARING FOR RETIREMENT 

Toda,·. indi\'iduab can no longer reh­

on eirher rheir empJo,·ns. or the 

go,·t'nm1enr alone to secure their 

tirnnci:il future. More than e\'er. 

emplo\'ees are becoming active pan-

llt'T' "·ith therr emplowrs and the 

tt'dnal gon~rnmem to de\·elop com-

IBl\.1 Pnsonal Financial ~lannrns 

includes educational seminars. indi-

,·rdual consultations and related 

ser,·ices to help emplowe' pl.rn for 

their future. 

The folJm,·ing are examples of 

the types of sen·ices associated "·ith 

this offering: 

• An initial consultation to discms 

financial situations and recommend 

a course of action. 

• ,A., detailed \Hitten anah-sis that rt'c-

ommends how to maruge finances. 

based on personal ob_1eniws. One-

on-one sessions ,,·ith a fi1~ancial 

pofessional are a,·ailable as part of 

this sen·icc. 

• Seminars. offned localh- at IB\ 1 

di,·isiom. sir.:» and location>. 

LIFEWORKS 

IB.~1 ha<> been a national leader in 

pro,·iding employees information on 

resources in their co111mu111t' 

on child and eldn care prof!rJrm. 

In 1984. IBM emblished the IB\1 

Child Care Reierral Ser\'1ce 

(CCRS), the first national child care 

resource and referral sen·ice. This 

was follo\\'ed b\' the Elder Care 

Consultation and Referral Sen·1cr 

(ECCRS) in 1988, the first nation-

wide corporate program to address 

elder care issues. Q,·er the wars these 

sernces han· been expanded to 

111clude resources and consultation 

for adoption. education and adult 

disabilities 
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In l'J'l.'i. lll.\1 .rnnou1Jc-c'd ic com-

,rn,~ El,kr C.n,· c,)J]<lllLnion .rnd 

,-. 

IB.\1 

INITl~Tl\'[S {F~<} 

In J 1 1~·i_ IB\1 <''l.1l,Ji<hc'.-l rhc' IB\1 

(FDCI,i rn iunhn r<=''pond ro 

rn1rl0\-t't'<° ,,-ork and famih· babnc<=' 

llt'c'ds. O\\~r a liH·-,·c'ar period. 19911 

throush 199-l. IB.\1 imc'f<='d S:!S mil-

lion 111 mort' ch Jn .)Ill' pro,1ccr> 

cnhJncc the' qualm of child cart' and 

"·hnc IB\ 1 cmrlowt:' Ii,-,. and "ork 

LN '""1r. che FDCI "··1' rc'rlt'ni\hc'd 

f,. 1!·:. ,...· - , . -
I.. ~ • .. . 

Thrnu,_!11 chi< fund. Ill.\ 1 hJ< 

children a1i-l Jdulc d.1Y care. in-home' 

rro,:r.1m' for c:ldn<. A serons forn< 

o( Jll of the prop.1111< surronc'd 

rhrou,:h FDCI. 

THE AMERICAN BUSINESS COLLABORATION 

FOR QUALITY DEPENDENT CARE (ABC/ODC) 

Throuf!h FDCI. IB\1 rmicip.H<='d 

Ill rht' .'\rnnican Businc<< CoLI.1borJtio11 

: ~ J ' 



-;:;·-;; ,::" •. !"". -~~!!!·----------------------------------· 

for Qu.1lm· Deprndt'm Can: (:\BC 

QDCl. L.rnnchcd 111 St'ptembn 

nr,:.1111z.morn in,·esrins a totJI of 

S2:'> .\ miJl1011 Jn {\\0 WJrS. thi< had 

sr()\\ n to 1 )-1 organizJtiom \\·ith an 

ill\·c'<t111c·1H o( 52-:- million .. l\1orc· thJn 

dc,·c'lop,·d 111 -1:'> commtrniric< through 

the' 11m:;m1c'1H' ot" tht' :\13C 'QDC. 

I. 
;115 ,, IL 

tucll,\ be f ·· · 

n. ~:: ': -

. ' ~ .. -
' ··-· 

I• .. - • l i-
i, >-•:·';; 

In J'l'J:'>. the' :\13C QDC: 

llll'llt to 111,·,·q .rn .1dd1t101i.il 

~I•"' mill1<'n 111 dc'pc>ndcnr cJrc pro-

ll:l\ 1 conrinut'> ,1, one of 2 I ··chJmp1-

,] 1011;:-tc'llll COlllllll!!lle'il{ to lllH'<[ in 

SPECIAL CARE FOR CHILDREN ASSISTANCE PLAN 

Under the Special Care for Childrrn 

Assimnce Plan. IBM proYidt'<. dis­

ablc>d children "·irh co,·t'ragc> for 

expemes nor reimbursed under IB\·l'<. 

medical plans. The maximum lifetime' 

Jss1<.rance per child (up to :?.'\ ,·ear< o( 

age) 1< SSl1.1111l1. 

LIFE PLANNING ACCOUNT 

The' Life' Plann1ns A'count "as 

rc'(entk c'<tablisht'd ar IB.\ 1 ro pw-

S!'.llll th.H ht:Jp promott' J ht'Jlrhic'I 

c Jn Cc'r l'H:'\'t'nt1on. c .ndiO\',l<Cll l.ir 

ht'alrh ;111d tin.rnc1.1l pl.mn1n;: 



IBM P_rfociples ____ _ ____ _ 

Our l'rilll.n'· mc:.1;urL'' of sucrc>S> 

,1:-:.:.1111z.rn,q1 \\'Hh .1 minimum of 

ll r;..:;..·11,:". 

''-·,1rk 1,·,..:-.·tih·r .1- .1 tl'.1111-

• \\ ,. ii\' -~1'-l\j,-, It> the· nc:c:,]; or- .ill 

IBM has established 26 diversity councils around the world comprised of men ond women rep· 
resenting a variety of backgrounds, cultures and work and life experiences. The councils' 
vision is to build on IBM's diverse workforce, resulting in oil employees realizing their full 
potential and thus enhancing business achievement. The San Jose, CA, Diversity Council 
(pictured) was the first in IBM, formed in 1992. 

First Row (from left to right): Kathy Merkin, Field Data Anal~is Manager; Ira Dearing, Equal 
Opportunity & Diversity Program Manager. 

Second Row: Maria Magana, 082 S~tems Test Manager; Ed McCanless, Senior Engineer, OEM­
large Accounts. 

Third Row: Sofia Laskowski, Manager, Head Program Office; Margarita Chieng. Manager, 
SORT Product Manager; Glenn larnerd, Site General Manager, IBM San Joie. 
Fourth Row: Ran Grogan, Human Resource Opera1ions Manager; Monte Anglin, Director, 

Future DAS Microcode; Bill Morrison, Manager, Materials Lab. 
Fihh Row: Raymond Wynn, Program Manager; William Johnson, Manager, HGA/HSA/ 

HOD launch. 

Not Shown: Dave Arken, Eugenie Betzer, Henry Chang, Barbara Hill·Brown, Bonnie Paul, 

Gina Whitney. 
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Reconceptualizing the Legal Debate Concerning 
Non-Remedial Affirmative Action in Higher Education 

L Introduction 

In Regents of the University of California v. Bakke, 1 Justice Powell, in an opinion that came to be 

known as the opinion of the Court, held that securing the educational benefits that flow from diversity in 

higher education is a compelling interest that can constitutionally support race-based actions.2 As a result, 

public and private universities across the country have for the last two decades adopted this diversity 

rationale as their primary justification for affirmative action programs in student admissions. 3 However, in 

Hopwoodv. Texas,4 the Fifth Circuit Court of Appeals rejected the notion that promoting educational 

diversity i.s a compelling interest, striking down the affirmative action admissions program at the University 

of Texas School of Law. Hopwood sets a precedent that, if extended nationally, threatens the viability of 

nearly all affirmative action programs in higher education. This paper is meant to serve as an important 

first step in rebutting Hopwood and making the case for affirmative action in higher education by providing 

a policy framework for reconceptualizing the legal debate concerning the role of diversity in higher 

education and applying that framework to the issue of affirmative action in student admissions. I conclude 

that there is likely a strong case to be made for affirmative action in higher education based on the diversity 

rationale, but much more needs to be done and done quickly both to use educational diversity more 

effectively and to evaluate it more rigorously. 

II. A Policy Framework for Analyzing the Diversity Rationale: The Case of Affirmative Action 
in University Admissions 

This paper argues that in order to effectively make the case for affirmative action in higher 

education based on the diversity rationale, it is first necessary to reconceptualize the legal debate into a 

policy-oriented framework. The model I have chosen is relatively simple: Policy engineering can be 

I 438 U.S. 265 (1978). 
2 See id. at 312-15 (opinion of Powell, J.). 
3 See, e.g., Tanya Y. Murphy, An Argument for Diversity Based Affirmative Action in Higher Education, 95 Ann. 
Surv. Am. L. 515, _ (1995) ("Although affirmative action in higher education was created specifically for 
remedial purposes, today the primary, and perhaps only, justification for the retention of affirmative action 
programs is educational diversity."). 
4 78 F.3d 932 (5th Cir. 1996), cert. denied, 116 S. Ct. 2581 ( 1996). 



divided into four interrelated parts: (1) goals, (2) objectives, (3) strategy, and ( 4) design. 5 Each part is 

linked to the next by evidence and analytical presumptions (i.e., goals dictate objectives, objectives dictate 

strategy, etc.). Understood in these terms, promoting racial diversity at wliversities is not an end in itself; 

rather, it is an objective designed to further various goals of higher education. In order to achieve that 

objective, a wliversity may institute a given strategy, such as race-based affirmative action in admissions, 

which in turn has a certain design, such as Bakke 's "plus" factor design in which race is "but a single 

though important element." 

Using this framework to reconceptualize the legal debate concerning non-remedial affirmative 

action in higher education clearly identifies the possible arguments in support of racial diversity and 

highlights what needs to be done to make those arguments most effectively. The remainder of this paper 

applies the policy framework described above to the issue of affirmative action in wliversity admissions. 

The following chart summarizes the analysis that follows. Each column indicates a different line of 

argument in support of non-remedial affirmative action in higher education. The darker cells indicate the 

weakest link in each column. 

5
. See Philip Zelikow, Foreign Policy Engineering: From Theory to Practice and Back Again, 18 Int'l Security 
143 (Spring 1994) (dividing policy engineering into seven interrelated parts including the four discussed here). 
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Policy Analysis of Non-Remedial Affirmative Action in University Admissions 

The Model 
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Goals are defined here as the non-operational interests that drive policy choices.6 In Hopwood v. 

Texas, the Fifth Circuit rejected the diversity rationale for affirmative action in higher education without 

fully considering the relevance of racial diversity to the various goals of higher education it may promote. 

6 Id. at 160. Throughout the remainder of this paper, I use the terms "goals" and "interests" interchangeably. 
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The Hopwood court often seemed to consider all non-remedial uses of affirmative action to be akin to the 

use of race for race's sake. Thus the court said, "[W]e see the case law as sufficiently established that the 

use of etlmic diversity simply to achieve racial heterogeneity, even as part of a number of factors, is 

unconstitutional. "7 Obviously a university's use of affirmative action to foster racial diversity has to serve 

some goal beyond the achievement of diversity itself. That much was clear from Regents of the University 

of California v. Bakke. 8 Racial diversity in the student body is not an end in itself; it is an objective that is 

sought only because it serves some larger goals of higher education. It is those goals (or interests) that a 

court must judge to determine if they are sufficiently compelling to justify affirmative action. 

Much has been written about the goals of higher education, yet they are still a topic of debate. At 

least four potentially compelling goals of higher education may be enhanced by pursuing the objective of 

promoting racial diversity in the student body, by which [mean increasing minority representation at 

predominantly white universities: ( 1) promoting teaching and learning (stimulating thought by providing 

diverse perspectives relevant to various fields of study); (2) enhancing civic values (instilling students with 

the tolerance, understanding, and open-mindedness necessary for them to function as good citizens and/or 

effective leaders in our multicultural, democratic society); (3) remedying the lack of essential-service 

providers in society (producing well-educated professionals to practice in under-served communities); and 

(4) remedying racial stratification in society (producing well-educated minorities to serve at advanced 

levels of society). 9 

The remainder ofthis section will describe in greater detail each of these goals and its link to the 

objective of promoting racial diversity. Furthermore, this section will consider which, if any, of these goals 

(or interests) are most likely to be considered "compelling" by the current Supreme Court. The Court has 

offered little guidance concerning precisely what the term "compelling interest" means. 10 Nonetheless, it is 

7 Hopwood, 78 F.3d at 945-46 (emphasis added). 
8 See Bakke, 438 U.S. at 307 (opinion of Powell, J.). 
9 Notice that the first two goals identified here constitute the "educational diversity" at issue in Bakke. They are 
believed to be furthered by interactions among students of different races (i.e., it is the diversity that is important) 
and are intended to benefit all students. The last two goals flow from the definition of diversity as the inclusion of 
minorities at predominantly white universities. They are intended to benefit primarily the minority students and 
some segments of society. All of these goals are interrelated and can be divided in several different ways. Finally, 
other goals may also be relevant, such as the interest in developing new knowledge (providing diverse perspectives 
to stimulate new research and writing), which is closely related to the goal of promoting teaching and learning. 
10 See, e.g., Stephen E. Gottlieb, Compelling Governmental Interests: An Essential But Unanalyzed Term in 
Constitutional Adjudication, 68 B.U. L. Rev. 917, 937 (1988) ("[W]ith few exceptions, the Court has failed to 
explain the basis for finding and deferring to compelling governmental interests."). Some legal commentators 
have suggested that the Court has adopted a "know it when I see it approach" to identifying compelling interests, 
id. (quoting Jacobellis v. Ohio, 378 U.S. 184, 197 (1964) (Stewart, J., concurring), and that "compelling, even 
more than beauty, [may be] in the eyes of the beholder," David Schimmel, Is Bakke Still Good Law? The Fijlh 
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possible to glean some general principles from the Court's jurisprudence and to reach some tentative 

conclusions with regard to the four goals identified above. 

l. Promoting Teaching and Learning 

One interest that may be served by promoting racial diversity in student admissions is teaching and 

learning. Teaching and learning is obviously a central part of the mission of higher education. It is also of 

great importance to society. Significantly, teaching and learning at universities occurs not only bet.ween 

faculty and students but among students themselves. 11 In Bakke, Justice Powell recognized that "[p ]eople 

do not learn very much when they are surrounded only by the likes ofthemselves." 12 Thus, a diversity of 

student perspectives, including racial perspectives, promotes substantive teaching and learning, both in and 

out of the classroom, by exposing students to a variety of views on whatever subject is at issue and by 

challenging students' individual perspectives. Racial diversity, therefore, benefits all students by providing 

them with a more complete educational experience. 13 

This interest in teaching and learning can perhaps be more fully explained by responding to the 

criticisms often lodged against it. The most common criticism levied against this interest is that it equates 

race with viewpoint: As the Fifth Circuit asserted in Hopwood, "To believe that a person's race controls 

his point of view is to stereotype him. " 14 But this criticism misses the point. The belief is not that a 

person's race controls his viewpoint, but rather that a person's race may affect his/her life experience and, 

in tum, his/her perspective on certain issues. This does not stereotype a person any more than the belief 

that where a person was born and raised may have a similar effect. In a sense, what is at issue is not racial 

diversity at all, but experiential diversity: "The variety of viewpoints that the university seeks to foster 

Circuit Says No and Outlaws ilffirmative Action, 113 Ed. L. Rep. 1052, _ ( 1996) (quoting Lino Graglia, Texas 
Lawyer, Sept. 25, 1995 at 25). 
11 See. e.g., Ernest T. Pascarella & Patrick T. Terenzini, How College Affects Students 620 ( 199 l) ("Consistent 
with evidence on the impact of student-faculty interaction, students' interactions with their peers also have a strong 
influence on many aspects of change during college. Included are such areas as intellectual development and 
orientation; political, social, and religious values; academic and social self-concept; intellectual orientation; 
interpersonal skills; moral development; general maturity and personal development; and educational aspirations 
and educational attainment."). 
12 Bakke, 438 U.S. at 313 (quoting William Bowen, Admissions and the Relevance of Race, Princeton Alumni 
Weekly 7, 9 (Sept. 26, 1977)). 
13 See. e.g .. Akhil Reed Amar & Neal Kuma Katyal, Bakke 's Fate. 43 UCLA L. Rev. 1745, 1749 ( 1996) 
("Integrated education ... does not just benefit minorities -- it advantages all students in a distinctive way, by 
bringing rich and poor, black and white, urban and rural, together to teach and learn from each other as 
democratic equals."). 
14 Hopwood, 78 F.3d at 946. 
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does not come from any innate difference between the races themselves, but rather from the varying life 

experiences of the individuals, due in large part to their racial backgrounds. " 1 ~ Furthermore, the point is 

not that every black person, for example, will feel the same about every issue, or that every black person 

will feel differently than every white person about every issue. Rather, the simple reality is that black and 

white persons are often perceived differently in the world and, in tum, often perceive the world 

differently. 16 

The Fifth Circuit in Hopwood seems to deny the role of race in society by stating that race is no 

more relevant than blood type. 17 This comparison is insulting. It is safe to assume that blood type is in no 

way correlated with educational opportunity, socio-economic status, or the nature of interpersonal relations 

in our country. Substantial evidence indicates that this is clearly not true for race. 18 The Fifth Circuit, like 

all of us, may wish that there were not racial differences in society, but it cannot deny reality. "One must 

be careful to distinguish between issues of is and ought." 19 And if the court's goal is to delegitimize racial 

differences in society, 20 the question from the perspective of university admissions is what is more likely to 

facilitate that goal -- allowing black and white students to interact in the university marketplace of ideas or 

effectively censoring all differences between black and white students from discussion in that marketplace 

by disallowing affirmative action in student admissions? 

A second criticism that may be lodged against promoting racial diversity in the student body to 

further the interest in teaching and learning is that it relies on a faulty pedagogical premise: The university 

is a place where faculty teach students, not where students teach students. This criticism is both wrong and 

1 ~ Murphy, supra note 3, at_. 
16 "Students 'come to "understand" primarily on the basis of their own reflecting experience. into which they seek 
to incorporate the new ideas they encounter in their courses.· Because their experiences determine their frame of 
reference, minority students bring the influence of these experiences to assignments and discussions." Note, An 
Evidentiary Framework for Diversity as a Compelling Interest in Higher Education, 109 Harv. L. Rev. 1357, 1370 
( 1996) (quoting John D. Wilson, Student Learning in Higher Education 29 (l 981 )). Racially diverse perspectives 
may be more relevant to some issues than others. See. e.g., Amar and Katya!, supra note 13, at 1778 ("Of course, 
diversity cannot function in the same way, or be as important, in every academic context. There may be settings 
where diversity may not have much educational importance at all (graduate school in math, perhaps) and other 
settings where it will matter a great deal (college, for example)."). But at any comprehensive university, racially 
diverse perspectives are likely to be more often relevant than not. 
17 See Hopwood, 78 F.3d at 945. 
18 E.g .. Affirmative Action Review: Report to the President 20-25 (July 1995) (presenting evidence of continued 
racial stratification and discrimination in American society). 
19 Adolphous Levi Williams, Jr., A Critical Analysis of the Bakke Case, 16 S.U. L. Rev. 129, 225 (1989). 
"However unpleasant it may be, the issue of race is still very much an unresolved issue in the United States. As 
desirable as it might be to set this issue to one side, pretend it does not exist, or acknowledge its existence and 
accord it only minimal importance, the historical evidence and realities (for example the small percentage of Afro­
American[s] in the professions) lead us in the opposite direction and to another conclusion; specifically, that race 
must be considered now and in the foreseeable future." Id. at 229. 
20 See Hopwood, 78 F.3d at 940 (suggesting that the goal of equal protection is to make race irrelevant). 
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misses the point. It is wrong because it asswnes that faculty have all the answers and have internalized all 

relevant perspectives concerning their subjects. On the contrary, the role of faculty is to constantly 

discover as well as to share lmowledge, and "[these] functions of discovering and sharing lmowledge are 

intimately related. "21 Furthermore, the criticism is wrong because it asswnes that all teaching and learning 

occurs in the classroom. "A great deal of learning occurs informally. ,,n Finally, this criticism misses the 

point because even if it were true that only faculty teach students, it is widely believed that student-centered 

teaching, whether it be discussion sections in college, the Socratic method in law school, the case method in 

business school, etc., improves the overall educational experience (i.e., promotes teaching and learning). 

"[n the classroom, professors can use the backgrounds and experiences of other students as a learning 

tool. "23 

Finally, the question of whether this interest in promoting teaching and learning, which is part of 

the educational diversity endorsed in Bakke, is likely to be found compelling by the Supreme Court today is 

a separate issue that can perhaps best be determined by examining the likely view of each Justice. On the 

negative side of the ledger, Justices Scalia and Thomas and Chief Justice Rehnquist are unlikely to find this 

interest to be compelling. Justices Scalia and Thomas have recently indicated that they favor full race­

neutrality,24 and Chief Justice Rehnquist shows no signs of favoring diversity. 25 On the positive side, 

Justice Stevens has taken a pragmatic view of what constitutes a compelling interest and now clearly 

supports educational diversity as sufficiently compelling.26 Furthermore, while the views of Justices 

21 Nannerl 0. Keohane, The Mission of the Research University. in The Research University in a Time of 
Discontent 157 (Jonathan R. Cole, Elinor G. Barber & Stephen R. Graubard eds., 1994). In this way, promoting 
racial diversity can also further universities' goal of developing new knowledge, because students not only help 
educate other students; they also educate and stimulate faculty. See id. at 157-64. 
22 Bakke, 438 U.S. at 313 n.48 (quoting Bowen, supra note 12, at 9). 
23 Note, supra note 16, at 1370. 
24 See Adarand, 115 S. Ct. at 2119 (Scalia. J., concurring in part) ("To pursue the concept of racial entitlement -­
even for the most admirable and benign purpose -- is to reinforce and preserve for future mischief the way of 
thinking that produced race slavery, race privilege and race hatred. In the eyes of government, we are just one race 
here. It is American."); id. (Thomas, J., concurring in the judgment) ("In my mind, government-sponsored racial 
discrimination based on benign prejudice is just as noxious as discrimination inspired by malicious prejudice. In 
each instance, it is racial discrimination, plain and simple."). 
25 See, e.g., Amar & Katya!, supra note 13, at 1768 ("William Rehnquist voted for Allan Bakke once, and his 
writings and opinions reveal no faith in Lewis Powell's diversity theory."). 
26 See, e.g .. Metro Broadcasting, Inc. v. FCC, 497 U.S. 547, 601-02 (Stevens, J., concurring) ("The public interest 
in broadcast diversity -- like the interest in an integrated police force, diversity in the composition of a public 
school faculty, or diversity in the student body of a professional school -- is in my view unquestionably 
legitimate."). 
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Souter, Breyer, and Ginsburg are somewhat less known, their dissents in Adarand v. Pena clearly evidence 

a rejection of strict race neutrality and potential support for educational diversity as a compelling interest.2
1 

The apparent swing votes, therefore, are likely Justices Kennedy and O'Connor, whose views are 

somewhat difficult to discern. Justice Kennedy seems generally to be opposed to affirmative action because 

he has often been a strong proponent of race neutrality.28 Justice O'Connor has not been as strong a 

proponent of race neutrality, but she authored the main dissent in Metro Broadcasting, Inc. v. FCC, joined 

by Justice Kennedy, among others, which rejected broadcast diversity as a compelling interest and 

suggested that only the remedial interest in overcoming the present effects of past discrimination could ever 

constitute a compelling interest. 29 Nonetheless, there are clear differences between the broadcast diversity 

at issue in Metro and the interest in promoting teaching and learning in the higher education context. 
30 

Furthermore, Justice O'Connor's prior opinions indicate some level of support for educational diversity 31 

Finally, in Adarand, Justice O'Connor avoided repudiating Bakke, indicated that strict scrutiny is not "fatal 

in fact," and, joined only by Justice Kennedy, reaffirmed her belief in the importance of precedent. ·
12 

This 

last point concerning the importance of precedent may be especially important: 

Adarand teaches us a valuable lesson about Justices O'Connor and Kennedy .... Joined ... only 
by Justice Kennedy, [Justice O'Connor] carefully crafted one section of Adarand in light of her 
1992 [Planned Parenthood v.] Casey opinion (coauthored with Justices Kennedy and Souter), 
which cautioned against overruling hugely important cases around which major social expectations 
have crystallized .... Thus a big "plus" for Bakke [and its interest in promoting teaching and 
learning] is its social importance. An entire generation of Americans has been schooled under 

27 See A.darand, 115 S. Ct. at 2120 (Stevens, J., dissenting, joined by Ginsburg, J.); id. at 2131 (Souter. J.. 
dissenting, joined by Ginsburg and Breyer, JJ.); id. at 2134 (Ginsburg, J., dissenting, joined by Breyer. J. ). Justice 
Ginsburg's explanation, joined by Justice Souter, concerning the Court's denial of certiorari in Hopwood is 
perhaps also evidence of their support for affirmative action in the higher education context. See Texas v. 
Hopwood, 116 S. Ct. 2581 (1996) (indicating that the issue of whether universities can use race as one factor in 
admissions is "an issue of great national importance" that will be decided another day). 
28 See Amar & Katyal, supra note 13, at 1757-58, 1769. 
29 Metro, 497 U.S. at 3028 (O'Connor. J., dissenting). 
30 These differences include the unique role of education in society, the special First Amendment protections of 
academic freedom operating in the higher education context, the emphasis placed on individualistic diversity in 
Bakke versus the largely pluralistic diversity at issue in Metro, the direct interactions among students in a 
university environment versus the attenuated interactions between owners of broadcast stations and the public, and 
the fact that Justice Powell upheld educational diversity under strict scrutiny in Bakke. See. e.g., Amar & Katyal, 
supra note 13, at 174 7 ( 1996) (offering several potentially salient distinctions between Bakke and i\4etro ). 
31 See, e.g., Wygant v. Jackson Bd. of Educ., 476 U.S. 267, 286 (1986) (O'Connor, J., concurring) ("[A]lthough its 
precise contours are uncertain, a state interest in the promotion of racial diversity has been found sufficiently 
'compelling,· at least in the context of higher education, to support the use of racial classifications in furthering 
that interest."); id. at 288 n.* ("The goal of providing 'role models' discussed by the courts below [and rejected by 
the Supreme Court here] should not be confused with the very different goal of promoting racial diversity among 

· ·IJ the faculty."). 
32 Adarand, 115 S. Ct. at 2114-17. 
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Bakke-style affinnative action .... Only a handful of modem Supreme Court cases are now 
household words in America. But Bakke -- like Brown and Roe -- is surely one ofthem.33 

Given this analysis, there is likely a case to be made for affinnative action in higher education 

based on the interest in promoting teaching and learning. But it is likely to be a tough case. 

2. Enhancing Civic V aloes 

A related interest that may be furthered by promoting racial diversity in the student body is 

enhancing civic values. Education has long been viewed in our democratic society as "the very foundation 

of good citizenship."34 "[M]uch of the point of education is to teach students how others think and to help 

them understand different points of view -- to teach students how to be sovereign, responsible, and 

infonned citizens in a heterogeneous democracy. "35 By bringing together and promoting interaction among 

an array of students from diverse racial and ethnic groups, universities help cultivate the values of 

understanding, tolerance, and respect for others that make all students better citizens. This goal is central 

to universities and is arguably the cornerstone of arguments for racial diversity. 

Institutions of higher education are today a primary source of ... cultural capital. They aspire to 
cultivate the remarkable and difficult capacity to regard oneself from the perspective of the other, 
which is the foundation of the critical interaction necessary for active and effective citizenship .... 
In the United States, ... racial and ethnic identities mark lines of intense political division. If the 
racial and ethnic rifts that divide us are to be transcended by a democratic state that is legitimate to 
all sides, there must be articulate participation in public culture that concomitantly spans the lines 
of these controversies. 36 

This civic interest is at the heart of Bakke 's diversity rationale and is often analyzed as part of the 

interest in promoting teaching and learning described above. Therefore, the prior analysis of the likely 

views of each justice concerning whether the interest in teaching and learning is "compelling" likely applies 

here. However, I have disaggregated the two interests to point out an important difference: Unlike the 

teaching and learning interest, the civic interest does not necessarily depend on judgments about 

33 Amar & Katyal, supra note 13, at 1769-70. 
34 Brown v. Bd. of Educ., 347 U.S. 483, 493 (1954). 
3

' Amar & Katyal, supra note 13, at 1774. 
36 Robert Post, Introduction: After Bakke, Representations, Summer 1996, at l, l. See also Amar & Katyal, supra 
note 13, at 1749 ("If a far-flung democratic republic as diverse -- and at times divided -- as late twentieth-century 
America is to survive and flourish, it must cultivate some common spaces where citizens from every corner of 
society can come together to learn how others live, how others think, how others feel. If not in ... universities, 
where? If not in young adulthood, when?"). 
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individuals' viewpoints. Even if the lesson that black and white students, for example, learn from 

interacting with each other in a university setting is that there is no viewpoint correlated with race (i.e., that 

black and white students do not in fact see any issues differently in any consistent way), that would likely 

be an extremely valuable lesson toward instilling students of all races with the tolerance and understanding 

necessary for them to function as good citizens in our multicultural, democratic society. As Justice Stevens 

explained in Wygant v. Jackson Board. of Education, referring to the value of racial diversity in the 

faculty: 

In the context of public education, it is quite obvious that a school board may reasonably conclude 
that an integrated faculty will be able to provide benefits to the student body that could not be 
provided by an all-white, or nearly all-white, faculty. For one of the most important lessons that 
the American public schools teach is that the diverse ethnic, cultural, and national backgrounds 
that have been brought together in our famous "melting pot" do not identify essential differences 
among the human beings that inhabit our land. It is one thing for a white child to be taught by a 
white teacher that color, like beauty, is only "skin deep"; it is far more convincing to experience 
that truth on a day-to-day basis during the routine, ongoing learning process.37 

This distinction could make a difference to Justice O'Connor, who in her Metro dissent indicated 

her opposition to any affirmative action program that is based on the assumption that a person's race 

determines how he/she thinks. 38 As explained above, I believe that this criticism concerning race and 

viewpoint misunderstands the relevance of racial diversity in the higher education context. Nonetheless, to 

the extent that the criticism can be avoided, the case for enhancing civic values as a compelling interest 

may be slightly stronger than that for promoting teaching and learning. 

3. Remedying the Lack of Essential-Service Providers 

On a different level than the two educational interests just described, promoting the inclusion of 

racial minorities at predominantly white universities may serve the interest in producing well-educated 

professionals to practice in under-served areas in society. This interest is different than the interests in 

37 Wygant, 4 7 6 U.S. at 315 (Stevens, J., dissenting) (emphasis added). Some seek to distinguish this sameness 
argument from the difference argument for promoting racial diversity. But I see the two as inherently linked. 
Persons of different races likely have some differences that are real, based on their different cultures and 
experiences, and others that are based on misperceptions from which our sameness can emerge. But the point is 
that it does not matter to which theory one subscribes because racial diversity likely promotes civic values among 
all students in either case. Therefore, this goal for affirmative action cannot be said to tum on the relationship 
between race and viewpoint. 
38 See Metro, 491 U.S. at 602 (O'Connor, J., dissenting). 
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teaching and learning and civic values because it is not based on the interaction among students of different 

races. In fact, this interest is not really concerned with the race of the students at all. Rather, it seeks to 

promote minority student attendance only because under-served communities tend to be largely minority 

communities, and because it is believed that minority graduates are more likely to practice in those 

communities. 

This interest may be compelling in some circwnstances where the need for certain service providers 

is itself compelling. For example, in Bakke, Justice Powell suggested that the state's interest in "facilitating 

the health care of its citizens" by expanding health services in under-served communities was arguably 

compelling enough to justify the use of race-based affirmative action at Davis Medical School, but he 

rejected the interest in large part because there was no evidence that minority graduates were more likely to 

practice in such under-served communities. 39 As will be shown below, such evidence now exists. 

However, as will also be shown below, affirmative action programs designed to promote this interest are 

unlikely to withstand strict scrutiny under any circwnstances because they suffer from a different fatal flaw 

-- there are clearly race-neutral means available to further this interest (i.e., the program would not be 

necessary or narrowly tailored).40 For example, a university could offer scholarships to students who 

pledge to practice in under-served communities after graduation. At the extreme, universities could even 

reserve admissions slots for students who agree to practice in under-served communities. Therefore, the 

potentially compelling nature of this goal is likely moot. 

4. Remedying Racial Stratification in Society 

Finally, promoting the inclusion of racial minorities through affirmative action in university 

admissions may serve the interest in remedying racial stratification by producing well-educated minorities 

to setve at advanced levels in society. This interest rests in part on the notion that universities are prime 

forces of social mobility. However, this interest does not only have a social promotion component to it; it 

may also have an instrumental component: It may be necessary in some circwnstances to admit minority 

students to study in certain fields because there is an instrumental value to having minorities in certain 

positions in society. For example, in Wittmer v. Peters,'~ 1 the Seventh Circuit upheld an affirmative action 

program for correctional officers at a prison "boot camp" because the court found it was necessary to 

promote black officers to serve the state's compelling interest in "pacification and reformation" of youth 

39 Bakke, 438 U.S. at 310-11 (opinion of Powell, J.). 
40 Justice Powell mentioned this criticism in Bakke as well. See id. at 311. 
41 87 F.3d 916 (7th Cir. 1996), cert. denied, 65 USLW 3416 (1997). 
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offenders. Imagine that instead of the boot camp seeking to promote a black officer directly, the local 

university sought to enroll a black applicant in its correctional officer training program. In that case, there 

would perhaps be an argument that, given the compelling interest in having some black correctional officers 

in supervisory positions, the university program would pass strict scrutiny. 

It is clear that universities may not use affirmative action simply to promote the social mobility of 

minorities; that interest is largely akin to the interest in overcoming "societal discrimination," which the 

Supreme Court has clearly indicated is not sufficiently compelling to justify affirmative action by any entity 

except perhaps the federal government.42 Furthermore, even where there is an instnunental value to the 

promotion of minorities in a given field, affirmative action is likely to raise substantial concerns for the 

Court. Nonetheless, this interest may be worth pursuing in defense of a university's affirmative action 

program where there is an extremely close connection between the education the university provides and the 

availability of minorities in potentially compelling positions in society. One possible example that will be 

explored below is the medical profession.'13 

B. Evidence Linking the Objective of Promoting Racial Diversity to the Goals of Higher 
Education 

In order to make the case for affirmative action in higher education, the objective of promoting 

racial diversity must be linked to the above goals of higher education by more than mere analytical 

presumptions. The Supreme Court will uphold affirmative action only where there is "a strong basis in 

evidence" to support the belief that the given program serves a compelling interest and is narrowly tailored 

to achieve that interest.44 Given the paucity of evidence concerning the value of racial diversity in higher 

education, this heightened evidentiary requirement would seem to pose the greatest challenge to efforts to 

promote affirmative action based on the diversity rationale. "The hope for preserving pluralism in 

American higher education now rests on our ability to marshal specific evidence that the institutions' core 

42 
See, e.g., Bakke, 438 U.S. at 307-10 (opinion of Powell, J.) (holding that the interest in overcoming societal 

discrimination is insufficient to justify affirmative action by a university). 
43 See infra text accompanying notes 73-78. 
44 See, e.g., Richmond v. J.A. Croson Co., 488 U.S. 469, 500 (1989) (quoting Wygant, 476 U.S. at 277). This 
subsection of the paper focuses on showing that racial diversity serves a compelling interest. The related issue of 
whether affirmative action is necessary to promote that interest is an issue of strategy and is discussed below. See 
infra text accompanying notes 92-99. 
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needs and values require special efforts for racial and ethnic minorities. "45 In other words, universities 

must present clear evidence that promoting racial diversity serves one or more of the potentially compelling 

interests identified above. 

It is unclear how much and what kind of evidence is necessary to meet this evidentiary requirement. 

A recent article argues that the Court should be satisfied with "the testimony of educators. "46 Many 

academics have touted the value of diversity,47 but I am not confident that such evidence will independently 

be sufficient to sustain affirmative action. (It certainly was not in Hopwood.) Nonetheless, several factors 

arguably favor universities in their efforts to present sufficient evidence of the value of racial diversity: ( 1) 

The First Amendment concept of academic freedom holds that it is chiefly the university's place "to 

determine for itself on academic grounds who may teach, what may be taught, how it shall be taught, and 

who may be admitted to study."48 (2) The Supreme Court has arguably indicated that some deference to 

higher education experts may be appropriate with regard to affirmative action.49 (3) While universities 

must present substantial evidence of the value of diversity, the ultimate burden of proof remains with the 

plaintiff(s) challenging a university's affirmative action program to prove that it violates his/her equal 

protection rights. 50 (4) In Wittmer v. Peters, Chief Judge Posner held that how much and what kind of 

evidence is required ooder the strict scrutiny standard depends, in part, on what evidence is available. 51 

This section of the paper describes possible evidentiary chains linking the objective of promoting 

racial diversity within the student body to each of the four potentially compelling interests identified above 

(in other words, assessing the value of diversity). Direct evidence linking racial diversity to most of the 

interests identified above is extremely limited; some have even suggested that such evidence cannot be 

produced. 52 Furthermore, what evidence does exist sometimes shows mixed results concerning the value of 

45 Martin Michaelson, Building a Comprehensive Defense of Affirmative Action Programs, Chron. of Higher Ed., 
July 28, 1995, at A56. 
46 Note, supra note 16, at 1361. 
47 See. e.g .. Gabriel J. Chin, Bakke to the Wall: The Crisis of Bakkean Diversity, 4 Wm. & Mary Bill Rts. J. 881, 
888-89 ( 1996). 
48 Bakke 438 U.S. at 312 (opinion of Powell, J.) (quoting Sweezy v. New Hampshire, 354 U.S. 234, 263 (1957) 
(Frankfurter, J., concurring in the result)). 
49 See Southern Education Foundation, Redeeming the American Promise, 14-18 ( 1995) (suggesting that the 
Supreme Court's statement in United States v. Fordice, 505 U.S. 717 (1992), that policies traceable to the dejure 
segregated era must be eliminated "to the extent practicable and consistent with sound educational practices," 
indicates a willingness to defer, to some extent, to education leaders). 
50 See, e.g., Wygant, 476 U.S. at 277-78 (plurality opinion); id. at 292 (O'Connor, J., concurring). 
51 See Wittmer, 87 F.3d at 920-21. 
52 See, e.g., Note, supra note 16, at 1361-62 ("Although the educational community has heralded diversity's 
benefits, current social science methods do not provide definitive measurements. Therefore, if courts did require 
universities to prove that diversity furthers learning, courts would be making a substantive choice that higher 
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racial diversity in higher education. However, this is likely because the resource of racial diversity has, 

until recently, been largely underutilized by universities in any formal way and has in tum been 

underevaluated as well. Still, some positive direct evidence exists concerning the value of diversity, and 

other indirect evidence shows great promise. Therefore, I conclude that there is likely a case to be made for 

the importance of racial diversity in achieving the goals of higher education, but universities must promote 

efforts to use the resource of diversity more effectively and to evaluate it more rigorously. 

1. Evidence Linking Racial Diversity to the Goal of Promoting Teaching and 
Learning 

Direct evidence linking racial diversity in the university student body to the goal of promoting 

teaching and learning would include studies that demonstrate more effective teaching and learning in 

racially diverse environments, including enhanced learning on substantive issues, improved cognitive skills, 

etc. Such studies are rare, but some recent and encouraging attempts have been made. For example, 

several recent longitudinal studies based on nationwide student survey data report positive correlations 

between increasing cross-racial student interactions and such educational outcomes as retention, 

satisfaction with college, intellectual self-concept and social self-concept (at least where coupled with 

efforts to promote constructive interactions among students of different racial groups). 53 Other studies 

have tried to measure the effects of diversity at a more micro-level. One example is a recent study by 

Maurianne Adams and Yu-hui Zhou-McGovern that attempted to measure the effects of an undergraduate 

social diversity course (with a racially diverse student enrollment) on students' cognitive development. 54 

Adams and Zhou-McGovern hypothesized that "[c]ollege curricula that deal with social justice and social 

diversity call for many of the qualities described in the [cognitive] developmental literature with regard to 

critical thinking, openness to conflicting perspectives from readings or classroom discussions, and, most 

especially, the ability to reflect upon one's experience, prior beliefs and feelings from another's 

educational institutions cannot pursue diversity .... The benefits of diversity are the result of interpersonal 
interactions that cannot be quantified or verified by scientific proof."). 
53 See Alexander Astin, How Are Students Affected.? 25 Change 44 ( 1993); Octavio Villalpando, Comparing the 
Effects of Multiculturalism and Diversity on Minority and White Students' Satisfaction with College, ASHE 
Annual Meeting Paper 16 (Nov. 9, 1994); Mitchell Chang, Racial Diversity in Higher Education: Does a Racially 
Mixed Student Population Affect Educational Outcomes? 11-12 ( 1996) (forthcoming article based on unpublished 
Ph.D. dissertation, University of California. Los Angeles). 
54 Maurianne Adams and Yu-hui Zhou-McGovern, The Sociomoral Development of Undergraduates in a "Social 
Diversity" Course, Paper presented at the Annual Meeting of the American Educational Research Assoc. (Apr. 
1994). 
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perspective."'' Based on tests administered to students before and after participation in 1he social diversity 

course, Adams and Zhou-McGovern found statistically significant, positive effects on sttdents' cognitive 

development. '6 

The above studies indicate that it is possible to develop evidence linking racial diversity in the 

student body to the goal of promoting teaching and learning, but much more research is clearly needed. 

Studies showing a direct link between racial diversity and improved teaching and learning are likely hard to 

produce. Assessing teaching and learning is inherently difficult, and assessing that part cf teaching and 

learning attributable to diversity is likely even more so. However, qualitative data may be more readily 

available than quantitative data and should not be undervalued. n 

Finally, in the short term, the premise that racial diversity in the student body improves teaching 

and learning can perhaps be proven indirectly. First, there is evidence that having a variety of perspectives 

examine a problem, in general, promotes problem solving. "Studies have shown that work team 

heterogeneity promotes critical strategic analysis, creativity, innovation, and high-quality decisions. "'8 

Second, those perspectives that should be actively included in a diverse problem-solving group are likely 

those perspectives that are relevant to the given problem or subject at issue and are not otherwise 

adequately represented. Third, there is substantial evidence indicating that race is often relevant in the 

sense that black and white persons, for example, often have different experiences in the world as a result of 

race and, in tum, often see the world differently. ' 9 Therefore, there is likely a strong argument to be made 

'' Id. at 1-2. 
'
6 

Id. at 31. 
" See Villalpando, supra note 53, at 25; Telephone Interview with Mitchell Chang, Professor, Loyola Marymount 
Univ. (Apr. l, 1997). 
'

8 Susan Sturm & Lani Guinier, The Future ofAjjirmative Action: Reclaiming the Innovative ideal, 84 Cal. L. 
Rev. 953, 1024 (1996) (citing L. Richard Hoffman & Norman R.F. Maier, Quality and Acceptance of Problem 
Solutions by Members of Heterogeneous Groups, 62 J. Abnormal and Social Psychology 401 ( 1961 )). Of course, 
not all of the effects of diversity, especially cultural diversity, on problem solving are positive. "Although 
culturally diverse groups have the potential to generate a greater variety of ideas and other resources than culturally 
homogeneous groups, they need to overcome some of the group interaction problems that make group functioning 
more difficult." Warren E. Watson & Kamalesh Kumar, Differences in Decision Making Regarding Risk Taking: 
A Comparison of Culturally Diverse and Culturally Homogeneous Task Groups, 16 Int'! J. of Intercultural 
Relations 53, 61 (l 992). 
'
9 

This often unfortunate truth can be shown in many ways including audit studies and surveys that demonstrate 
the continuing vestiges of discrimination that African Americans and other minorities face in their daily lives. 
See, e.g .. Michael Fix, George C. Galster & Raymond J. Struyk, An Overview of Auditing for Discrimination, in 
Clear and Convincing Evidence: Measurement of Discrimination in America 1 (Michael Fix & Raymond J. Struyk 
eds., 1993) (discussing evidence of discrimination facing minorities in employment and housing); Jennifer L. 
Hochschild, Facing Up to the American Dream 114 (1995) (reporting that white persons rank black persons as ~\ 
more violent and less likely to work hard). Such vestiges undoubtedly influence minority life experiences and 
likely contribute to differences in black and white viewpoints on countless issues, from welfare reform to the O.J. 
Simpson verdicts. See, e.g., The Four Americas: Government and Social Policy Through the Eyes of America's 
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for the notion that including black students' perspectives in wliversity discussions is likely to enhance 

problem solving, and thereby teaching and learning, on many issues, at least in student-c~tered learning 

environments. 

2. Evidence Linking Racial Diversity to the Goal of Enhancing Civic Values 

Direct evidence linking racial diversity in the student body to the goal of enhancing civic values 

would include research studies that demonstrate that students' values, beliefs, and/or actions are positively 

affected by a more diverse campus environment. Once again, such direct evidence is extremely limited. 

"National studies dealing with changes during the college years in attitudes and values rE lated to civil 

rights, civil liberties, racism, anti-Semitism, or general tolerance for nonconformity unifcnnly report shifts 

toward social, racial, ethnic, and political tolerance and greater support for the rights of ndividuals in a 

wide variety of areas. "60 But there is little evidence that racially diverse educational environments 

themselves have such effects. One exception is a recent longitudinal study by Alexander Astin, mentioned 

above, in which he found that increased faculty and institutional commitment to diversit)· and increased 

student diversity experiences (such as participation in a cultural awareness workshop) w;ire positively 

associated with increased cultural awareness among students and/or increased student cc mmitment to 

promoting racial understanding. 61 Thus Astin lends some direct support to the notion th.it efforts to 

promote racial diversity in tum promote civic values, and other studies have corroboratei Astin's findings 

that participation in cultural awareness workshops has positive effects on students' attitl1des about racial 

diversity. 62 But much more research is clearly needed. 

Once again, the link between racial diversity in the student body and the goal of inculcating civic 

values can perhaps be established indirectly by studies demonstrating that interactions among different 

types of people, in general, promote tolerance and understanding. This theory is widely !mown as the 

"contact hypothesis," which states that "contact with members of a negatively stereotypEd group might 

ameliorate attitudes both toward the specific group member or members with whom contact occurred, and 

Multi-Racial and Multi-Ethnic Society, Harvard Survey Project 25-37 (Dec. 1995) (illustrating differences in 
viewpoints by race with regard to numerous issues). 
60 Pascarella & Terenzini, supra note 11, at 279. 
61 See Astin, supra note 53, at 46-49. 
62 See. e.g., Leonard Springer et al., Attitudes Toward Campus Diversity: Participation in a Racial or Cultural 
Awareness Workshop, 20 Rev. of Higher Ed. 53, 60-66 (1996) (showing that participation in a cultural awareness 
workshop is positively associated with more favorable attitudes toward racial diversity among white students 
including men, women, and students in both liberal and conservative majors). 
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toward the group as a whole. "63 Numerous studies have provided support for the contact hypothesis 

provided that certain conditions are met. These conditions include (I) that the interaction occur between 

persons of equal status, (2) that the interaction afford persons the chance to get to know each other, and (3) 

that the interaction be cooperative and in pursuit of mutual goals. 64 Even where these cor.ditions are met, 

most studies concerning the contact hypothesis show a positive shift in attitudes only towcrd the specific 

stereotyped group member and not necessarily toward the group as a whole. But recent s1 udies have shown 

support for the generalization component of the contact hypothesis as well. 6~ Therefore, the contact 

hypothesis could lend indirect support for the importance of racial diversity in promoting ;uch civic values 

as racial tolerance and understanding, provided that universities are willing to make the commitment to 

foster cross-racial cooperative learning opportunities. 

3. Evidence Linking Racial Diversity to the Goal of Remedying the Lack of 
Service Providers in Under-Served Communities 

There is substantial evidence of a lack of certain types of professionals practicin~; in certain 

segments of society. These under-served communities tend to be largely minority. Furthnnnore, there is 

some evidence that minority professionals are more likely to practice in these areas. The1efore, increasing 

minority enrollment in certain professional programs may remedy this lack of service pro liders. The most 

apparent example is the medical profession: There is substantial evidence of a shortage cf physicians in 

certain segments of society. 66 While there is some evidence of shortages in poor commur cities, a recent 

study in California indicates that "[t]he supply of physicians was much more strongly asrnciated with the 

proportion of black and Hisparuc residents in the community areas than with the areas' ir come level. "67 

63 James L. Werth & Charles G. Lord, Previous Conceptions of the Typical Group .Iv/ember and the Contact 
Hypothesis, 13 Basic and Applied Social Psychology 351 (1992). See also Gordon Allport, Thi: Nature of 
Prejudice ( 1954) (proposing the contact hypothesis). 
64 See Werth & Lord, supra note 63, at 352; Donna M. Desforges et al., Effects of Structured Cooperative Contact 
on Changing Negative Attitudes Toward Stigmatized Social Groups, 60 J. of Personality and Sccial Psychology 
531 ( 1991 ); Janet Ward Schofield, Improving Intergroup Relations Among Students. in Handbcok on Research on 
Multicultural Education 635, 638-41 (James A. Banks ed., 1995). 
M See Desforges, supra note 64, at 535-40 (showing that cooperative learning interactions betvreen college 
students and other students who they believed were former mental patients had a positive effect on the college 
students' attitudes toward the supposed mental patients with whom they interacted and toward nental patients 
overall); Werth & Lord, supra note 63, at 358-63 (indicating, with some lack of experimental controls, that 
classroom interactions between college students and a guest speaker with AIDS had a positive 1:ffect on the 
students' attitudes toward the speaker and toward people with AIDS more generally, but findin.~ that the change in 
attitudes was only significant for students who had not previously had contact with a person wi :h AIDS). 
66 See, e.g., Miriam Komaromy et al., The Role of Black and Hispanic Physicians in Providin! Health Care for 
Underserved Populations, 334 N.E. J. of Medicine 1305 (May 16, 1996). 
67 Id. at 1307. 
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Finally, studies show that black and Hispanic medical school graduates are significantly nore likely to 

practice in these under-served areas. 68 Therefore, affirmative action in medical school admissions may be 

necessary to further the compelling interest in facilitating health care to all citizens.69 Hc1wever, as 

mentioned above and discussed below, it is unlikely that affirmative action programs designed to achieve 

this interest will pass strict scrutiny, despite the above evidence, because there are likely ~ace-neutral means 

available to achieve this goal. 

4. Evidence Linking Racial Diversity to the Goal of Remedying Racial 
Stratification in Society 

There is ample and impressive evidence that higher education is a major force of social mobility for 

minorities. Consider the effects of college on minorities' future earnings: First, for all students, the effect 

of obtaining an undergraduate degree on future earnings has never been greater. 70 Second, a college degree 

results in an even greater increase in earnings for black students than for white students. 71 Third, and most 

important in the context of affirmative action, a recent study shows that minority student:; who attend 

selective universities, often as a result of affirmative action, have higher future earnings than equally 

qualified minority students who attend less prestigious universities. 72 This shows that afitrmative action in 

higher education is itself an agent of social mobility. 

Despite all of this, it is not likely that the Supreme Court would find that universities are the 

appropriate actors to decide to use affirmative action to pursue this goal of remedying rai;ial stratification, 

which is akin to remedying societal discrimination. However, as stated above, there may be rare cases 

where increasing the number of minorities serving in select positions in society has an instrumental value 

that is itself compelling, and where universities are so closely connected to producing mit1orities to serve in 

those positions that affirmative action would be justifiable. 

68 Id.; S.N. Keith et al., Effects a/Affirmative Action in A4edica/ Schools: A Study of the Class of 1975, 313 N.E. J. 
of Medicine 1519-25 (1985). 
69 See Bakke, 438 U.S. at 310-11 (indicating that the state's interest in "facilitating the health c:are of its citizens" 
was potentially compelling). 
70 See William G. Bowen, No limits, Transcript of speech delivered at Cornell Univ. 2-3 (May 21, 1995) (quoting 
Sarah E. Turner, Changes in Returns to College Quality, U. of Mich, Dep't of Econ., mimeo (P.pril 1995)). 
71 See One Statistical Measure of How a College Education Tends to Repair Damage From th1~ Past, J. of Blacks 
in Higher Ed. 5 (Autumn 1996) (reporting that the median annual income of black high school graduates is 
approximately 57 percent of white high school graduates, but the income of black college graduates is 87 percent 
of white college graduates). "Whatever the reasons for the continuing economic disparities bet Neen the races, it is 
certain that a college education, more than any other factor, serves to break down racial stereot:rpes, increase 
opportunities for African Americans, and decrease the economic gap between blacks and white::." Id. 
72 Thomas Kane, Racial and Ethnic Preference in College Admissions 13-14 (1997) (Paper presented at recent 
conference on affirmative action and university admissions). 
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Consider, once again, the medical profession. It is clear that there is an underrepresentation of 

black physicians in society. 73 Furthennore, there may be an instrumental value to havin~; a sufficient 

number of black physicians in society (not to be confused with the interest discussed abo·1e in providing 

under-served segments of society with physicians of any race). Simply put, while physic ans of all races 

are capable of providing quality care, black physicians may, in some cases, provide better care for black 

patients. 74 This could be true for several reasons: First, there is evidence that black patients are more 

likely to visit black physicians. This is true even after controlling for the proportion of b .ack residents 

living in the given community.75 This may indicate that black patients feel more comfortable visiting black 

physicians. Thus, increasing the number of black physicians could lead to an increase in preventive care 

and early detection of illness as more black patients would more readily seek medical attmtion. Second, 

black physicians may be more likely to understand "the cultural and social context of illness and disability 

among blacks."76 For example, the unique social pressures facing African Americans, s11ch as issues of 

status and discrimination, can cause great stress, which can promote disease and illness. A black physician 

is likely to better understand these pressures and to more easily factor them into his/her diagnosis. 77 Third, 

black physicians may be able to communicate with black patients more easily, which is crucial because 

medical evaluation is itself a social interaction. 78 For all these reasons and more, it is possible, though 

perhaps not probable, that the Supreme Court could find that affinnative action in medical school 

admissions is necessary to further the compelling interest in providing health care to all citizens. 79 

However, the question remains whether some actor besides a university, such as the fede:al government, is 

the more appropriate actor to make that determination. 

73 E.g .. Sterling M. Lloyd & Russell L. Miller, Black Student Enrollment in U.S. Aiedical Schwls. 261 J. of Am. 
Medical Assoc. 272 ( 1989) ("Blacks continue to be underrepresented in the medical schools of this country and in 
the profession of medicine. Blacks represent about 12% of the nation· s population, but only 6% of total medical 
school enrollment, 5% of medical school graduates, 5% of postgraduate trainees, 3% of physicians in practice, and 
2% of medical school faculties."). 
74 Id. at 
7~ -

Komaromy, et al., supra note 66, at 1301-08. 
76 Lloyd & Miller, supra note 73, at_. 
77 

See Clovis E. Semmes, Racism, Health, and Post-Industrialism: A Theory of African-Amer can Health 131-34 
(1996). 
78 Lloyd and Miller, supra note 73, at_. 
79 

See Bakke, 438 U.S. at 310-11 (opinion of Powell, J.) (indicating that the state's interest in 'facilitating the 
health care of its citizens" is potentially compelling). 
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C. Objective of Promoting Racial Diversity 

Objectives are concrete, operational aims that are linked to the non-operational g•>als/interests by 

evidence and analytical preswnptions, 80 as illustrated above. In the case of affirmative a•:tion in university 

admissions, the objective is promoting racial diversity in the student body, by which I mean increasing 

minority representation at predominantly white universities. However, vague objectiv~, such as 

"promoting racial diversity," are sometimes dangerous because they lead to confused, imperfect policy 

choices. 81 What makes an objective "operational" is that it is defined precisely enough so that it is easy to 

W1derstand what is expected and to detennine whether the objective has been achieved. In the case of 

affirmative action in university admissions, this need to clearly articulate a policy's objective raises 

additional questions: Exactly what level of racial diversity is appropriate? And for how I Jng should it be 

pursued? 112 

The proper level of diversity a university should pursue and how long a W1iversity should pursue it 

naturally depends on what goal(s) of higher education it is trying to promote. For example, if the goal or 

interest is remedying racial stratification in society, then the appropriate level of diversit) is likely tied to 

the lack of minorities at certain levels in society. This conclusion illustrates why it is unl .kely that the goal 

of remedying racial stratification will be foW1d to be compelling in most cases. Promotin~ this interest 

would permit a discrete university to use affirmative action to admit any number of mino ity applicants it 

believed appropriate W1til societal discrimination was remedied, a situation the Supreme i:ourt has clearly 

rejected. 83 

However, if the interests a university is seeking to serve are promoting teaching rnd learning or 

enhancing civic values among its students, then the appropriate levels of diversity are tiecl to the levels 

80 See Zelikow, supra note 5, at 162. 
81 Id. at 162-64. 
82 When talking about numbers, it is obviously important to distinguish between targets and quJtas. The use of 
quotas in affirmative action is clearly unconstitutional, see, e.g., Bakke, 438 U.S. at 314-20. ·n part because using a 
quota encourages the recruitment of enough minorities to fill the quota regardless of qualificati• ms, see Amar & 
Katya!, supra note 13, at 1751. Numerical targets are intended to be more flexible and aspirati•mal. Numerical 
targets in affirmative action establish the ideal while recognizing that meeting the targets depet ids on the 
availability of qualified minority applicants. 
83 See. e.g .. Bakke, 438 U.S. at 307-10 (opinion of Powell, J.) ("[T]he purpose of helping certain groups whom the 
faculty of the Davis Medical School perceived as victims of' societal discrimination· does not jt .stify a classification 
that imposes disadvantages upon persons like respondent, who bear no responsibility for whate•1er harm the 
beneficiaries of the special admissions program are thought to have suffered. To hold otherwis•' would be to 
. convert a remedy heretofore reserved for violations of legal rights into a privilege that all institl 1tions throughout 
the Nation could grant at their pleasure to whatever groups are perceived as victims of societal ·iiscrimination. 
That is a step we have never approved."). 
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necessary to achieve those goals by promoting discussions and interactions among student; of different 

races. In other words, some specific level of minority representation on campus is obvioudy required to 

create sufficient opportunities for communication and interactions across racial lines. 

Given the lack of direct evidence concerning the value of diversity to promoting teaching and 

learning and instilling civic values, we obviously do not know what level of minority enrollment is optimal. 

One point of agreement between proponents and opponents of diversity-based affirmative iction seems to 

be that proportionality in racial representation is not necessarily required to further those t:ducational 

goals. 84 Furthermore, many education leaders believe that minority participation and inte;·action across 

endent upon the level of comfort minorities feel on campus. This raise~ the notion of 

' Even on this point, however, the available pedagogical literature is limited and difficult 

rpret. There is substantial evidence that black students attending predominantly white universities 

experience greater levels of alienation and isolation than their white counterparts at predominantly white 

universities or their black counterparts at historically black universities. 86 Furthermore, t:11ere is evidence 

that the social and academic adjustment of black students at predominantly white universi :ies is enhanced 

by communalism, meaning the tendency for a black student to see him/herself as part of a black 

community. 87 "The communal student may be more likely to draw from the support of Blacks on campus 

or in the surrounding community, thereby uniting with community members in the face of adversity rather 

than withdrawing in isolation. "88 Thus a critical mass of black students may increase the level of comfort 

of black students on campus by providing such a black community. 

This, however, highlights the concern that a "critical mass" might make minority students feel 

more comfortable only because they are able to self-segregate within their own racial or elmic 

communities, thereby actually decreasing cross-racial interactions. There is some evidence of such 

84 Compare Amar & Katya!, supra note 13, at 1777 (supporting non-remedial affirmative action) ("A critical mass 
of students of a particular group may be needed so that other students become aware of the grou J (and of the 
diversity within the group), but this by no means requires exact proportionality -- or anything lilce it.") and Chin, 
supra. note 47, at 894 (opposing non-remedial affirmative action) ("The theory ofBakkean diversity is that it may 
be beneficial for persons who are not members of a particular group to have contact with others who are. 
Accordingly, the number of minority students admitted is driven not by the percentage of minorities in the 
population, but by the number needed to achieve that goal of educational diversity."). 
8

' See, e.g .. Chin, supra note 47, at 921 ("Diversity proponents often argue that a 'critical mass' of minority 
students is necessary to ensure that the students are socially comfortable."). 
86 See, e.g., Walter R. Allen, The Color of Success: African-American College Student Outconres at 
Predominantly White and Historically Black Public Colleges and Universities, 62 Harv. Ed. Rfv. 26 (Spring 
1992); Pascarella & Terenzini, supra note 11, at 380. 
87 Chalmer E. Thompson & Bruce R. Fretz, Predicting the Adjustment of Black Students at Prtdominantly White 
Institutions, 62 J. of Higher Ed. 437, 437-38 (July/Aug. 1991). 
88 Id. 
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"Balkanization," but recent studies indicate that a "critical mass" of minority students will not necessaril 

result in self-segregation. 89 Cross-racial interaction will occur as long as universities se ?k to promote 

such cross-racial interaction. In other words, in addition to numbers, "the results of efforts to increase 

diversity on our campuses may depend very much on what kinds of learning environment; are created."90 

Finally, the issue of whether affirmative action in higher education intended to p1omote teaching 

and learning and enhance civic values has a clear stopping point in terms of how long it should be used is 

more difficult. Given the nature of these goals, it seems logical that a university should tse affirmative 

action, if necessary, to promote racial diversity until race no longer has substantial educational value, 

which is likely tied to the role of race in society and, thereby, to the existence of societal discrimination. 91 

But perhaps the distinction here is that universities are not trying to directly overcome past societal 

discrimination by acting as the self-proclaimed leaders of social readjustment for discrete racial groups. 

Rather, universities are simply recognizing the reality of societal discrimination and its mlevance to the 

fulfillment of their core goal: providing a complete education (intellectual, vocational, ci vie, moral, etc.) 

for all of their students. Whether this is a distinction with a difference likely depends on how compelling 

the Court finds the goals of promoting teaching and learning and instilling civic values tc be. 

D. Strategy of Affirmative Action 

A strategy is a general plan of action designed to achieve the desired objective(s: and thereby 

promote the larger goals. 92 The strategy at issue here is race-based affirmative action i.1 student 

admissions. It is the use of this race-based strategy that implicates strict scrutiny and n:quires universities 

to show that the strategy is narrowly tailored to serve a compelling interest. 

However, recent comments and actions by members of the higher education community and others 

indicate a lack of understanding or appreciation for what it means for a strategy to be "r.1ce-based" and 

thereby trigger strict scrutiny. Some education leaders and researchers are encouraging he development of 

89 See, e.g .. Troy Duster, The Diversity of California at Berkeley: An Emerging Reformulatio.1 of ''Competence" 
in an Increasingly Multicultural World, in Beyond a Dream Deferred 231, 237 (1993) ("Our re search revealed that 
while the student body is segmented along racial and ethnic lines, there are some important, good social relations 
and collective problem solving across racial and ethnic lines."); Sylvia Hurtado, Eric L. Dey & Jesus G. Trevino, 
Exclusion or Self-Segregation? Interaction Across Racial/Ethnic Groups on College Campuse ;, Paper presented at 
the Annual Meeting of the American Educational Research Association ( 1994) (finding that, i 1 terms of informal 
interactions, "African Americans are more likely to interact across groups than are whites."). 
90 Bowen, supra note 70, at 21. 
91 See Note, supra note 16, at 1363-63. 
92 See Zelikow, supra note 5, at 164-65. 
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admissions schemes intended to promote racial diversity by using facially race-neutral c iteria, such as 

social class. 93 But what implicates so-called strict scrutiny in constitutional analysis is 1ot merely facially 

race-based action but also intent to discriminate based on race. 94 In other words, if the intent of a 

university in adopting a facially race-neutral admissions policy is to achieve racial dive1 sity, it is subject to 

the same legal standard as if its admissions program were facially race-based. The law ;crutinizes covert 

race-based actions as stringently as overt race-based actions. Therefore, there may be little value in 

developing such facially race-neutral admissions programs.95 In any case, the data overwhelmingly 

indicate that the use of facially race-neutral factors, such as social class, is not likely to yield a racially 

diverse student body. 96 

Whether it is facially or just intentionally race-based, the Supreme Court will uphold affirmative 

action in higher education only where it serves a compelling interest and is narrowly tail )red to achieve that 

interest. The compelling interest prong was addressed above. The narrowly tailored prong requires 

93 See. e.g .. Linda F. Wightman. The Threat to Diversity in Legal Education: An Empirical 1: nalysis of the 
Consequences of Abandoning Race as a Factor in Law School Admi.\~'>ion Decisions, 72 N. Y.ll. L. Rev. 1, 48 
(forthcoming, 1997). 
94 See, e.g., Arlington Heights v. Metro. Hous. Dev., 429 U.S. 252, 264-71 ( 1977) (indicating that strict scrutiny is 
implicated where a racially discriminatory purpose is shown to have been a "motivating factor ' in the adoption of a 
facially race-neutral policy or program). The existence of a discriminatory purpose is determined by examining a 
number offactors including the events leading up to the program's adoption and statements made by members of 
the given decisionmaking body. Id. at 267-68. 
95 Two caveats to this point are perhaps warranted: ( 1) Once a facially race-neutral program is shown by the 
plaintiff to have been motivated by a racially discriminatory purpose (i.e., to promote racial di·1ersity), then the 
burden technically shifts back to the defendant to show that the program would have been adopted even without 
that factor. Id. at 271 n.21. Therefore, to the extent that universities can justify the adoption of race-neutral 
admissions criteria that promote racial diversity on grounds independent of their intent to pro111ote racial diversity 
(i.e., for other legitimate educational reasons), such criteria likely have a better chance ofbein.~ upheld. See 
Michael Williams, Racial Diversity Without Racial Preferences, Chron. of Higher Ed., Nov. I 5, 1996, at A64. 
(2) An argument can be made that facially race-neutral efforts such as widening the scope of s :udent recruitment 
may be immune from equal protection challenge even if the intent is to recruit minority studer ts, perhaps because 
such programs cause no injury to non-minority students (i.e., recruitment has no discriminato1y effects). See Lujan 
v. Defenders of Wildlife, 504 U.S. 555, 560 (1992) (indicating that the "irreducible constitutional minimum of 
standing" requires "injury in fact"). But cf Miller v. Johnson, 115 S. Ct. 2475, 2485 ( 1995); :)haw v. Reno, 509 
U.S. 630, 641-42 ( 1993) (holding that a voter residing in a racially gerrymandered district has standing to 
challenge the redistricting plan because he/she has been injured by having been treated not as :m individual but as 
a member of a racial group.). 
96 E.g., Robert Bruce Slater, Why Socioeconomic Affirmative Action in College Admissions l·f'?rks Against African 
Americans, J. of Blacks in Higher Ed. 57-59 (Summer 1995) (showing that using socio-economic status in 
admissions at selective universities would result in little more racial diversity than a race-blind system that did not 
include socio-economic status); Wightman, supra note 93, at 48-59 (finding that neither socio~conomic status, 
selectivity of undergraduate school, or undergraduate major if used as factors in law school adnissions would 
result in racial diversity similar to that presently achieved under affirmative action); Kane, supra note 72, at 18-19 
(finding that because the majority of low-income families are white, a college presently administering a race-based 
affirmative action admissions plan would have to "grant preferences to six times as many low-income students to 
'yield' the same number of black and Hispanic freshmen"). "No race-blind substitute is likely to cushion the effect 
of an end to racial preferences. The problem is one of numbers." Id. at 17. 
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primarily that the race-based strategy of affirmative action be necessary in the sense th~ t there are no truly 

race-neutral (i.e., neither facially or intentionally race-based) means available to achiev•: the compelling 

interest(s). If race-neutral means are available, race-based means cannot be utilized. F:>r example, as 

explained above, it is possible to implement race-neutral means to promote the goal of remedying the lack 

of essential-service providers in society. A university could, for example, reserve admi!:sions slots for 

students who pledge to practice in under-served communities after graduation. 97 Because such race-neutral 

means are available, race-based affirmative action programs designed to achieve that gcial are unlikely to 

pass strict scrutiny even if the goal is found to be compelling. 

However, it is more difficult to see how race-neutral means could effectively achieve the remaining 

goals of higher education presented above (assuming they are found to be compelling). For example, with 

regard to the goals of promoting teaching and learning and enhancing civic values among all students, the 

very point is to expose students to different racial perspectives and to promote racial understanding. It is 

unlikely that these goals could be fully achieved without promoting at least some level cf racial diversity. 98 

Furthermore, the evidence indicates that absent intentional efforts to promote the admis!:ion of certain 

minorities to selective universities, racial diversity at those institutions would be decimated. 99 Therefore, 

assuming that either of the goals of promoting teaching and learning or instilling civic v dues is found to be 

compelling, affirmative action in student admissions, properly designed, would likely b1: a narrowly tailored 

means of achieving that goal. 

97 Even if the effect of such a program was to increase racial diversity, it would not be subject to strict scrutiny 
because it was not facially or intentionally race-based. See, e.g .. Personnel Administrator of Mass. v. Feeney, 442 
U.S. 256 ( 1979) (upholding a Massachusetts veterans' preference policy even though the legislature was fully 
aware that the policy would have a discriminatory effect on women). 
98 Possible race-neutral means likely include incorporating multicultural ideas into the univer ;ity curriculum 
and/or formalizing efforts to promote racial ethics. Therefore, universities may have to preser .t evidence that such 
race-neutral efforts are not likely to be effective in racially homogeneous (i.e., all white) enviMnments. 
Furthermore, to the extent that such race-neutral means are likely to be even partially successfal, the Court may 
look more favorably on the use of affirmative action if those race-neutral means are used in tandem with 
affirmative action. See Metro Broadcasting, Inc. v. FCC, 497 U.S. 547, 589-90, 590 n.3 (citir g with approval the 
FCC's prior and continued use of race-neutral means). 
99 See, e.g., Slater, supra note , at 57 ("[I]f admissions at [the nation's most prestigious univel'sities] were made on 
the basis of grade point average and SAT scores, and without regard to race, perhaps 1 percent or 2 percent of all 
students accepted for admission to these schools would be black."); Wightman, supra note 93, at 19-27 (showing 
that minority admissions to ABA accredited law schools would decrease significantly if only rice-neutral criteria 
were used); Bowen, supra note 70, at 19 (finding that the use of exclusively race-blind criteria at selective 
universities would reduce black enrollment from approximately 8 percent to 2 percent). 
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E. Design of Race as "Plus" Factor 

Simply put, policy design is a detailed statement of the strategy. 100 In the case of affirmative 

action in wliversity admissions, the legally required design is dictated by Justice Powell's decision in 

Bakke. In order for a wliversity's affirmative action program to pass constitutional mu;ter, it must avoid 

racial quotas and seek to promote a broad-based, individualistic notion of diversity in \\hich race is "but a 

single though important element. "101 In other words, race may only be deemed a single "plus" factor in a 

particular candidate's file. Admissions programs that do not follow this design will not pass strict scrutiny. 

It is perhaps appropriate to inquire whether this design of affirmative action, w 1ere race is just one 

element of diversity among many, can truly result in a racially diverse student body, or whether this 

individualistic notion of diversity is a sham because race is really the predominant factc r in student 

admissions. The evidence indicates that while race is only a factor in admissions at the most selective 

wliversities, it is a substantial factor at those institutions. According to a recent study, :it those selective 

wliversities with average SAT scores in the top 20 percent of all four-year institutions, black and Hispanic 

applicants were foWld to be 8-10 percent more likely to be admitted than white students with similar 

qualifications. 102 "This differential was as large as that associated with having an A- average in high 

school rather than a B or having an SAT score of 1400 rather than l000." 103 

However, for several reasons, this does not necessarily mean that Bakke 's "plu:; factor" design is a 

sham: First, the primary factor in admissions is always prior academic achievement (i. ~.,all students 

admitted, through affirmative action or otherwise, come from the pool of qualified cand1dates). 104 Second, 

it is clear that wliversities seek to promote diversity in student admissions based on multiple factors in 

addition to race (e.g., geographic diversity). 105 But many of these factors are likely well represented at all 

levels of highly qualified students. Therefore, a wliversity may not have to take as sub!tantial affirmative 

action to achieve diversity with regard to most of these characteristics. Third, Wliversit1es do give 

substantial weight to other particularistic factors beyond race in student admissions. TI1e most obvious 

example is alumni preferences, which the evidence indicates are more substantial then nee-based 

100 See Zelikow, supra note 5, at 166. 
101 Bakke, 438 U.S. at 315 (opinion of Powell, J.). 
102 Kane, supra note 72, at 8-9. 
103 Id. 
104 See, e.g., Bowen, supra note 70, at 10. 
105 See, e.g., Citizens Commission on Civil Rights, The Resource: An Affirmative Action Gu .de 9A (1996) 
(indicating that the University of California at Los Angeles (UCLA) considers not fewer than 17 factors in its 
admissions process). 
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preferences at selective universities. 106 Fourth, race is likely given substantial weight ir admissions at 

selective universities when choosing among qualified applicants because, as I hope I ha,,e explained 

throughout this paper, racial diversity is an important resource for achieving the goals of higher education -

- certainly much more important than diversity in children of alwnni. 

DI. Conclusion 

The above policy analysis indicates that there is likely a strong case to be made for affirmative 

action in university admissions designed to promote the objective of increasing racial di•1ersity in the 

student body and to further the various goals of higher education that flow from it. However, making the 

case for affirmative action in higher education will require an immediate, substantial commitment from the 

higher education community. For nearly 20 years, the higher education community has relied on Justice 

Powell's decision in Regents of the University of California v. Bakke as its sole justification for affirmative 

action in higher education. This reliance has bred complacency The Fifth Circuit's decision in Hopwood 

v. Texas can be either a clarion call or a death knell. 

This paper has sought to serve as a first step in making the case for affirmative action in higher 

education by reconceptualizing the legal debate into a policy-oriented framework that cli~rly identifies the 

possible arguments in support of non-remedial affirmative action in higher education and highlights what 

needs to be done to make those arguments most effectively. Based on that analysis, I coriclude that 

affirmative action programs designed to further the goals of enhancing civic values and promoting teaching 

and learning are most likely to pass strict scrutiny and that the weakest link in the chairn of argument 

supporting those goals is likely the lack of substantial evidence indicating that promoting racial diversity 

furthers those goals. The limited evidence that exists indicates that achieving racial diversity can promote 

teaching and learning and enhance civic values when coupled with efforts to promote constructive 

interactions among students of different racial groups. Therefore, in order to make the case for affirmative 

action in higher education, universities must increase their efforts to use the resource of ·acial diversity 

more effectively and to evaluate it more rigorously. 

106 See, e.g., John Larew, Who's the Real Affirmative Action Profiteer.?, in Debating Affirmative Action 247, 250 
Nicolaus Mills ed., 1994) ("At most elite universities during the eighties, the legacy was by far the biggest piece of 
the preferential pie."). 
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An Overview of the Law Governing 
Non-Remedial Affirmative Action in Higher Education 

L Introduction 

The law governing affirmative action in higher education is at a crucial point in its development. 

Several recent decisions by the Supreme Court, most notably Adarand Constructors, Inc. v. Pena, 1 

evidence a clear trend toward the universal, rigid application of so-called strict scrutiny in evaluating all 

race-based policies and programs. Some legal commentators have argued that this trend may "sound the 

death knell" for affirmative action in higher education and especially for the non-remedial interest in 

promoting educational diversity.2 Hopwoodv. Texas, 3 in which the Fifth Circuit rejected educational 

diversity as a compelling interest and held unconstitutional the affirmative action admissions program at the 

University of Texas School of Law, is obviously a manifestation of that view. However, there is also a 

competing conception of the present state of affirmative action based on the notion, recently endorsed by a 

majority of the Court, that strict scrutiny is not "fatal in fact. "4 That view is embodied in the recent, 

countervailing case of Wittmer v. Peters,s in which the Seventh Circuit upheld an affirmative action 

employment program for correctional officers at a "boot camp" in order to further the state's compelling 

interest in the "pacification and reformation" of youth offenders. Wittmer, though occurring outside the 

higher education context, provides a potentially powerful rebuttal to Hopwood and illustrates that the law 

governing affirmative action can best be understood as being unsettled. This brief paper provides an 

overview of the present legal standards relevant to affirmative action in higher education, focusing 

specifically on the diversity rationale, and contrasts the cases of Hopwood and Wittmer. 

II. Legal Background: Developing the Present Legal Standards 

In its broadest terms, the legal standard governing race-based affirmative action, both in the 

context of higher education and more generally, is likely settled, though its meaning remains unclear. 

I 115 S. Ct. 2097 (l 995). 
2 E.g .. Leland Ware, Tales From the Crypt: Does Strict Scrutiny Sound the Death Knell for Affirmative Action in 
Higher Education, 23 J.C. & U.L. 43, 44 (1996); Donald L. Beschle, "You've Got to Be Carefully Taught": 
Justifying Affirmative Action After Croson and Adarand, 74 N.C. L. Rev. 1141, 1180 (1996). 
3 78 F.3d 932 (5th Cir. 1996), cert. denied, 116 S. Ct. 2581 (1996). 
4 E.g., Adarand, 115 S. Ct. at 2117 ("[W]e wish to dispel the notion that strict scrutiny is 'strict in theory, but fatal 
in fact."' (quoting Fullilove v. Klutznick, 448 U.S. 448, 519 (1980) (Marshall, J., concurring in the judgment)))~ 
id. at 2136 (Ginsburg, J., dissenting, joined by Breyer, J.). 
s 87 F.3d 916 (7th Cir. 1996), cert. denied, 65 USLW 3416 (1997). 



Under the constitutional requirement of equal protection, race-based classifications are "inherently 

suspect."6 "Th[e] Court has 'consistently repudiated "[d]istinctions between citizens solely because of 

their ancestry" as being "odious to a free people whose institutions are founded upon the doctrine of 

equality. ""'7 Race-based policies or programs will be upheld only where they pass so-called strict 

scrutiny. Strict scrutiny requires that a given affirmative action program (1) serve a compelling interest 

and (2) be narrowly tailored to achieve that interest. 8 

The strict scrutiny standard now applies regardless of whether the given affirmative action 

program constitutes federal action challenged under the Fifth Amendment,9 state action challenged under 

the Fourteenth Amendment, 10 or private action challenged under Title VI, which prohibits discrimination 

by any actor receiving federal financial assistance, including most if not all private universities. 11 The 

standard governing private action challenged under Title VII, which prohibits discrimination in 

employment, is less clear, but analogous. 12 Furthermore, strict scrutiny applies regardless of whether the 

affirmative action program at issue seeks to achieve so-called invidious or benign goals (i.e., whether the 

program seeks to benefit the white majority or historically disadvantaged minorities). 13 

6 Wygant v. Jackson Bd. of Educ., 476 U.S. 267, 273 (1986) (plurality opinion) (citing Regents of the University of 
California v. Bakke, 438 U.S. 265, 29I (I978)). 
7 Id. (quoting Loving v. Virginia, 388 U.S. I, I I (I967) (quoting Hirabayashi v. United States, 320 U.S. 8I, IOO 
(I 943))). 
8 E.g .. Adarand, I 15 S. Ct. at 2I 13. 
9 See id. ("[W]e hold today that all racial classifications, imposed by whatever federal, state, or local governmental 
actor, must be analyzed by a reviewing court under strict scrutiny." (overruling Metro Broadcasting, Inc. v. FCC, 
497 U.S. 547 (1990), on this point)). The Fifth Amendment states that "[n]o person shall be ... deprived of life, 
liberty, or property, without due process of law." The Due Process Clause has been held to embrace notions of 
equal protection. See. e.g .. Bolling v. Sharpe, 347 U.S. 497 (1954). 
10 E.g .. Richmond v. J.A. Croson Co., 488 U.S., 469, 493-94 (1989) (O'Connor, J., plurality opinion joined by 
Rehnquist, C.J., White, and Kennedy, JJ.): id. at 520 (Scalia, J., concurring). The Fourteenth Amendment 
mandates that ''[n]o State shall. .. deny to any person within its jurisdiction the equal protection of the laws." U.S. 
Const. amend. XIV, § l. 
11 Title VI of the Civil Rights Act of 1964 reads, ''No person in the United States shall, on the grounds of race, 
color, or national origin, be excluded from participation in, be denied the benefits of, or be subjected to 
discrimination under any program or activity receiving Federal financial assistance." 42 U.S.C. § 2000d. The 
Supreme Court has held that Title VI is coextensive with the Fourteenth Amendment. United States v. Fordice, 
505 U.S. 717, 732 n.7 (1992) (citing Bakke, 438 U.S. at 287, 328~ Guardians Assn. v. Civil Service Comm'n of 
New York, 463 U.S. 582, 610-11, 612-13, 639-43 (1983)). 
12 Title VII of the Civil Rights Act of 1964 reads, "It shall be an unlawful employment practice for an employer ... 
to fail or refuse to hire or to discharge any individual, or otherwise to discriminate against any individual with 
respect to his compensation, terms, conditions, or privileges of employment, because of such individual's race, 
color, religion, sex, or national origin." 42 U.S.C. § 2000e-2. The Supreme Court has held that affirmative action 
is justified under Title VII where the given program is designed to "eliminate a manifest racial imbalance" in the 
work force (at least in "traditionally segregated job categories") and does not ''unnecessarily trammel" the interests 
of non-minorities. See, e.g .. United Steelworkers of America v. Weber, 443 U.S. 193, 208 (1979). 
13 See. e.g.,Adarand, 115 S. Ct. at 2111-14 ("[A]ny person, of whatever race, has the right to demand that any 
governmental actor subject to the Constitution justify any racial classification subjecting that person to unequal 
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"[T)he purpose of strict scrutiny is to 'smoke out' illegitimate uses of race by assuring that the 

legislative body is pursuing a goal important enough to warrant use of a highly suspect tool. The test also 

ensures that the means chosen 'fit' this compelling goal so closely that there is little or no possibility that 

the motive for the classification was illegitimate racial prejudice or stereotype." 14 Thus, the strict scrutiny 

standard is meant to examine both the ends and the means: "In short, the compelling interest inquiry 

centers on 'ends' and asks why the government is classifying individuals on the basis of race or ethnicity; 

the narrow tailoring focuses on 'means' and asks how the government is seeking to meet the objective of the 

racial or etlmic classification."'~ 

The Supreme Court's efforts to clearly define what interests are sufficiently compelling to justify 

race-based actions have been hampered by several conflicting principles. First, where race-based actions 

are necessary and appropriate (e.g., to remedy past discrimination), the Court likely wants to encourage 

institutions to take such actions on a voluntary basis. 16 However, the Court is also clearly concerned about 

endorsing race-based remedies that are insufficiently tied to specific acts or discrete goals. thereby 

promoting race-based actions that are "ageless in their reach into the past and timeless in their ability to 

treatment under the strictest judicial scrutiny."). The Court's decision to apply strict scrutiny to all racial 
classifications is grounded in the notion that the Fourteenth Amendment protects individual rights, not group 
rights. In other words, it protects each individual's right not to be judged according to his/her race except in 
exceptional circumstances. Id. at 21 l l (quoting Bakke, 438 U.S. at 299 (opinion of Powell, J.) (citing Shelley v. 
Kraemer, 334 U.S. l (1948))). Furthermore, according to the Court, the very purpose of strict scrutiny is to 
distinguish the benign from the invidious justifications for race-based actions. "Absent searching judicial inquiry 
into the justification for such race-based measures, there is simply no way of determining what classifications are 
'benign· or ;remedial' and what classifications are in fact motivated by illegitimate notions of racial inferiority or 
simple racial politics." Id. at 2112. 

Nonetheless, powerful counter-arguments can be made to the Court's decision to extend strict scrutiny to 
so-called benign race-based programs. As Justice Stevens argued in dissent in Adarand: 

The Court's concept of"consistency" assumes that there is no significant difference between a decision by 
the majority to impose a special burden on the members of a minority race and a decision by the majority 
to provide a benefit to certain members of that minority notwithstanding its incidental burden on some 
members of the majority. In my opinion that assumption is untenable. There is no moral or constitutional 
equivalence between a policy that is designed to perpetuate a caste system and one that is designed to 
eradicate racial subordination. Invidious discrimination is an engine of oppression, subjugating a 
disfavored group to enhance or maintain the power of the majority. Remedial race-based preferences 
reflect the opposite impulse: a desire to foster equality in society .... The consistency that the Court 
espouses would disregard the difference between a "No Trespassing" sign and a welcome mat. 

Id. at 2120-21 (Stevens, J., dissenting). 
14 Id. at 2112 (quoting Croson, 488 U.S. at 493). 
" Memorandum to General Counsels from Walter Dellinger, Assistant Attorney General, U.S. Dep't of Justice 10 
(June 28, 1995). 
16 See, e.g., Wygant, 476 U.S. at 290 (O'Connor, J., concurring) (noting the Court's and Congress's ··consistent 
emphasis on 'the value of voluntary efforts to further objectives of the law"') (quoting Bakke, 438 U.S. at 364 
(opinion of Brennan, J.)). 
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affect the future. "17 Second, in order to decrease the role of race in society, the Court likely wants to 

promote an individualistic notion of society rather than a pluralistic one. 18 However, the reality is that 

individuals define themselves, and are in tum defined, in part by their group affiliations. Man is. after all, a 

social animal. The Court has reacted to these competing pressures, in part, by requiring a "strong basis in 

evidence" for the belief that a volW1tary affirmative action program is warranted. 19 

In the context of higher education, and more generally, the Supreme Court has to date foW1d only 

two interests sufficiently compelling to justify vo1W1tary, race-based affirmative actions: ( 1) remedying the 

present effects of past discrimination20 and (2) realizing the educational benefits that flow from a racially 

diverse student body. 21 Each of these interests are discussed in greater detail below. Furthermore, the 

Court has expressly rejected several interests as not sufficiently compelling to justify race-based actions: 

First, the Court has repeatedly held that the interest in remedying so-called societal discrimination is 

insufficient to justify affirmative action by any entity except perhaps the federal government: "[A]s the 

basis for imposing discriminatory legal remedies that work against innocent people, societal discrimination 

is insufficient and overexpansive. "22 Second, the Court, or at least Justice Powell, has held that the interest 

in increasing the nwnber of minorities in a given profession is insufficient to justify affirmative action by a 

university.23 Justice Powell's analysis ofthis interest, however, was cursory. He seemed to view this goal 

as equivalent to valuing race for race's sake. Third, the Court, or at least Justice Powell, has held that the 

interest in increasing the nwnber of professionals practicing in Wlder-served communities is insufficient to 

justify affirmative action by a W1iversity.24 However, Justice Powell based his holding primarily on the 

absence of any evidence indicating that the program at issue was either necessary or designed to promote 

that goal. Fourth, the Court has held that the interest in providing "role models" for minority students is 

insufficient to justify affirmative action in faculty hiring.25 The Court seemed to equate this goal with the 

17 Croson, 488 U.S. at 498. 
18 See. e.g .. Adarand. 115 S. Ct. at 21 l l(indicating that the Fourteenth Amendment protects each individual 
regardless of, not because of, his/her membership in a particular group). 
19 See. e.g., Wygant, 476 U.S. at 277-78; Croson, 488 U.S. at 500. 
20 See, e.g., Wygant, 476 U.S. at 286 (O'Connor, J., concurring). 
21 See Bakke, 438 U.S. at 311-15 (opinion of Powell, J.) But see Hopwood v. Texas, 78 F.3d 932 (5th Cir. 1996), 
cert. denied, 116 S. Ct. 2581. (1996) (rejecting the idea that Justice Powell's statement concerning educational 
diversity constituted a holding of the Court). 
22 Wygant, 476 U.S. at 276. The Court inAdarand remanded the question of whether the interest in remedying 
general societal discrimination is a sufficiently compelling interest to justify affirmative action by the federal 
government when acting under section 5 of the Fourteenth Amendment. Adarand, 115 S. Ct. at 2118. 
23 Bakke, 438 U.S. at 306-07 (opinion of Powell, J.). 
24 Id. at 310-11. 
25 Wygant, 476 U.S. at 274-76 (plurality opinion). 
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goal of alleviating general societal discrimination, and the interest in promoting educational diversity was 

expressly distinguished.26 

Finally, assuming that a given affirmative action program is folU1d to serve a compelling interest, 

the Court has identified several factors to be considered in detennining whether the program is narrowly 

tailored to achieve that interest: 

As it has been applied by the courts, the factors that typically make up the "narrow tailoring" test 
are as follows: [ 1] whether the government considered race-neutral altemati ves before resorting to 
race-conscious action; [2] the scope of the affirmative action program and whether there is a 
waiver mechanism that facilitates the narrowing of the program's scope; [3] the manner in which 
[it] is used, that is, whether race is a factor in determining eligibility for a program or whether race 
is just one factor in the decisionmaking process; [ 4] the comparison of any numerical target to the 
number of qualified minorities in the relevant sector or industry; [5] the duration of the program 
and whether it is subject to periodic review; and [6] the degree and type of burden caused by the 
program. 

[T]hree general points about the narrow tailoring test deserve mention. First, it is probably not the 
case that an affirmative action measure has to satisfy every factor. A strong showing with respect 
to most of the factors may compensate for a weaker showing with respect to others. Second, all of 
the factors are not relevant in every case .... The factors may play out differently where a program 
is non-remedial. Third, the narrow tailoring test should not necessarily be viewed in isolation from 
the compelling interest test. To be sure, the inquiries are distinct: as indicated above, the 
compelling interest inquiry focuses on the ends of an affirmative action measure, whereas the 
narrow tailoring inquiry focuses on the means. However, as a practical matter, there may be 
interplay between the two.27 

A. Remedial Interest in Overcoming the Present Effects of Past Discrimination 

A solid majority of the Supreme Court agrees that the remedial interest in overcoming the present 

effects of past discrimination is a sufficiently compelling interest to support race-based affirmative 

action.28 The real debate here is over the scope of this interest. What "past discrimination" is sufficient to 

justify affirmative action? What "present effects" are sufficient? What evidentiary link must be 

26 Id. at 289 n. *(O'Connor, J., concurring). 
27 Memorandum to General Counsels from Walter Dellinger, supra note 15, at 19-20. See also United States v. 
Paradise, 480 U.S. 149, 171 ( 1987) (plurality opinion); id. at 187 (Powell, J., concurring). 
28 See. e.g .. Wygant, 416 U.S. at 286 (O'Connor, J., concurring) (''The Court is in agreement that, whatever the 
formulation employed, remedying past or present racial discrimination by a state actor is a sufficiently weighty 
interest to warrant the remedial use of a carefully constructed affirmative action program."). All of the justices 
would undoubtedly agree that where present, intentional discrimination has been established, some form of 
prospective remedy is appropriate. But they differ in the extent to which they approve of group-based remedies to 
correct for past injustices against other members of the group. Nonetheless, only Justice Scalia and perhaps Justice 
Thomas have "adopted anything that approaches a blanket prohibition on race-conscious remedies." 
Memorandum to General Counsels from Walter Dellinger, supra note 15, at 6. 
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established between the "past discrimination" and the "present effects"? In examining these questions in 

the context of higher education, it is useful to distinguish between when a university must take affirmative 

action to overcome the present effects of past discrimination and when it may take such action. 

1. When Universities Must Take Affirmative Action to Remedy Prior 
Discrimination 

The Supreme Court in United States v. Fordice29 defined what remedial actions states are required 

to take to dismantle their prior de Jure segregated systems of higher education. Fordice involved a 

challenge to Mississippi's university system under the Fourteenth Amendment and Title VI alleging that the 

state had failed to take the required steps to dismantle its prior de Jure segregated system. Mississippi 

adopted facially race-neutral university admissions policies in the 1960s, but by the mid- l 980s, 

Mississippi's university system remained racially segregated. 30 The Court in Fordice held: 

[A] State does not discharge its constitutional obligations until it eradicates policies and practices 
traceable to its prior de jure dual system that continue to foster segregation .... If policies 
traceable to the de jure system are still in force and have discriminatory effects, those policies too 
must be reformed to the extent practicable and consistent with sound educational practices."31 

Fordice thus requires states to do more to desegregate their universities than simply adopt facially race­

neutral admissions policies. Rather, states must at a minimum seek to establish effective neutrality. 32 

29 505 U.S. 717 (1992). 
30 Id. at 724-25. 
31 Id. at 728-29 (holding several policies of Mississippi's university system "constitutionally suspect" under this 
standard). 
32 Prior to Fordice. the Court held, with regard to primary and secondary schools, that "'separate educational 
facilities are inherently unequal." Brown v. Bd. of Educ., 347 U.S. 483, 495 (1954) (emphasis added). States that 
had been operating de Jure segregated systems of primary and secondary education at the time of Brown had an 
affirmative obligation to cure the effects of that prior segregation. See. e.g .. Green v. New Kent County School 
Bd., 391 U.S. 430, 437-38 (1968) ("School boards ... operating state-compelled dual systems [at the time of 
Brown] were ... clearly charged with the affirmative duty to take whatever steps might be necessary to convert to a 
unitary system in which racial discrimination would be eliminated root and branch"). However, in Bazemore v. 
Friday, 478 U.S. 385 (1986), the Court held, with regard to state-funded and -operated clubs that had been de Jure 
segregated, that states had an obligation only to adopt facially race-neutral membership policies. Thus, the 
question in Fordice was, in effect, whether college and universities were more like primary and secondary schools 
or like voluntary clubs. One way to understand the decision in Fordice is that the Court adopted a middle-ground. 
Fordice in effect creates a presumption that any university practice emanating from the de Jure segregated era and 
continuing to have discriminatory effects is viewed as intentional discrimination and thus subject to strict scrutiny. 
This reading of Fordice is perhaps modest because it is not that different from other cases that have held that the 
intent to discriminate is judged from the time at which the law or policy at issue. was originally adopted. See, e.g., 
Hunter v. Underwood, 4 71 U.S. 222 ( 1985) (holding unconstitutional a provision of the Alabama Constitution of 
190 l, which disenfranchised persons convicted of crimes of moral turpitude, based on general evidence that the 
provision was originally enacted for a discriminatory purpose). 
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But the precise meaning of the Court's holding in Fordice is somewhat unclear, and key questions 

remain unanswered: First, what remedies are appropriate under Fordice? Clearly a state must eliminate 

offending policies and practices traceable to the de Jure era, but may a state opt to counter the effects of 

such policies and practices where their elimination is not feasible by adopting affirmative action programs? 

Justice O'Connor suggested in her concurrence in Fordice that states can and may be required to take such 

affirmative actions: "Only by eliminating a remnant that unnecessarily continues to foster segregation or 

by negating as possible its segregative effects can the State satisfy its constitutional obligation to 

dismantle the discriminatory system that should, by now, be only a distant memory."33 Second, Fordice 

defines what actions are required by states, but what actions, if any, are states and/or universities pennitted 

to take voluntarily? Can they go farther than Fordice mandates? What do they have to demonstrate to be 

allowed to do so? 

2. When Universities Mav Take Affirmative Action to Remedy Prior 
Discrimination 

The legal standard governing what affirmative actions a university may take vohmtarily to remedy 

the present effects of past discrimination and when it may do so is somewhat unclear. However, three 

general principles can perhaps be gleaned from the Supreme Court cases of Wygant v. Jackson Board of 

Education, 34 which concerned the use of affirmative action in faculty employment, and Richmond v. J.A. 

Croson Co.,35 which concerned the use of affirmative action in government contracting: First, a university 

cannot (nor can any other actor except perhaps the federal government) take affirmative action to remedy 

the effects of general societal discrimination. Second, a university can take affirmative action to remedy 

the present effects of its own past discrimination if it has a "strong basis in evidence" for the belief that 

such action is warranted. Third, there is some limited support in the Court's holdings for the proposition 

that a university can take affirmative action to remedy prior discrimination by some other actor(s) to avoid 

serving as a "passive participant" in a pattern of discrimination. 

In Wygant, the Court held unconstitutional under the Fourteenth Amendment a collective 

bargaining agreement between the Jackson Board of Education and the Jackson Education Association (a 

teachers' union) that gave special protection to minority teachers against layoffs in order to "remedy 

33 Fordice, 505 U.S. at 744-45 (O'Connor, J., concurring) (emphasis added). See also Southern Education 
Foundation, Redeeming the American Promise, 15-16 (l 995). 
34 476 U.S. 267 (1986) 
35 488 U.S. 469 (1989) 
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societal discrimination by providing 'role models' for minority schoolchildren. "36 In a plurality opinion, 

the Court soundly rejected the idea that the interest in overcoming societal discrimination was sufficiently 

compelling to support affirmative action, and strongly suggested that only an actor's interest in overcoming 

its own prior discrimination could constitutionally support such race-based action. 37 Furthermore,· the 

Court held that an actor implementing affirmative action to overcome the present effects of its own past 

discrimination must have "a strong basis in evidence for its conclusion that remedial action was necessary . 

. . . That is, it must have sufficient evidence to justify the conclusion that there has been prior 

discrimination."38 The Jackson Board did not have sufficient evidence of such prior discrimination.
39 

Finally, a plurality held that the affirmative action plan at issue was not narrowly tailored, in any case, 

because layoffs were too great a price for non-minorities to bear.40 

In her concurring opinion, Justice O'Connor clarified the Court's holding by expressly stating that 

an actor's remedial purpose "need not be accompanied by contemporaneous findings of actual 

discrimination to be accepted as legitimate as long as the public actor has a firm basis for believing that 

remedial action is required.''41 For example, a firm evidentiary basis to support affirmative action in 

employment could be established by a racial imbalance in the appropriate labor pools sufficient to support 

a prima facie case under Title VIl.42 

Three years later, in Croson, Justice O'Connor authored the part-majority, part-plurality opinion 

holding unconstitutional under the Fourteenth Amendment the Richmond City Council's Minority Business 

Utilization Plan, which required a 30 percent minority set-aside for all city-awarded construction contracts 

in order to remedy past discrimination in the construction industry.'0 Speaking for a majority of the Court, 

Justice O'Connor again rejected the idea that responding to a general claim of societal discrimination 

36 Wygant, 476 U.S. at 269-84 (plurality opinion). 
37 Id. at 274 (''This Court never has held that societal discrimination alone is sufficient to justify a racial 
classification. Rather, the Court has insisted upon some showing of prior discrimination by the governmental unit 
involved before allowing limited use of racial classifications in order to remedy such discrimination."). 
38 Id. at 277. 
39 Id. at 272. 
40 Id. at 283 ("While hiring goals impose a diffuse burden, often foreclosing only one of several opportunities, 
layoffs impose the entire burden of achieving racial equality on particular individuals, often resulting in serious 
disruption of their lives. That burden is too intrusive."). 
41 Id. at 286 (O'Connor, J., concurring). 
42 Id. at 292. This requires showing a statistical imbalance between the percentage of minorities employed at a 
given institution or on a given project and the percentage of qualified minorities in the labor pool. It is yet unclear 
how this form of evidence would operate in the case of affirmative action in university admissions. It is perhaps 
possible that a university could define minimum requirements for qualified applicants and then argue that the use 
of race-blind criteria to distinguish among students within that qualified pool would result in a statistical 
imbalance in minority representation in the class admitted. Therefore, affirmative action would be justified. This 
possibility should be explored, but it is beyond the scope of this brief paper. 
43 Croson, 488 U.S. at 4 76-511. 
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(meaning in this case discrimination within the construction industry) was a sufficiently compelling interest 

to justify affinnative action. Rather, the Court held that the city of Richmond must have had "a substantial 

basis in evidence for its conclusion that remedial action was necessary," which again could include 

evidence of a statistical disparity between the appropriate labor pools sufficient to establish a prima facie 

case under Title VII.44 The City Council did not have such evidence in this case.45 Furthennore, the Court 

held that the city's plan was not narrowly tailored because there had been no consideration of available 

race-neutral means and because the 30 percent set-aside was not tied to any goal "except perhaps outright 

racial balancing.''46 Finally, speaking for a plurality, Justice O'Connor clarified that that the Richmond 

City Council was not restricted to remedying its own prior discrimination but could, given the proper basis 

in evidence indicating that such action was necessary, also act to eliminate private discrimination within its 

jurisdiction.47 

Wygant and Croson arguably left some important room for the adoption of voluntary affinnative 

action programs designed to remedy the present effects of past discrimination, at least by institutions that 

had previously been de Jure segregated. However, two lower federal courts applying these holdings in the 

context of higher education have applied them rigidly and expansively, and have thus greatly restricted 

remedial affinnative action programs at universities in those circuits. 

First, in Podberesky v. Kirwan,48 the Fourth Circuit held unconstitutional the University of 

Maryland at College Park's Banneker scholarship program, a merit scholarship program open only to 

African-American students. The University of Maryland defended the Banneker program as necessary to 

remedy the present effects of its own past discrimination. Because the University of Maryland had 

previously been dejure segregated and was still under a U.S. Department of Education, Office of Civil 

Rights mandate to desegregate, establishing prior discrimination was not an issue.49 Furthennore, the 

University offered proof that "four present effects of past discrimination exist at the University: ( 1) The 

University has a poor reputation within the African-American community; (2) African-Americans are 

underrepresented in the student population; (3) African-American students who enroll at the University 

44 Id. at 500-02. 
45 Id. at 498-506. 
46 Id. at 507-08. 
47 Id. at 491-92 (plurality opinion) ("[A] state or local subdivision (if delegated the authority from the State) has 
the authority to eradicate the effects of private discrimination within its own legislative jurisdiction .... Thus, if 
the city could show that it had essentially become a "passive participant" in a system of racial exclusion practiced 
by elements of the local construction industry, we think it clear that the city could take affirmative steps to 
dismantle such a system."). 
48 38 F.3d 147 (4th Cir. 1994), cert. denied, 115 S. Ct. 2001 (1995). 
49 See id. at 152. 
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have low retention and graduation rates; and (4) the atmosphere on campus is perceived as being hostile to 

African-American students. "50 However, the Fourth Circuit held that the evidence presented by the 

University of Maryland was not sufficient under Wygant and Croson. According to the court, in order to 

sustain a remedial affirmative action program, the university was required to show not only proof of prior 

discrimination and present effects, but also proof that the present effects were caused by the prior 

discrimination and that the present effects were sufficient to justify the affirmative action program at 

issue. 51 The Fourth Circuit held that the University of Maryland was unable to establish these evidentiary 

links and thus rejected the University of Maryland's race-based scholarship program. 

Second, in Hopwood v. Texas, 52 the Fifth Circuit Court of Appeals held unconstitutional the 

affirmative action admissions program at the University of Texas School of Law. The law school defended 

its affirmative action admissions program based in part on the need to remedy the present effects of past 

discrimination. Like the University of Maryland, the University of Texas School of Law had previously 

been de Jure segregated, and the Texas university system was arguably still under a U.S Department of 

Education, Office of Civil Rights mandate to desegregate. 53 However, the law school sought to justify its 

affirmative action admissions program based not only on its own discrimination but also on the prior 

discrimination perpetrated by Texas's primary and secondary school systems and by the University of 

Texas System as a whole.~ The law school's reasoning was likely that it is merely a part of the overall 

system of education administered by the state of Texas, and by permitting affirmative action at the law 

school, the state was merely acting to remedy discrimination in one part of its education system that had 

discriminatory effects in another. 55 Alternatively, the law school's reasoning could perhaps be viewed as 

analogous to Justice O'Connor's statement in Croson that a state actor (in this case, the law school) should 

not be required to serve as a "passive participant" perpetuating a system of racial exclusion. 56 Regardless, 

the Fifth Circuit rejected these arguments, reading Wygant and Croson as requiring the University of Texas 

School of Law to justify its affirmative action admissions program based solely on its own prior 

50 See id. 
51 Id. at 153-54 ("To have a present effect of past discrimination sufficient to justify the program, the party seeking 
to implement the program must, at a minimum, prove that the effect it proffers is caused by the past discrimination 
and that the effect is of sufficient magnitude to justify the program.") 
52 78 F.3d 932 (5th Cir. 1996), cert. denied, 116 S. Ct. 2581 (1996). 
53 See Letter from Dan Morales, Attorney General, State of Texas, to William P. Hobby, Chancellor, University of 
Houston System 25 (Feb. 5 1997) (describing the complex history of the Office of Civil Rights's relations with 
Texas's university system). 
54 Hopwood, 78 F.3d at 948. 
55 Id. at 953-54. 
56 See Croson, 488 U.S. at 491-492 (O'Connor, J., concurring). 
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discrimination. 
57 

Applying the standard established by the Fourth Circuit in Podberesky, the Fifth Circuit 

held that the law school had failed to do so: The court held that the present effects the law school 

identified, which were nearly identical to those identified by the University of Maryland in Podberesky, 

were not sufficiently linked to its own past discrimination and could not serve to justify the affirmative 

action admissions program at issue. 58 

The standard established in Podberesky and applied again in Hopwood expands on Wygant and 

Croson and has not yet been endorsed by the Supreme Court. If Podberesky and Hopwood become the law 

of the land, it is unclear how any university can provide sufficient evidence to support affirmative action to 

overcome the present effects of past discrimination. 59 Perhaps the only clearly established method to prove 

a link between past discrimination and present effects in the context of higher education admissions is by 

showing a policy or practice emanating from the de jure era that continues to have discriminatory effects, in 

which case the university is required to take remedial action under United States v. Fordice 60 In this 

sense, Podberesky and Hopwood may mean that there are now only two classes of remedial affirmative 

action programs at universities in the Fourth and Fifth Circuits -- those that are required under Fordice and 

those that are not allowed under Podberesky or Hopwood. 61 This possibility puts great pressure on the 

diversity rationale for affirmative action in higher education. 

57 Id. at 948-52. According to the court, "Even if, arguendo, the state is the proper government unit to scrutinize, 
the law school's admissions program would not withstand our review. For the admissions scheme to pass 
constitutional muster, the State of Texas, through its legislature, would have to find that past segregation has 
present effects; it would have to determine the magnitude of those present effects; and it would need to limit 
carefully the 'plus' given to applicants to remedy that harm." Id. at 951. 
58 Id. at 952-55. The "present effects" identified by the University of Texas School of Law included "[I] the law 
school's lingering reputation in the minority community, particularly with prospective students, as a 'white' 
school; [2] an underrepresentation of minorities in the student body; and [3] some perception that the law school is 
a hostile environment for minorities." Id. at 952 (quoting Hopwood v. Texas, 881 F. Supp. 551, 572 (W.D. Tex. 
1994)). 
59 See. e.g .. Tanya Y. Murphy, An Argument/or Diversity Based Affirmative Action in Higher Education, 95 Ann. 
Surv. Am. L. 515, _ (1995) ("This strict standard of review and the seemingly impossible factual basis necessary 
to satisfy this heightened scrutiny imply that remedial action in higher education is no longer a valid justification 
for affirmative action."). 
60 See supra text at notes 29-32. Ironically, the Fifth Circuit in Hopwood may have inadvertently identified one 
such link when it suggested that the University of Texas School of Law could continue to grant a preference in 
admissions to candidates who are relatives of alumni. See Hopwood, 78 F.3d at 946. The law school has likely 
had an alumni preference policy since the time it was de Jure segregated. Furthermore, because the law school was 
de Jure segregated in the past, it obviously has a greater percentage of white alumni than minority alumni. 
Therefore, the alumni preference policy likely has a discriminatory effect. "Thus, if the law school adopted an 
admissions policy that employed only those factors that the court approved [in Hopwood], past racial 
discrimination by the law school itself would create a present disadvantage on the basis of alumni relations. By 
focusing on the use of racial classifications, the court overlooked this effect." Recent Case, Hopwood v. Texas, 110 
Harv. L. Rev. 775, 780 (1997). 
61 This possibility does not necessarily sound the death knell for remedial affirmative action in higher education, at 
least not at prior de Jure segregated institutions, because it can be argued that the Fifth Circuit in Hopwood did not 
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B. Non-remedial lnterest in Realizin2 the Educational Benefits that Flow From Diversity 

Unlike the remedial interest in overcoming the present effects of past discrimination, the non­

remedial interest in promoting educational diversity seeks to justify affirmative action not as a remedy to 

make up for past discrimination against a certain group, but as a necessary tool to promote the educational 

development of all students for the future benefit of society as a whole. Leaders in higher education have 

long believed that diversity within a university's student body, including, more recently, racial diversity, is 

a vital tool for providing students with a complete educational experience. 62 The Supreme Court, too, has 

long recognized the value of educational diversity. 63 

In Regents of the University of California v. Bakke,64 Justice Powell, in an opinion that came to be 

known as the opinion of the Court, held that securing the educational benefits that flow from diversity in 

higher education is a compelling interest that can constitutionally support race-based actions.
6

' Bakke 

involved a challenge under the Fourteenth Amendment and Title VI to the affirmative action admissions 

program at the University of California at Davis Medical School. The Davis admissions program reserved 

each year sixteen places in its 100-student entering class for minority students. These sixteen places in the 

entering class were filled through a special admissions process operated in coordination with the regular 

admissions process. The Davis admissions program was challenged by Allan Bakke, a white male who 

apply the Fordice standard correctly or completely. For example, the court in Hopwood presumed that there was 
no way that the present underrepresentation of minorities at the University of Texas School of Law could be 
attributed to prior discrimination by the law school itself, as opposed to being attributed to prior discrimination by 
the state of Texas in its primary and secondary schools or its university system, which the court held the law school 
was not permitted to remedy through affirmative action. However, if the law school uses such variables as LSAT 
scores in its admissions decisions, which undoubtedly have a discriminatory effect on minority students, and if that 
practice dates back to the de 1ure segregated era, then that practice may be sufficient under Fordice to link the law 
school's prior discrimination to the present underrepresentation of minority students. Therefore, the law school 
would perhaps be required, or in this case, permitted, to eliminate that practice if consistent with "sound 
educational practices" or to "negat[e] as possible its segregative effects" through affirmative action. An analogous 
holding was made recently by the Fifth Circuit in Ayers v. Fordice, 95-60431 (5th Cir. Apr. 23, 1997), in which 
the court found that Mississippi· s predominantly white universities could not continue to award scholarships based 
on minimum ACT cutoff scores because that practice dated back to the de Jure segregated era and continued to 
have discriminatory effects. The court recognized that the use of ACT scores to award scholarships may be 
perfectly appropriate outside of Mississippi, but it cannot, given the Supreme Court's holding in Fordice, continue 
in Mississippi nonetheless. 
62 See, e.g .. Neil Rudenstine, President, Harvard University, Report to the Harvard University Board of Overseers, 
1993-1995, 1 (Jan. 1996) ("[S]tudent diversity has, for more than a century, been valued for its capacity to 
contribute powerfully to the process of learning and to the creation of an effective educational environment. It has 
also been seen as vital to the education of citizens -- and the development of leaders -- in heterogeneous democratic 
societies such as our own."). 
63 See Sweatt v. Painter, 339 U.S. 629 (1950) (recognizing, ironically, the value of student diversity at the 
University of Texas Law School). 
64 438 U.S. 265 (1978). 
6

' See id. at 312-15 (opinion of Powell, J.). 
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was rejected from Davis Medical School two consecutive years under the regular admissions process 

despite having grades and test scores substantially above the average of those students admitted under the 

special admissions program. 66 

In a fractured opinion, four justices in Bakke held that Title VI was coextensive with the 

Fourteenth Amendment and that the Davis admissions program was constitutional in all respects; 67 four 

different justices held that the case was governed exclusively by Title VI, that Title VI prohibited all 

considerations of race in the administration of programs receiving federal funds, and that the Davis 

admissions program was therefore unlawful. 68 Announcing the judgment of the Court, Justice Powell as 

the swing vote, joined the former four justices in holding that the Fourteenth Amendment and Title VI were 

coextensive and that the medical school was not fully prohibited from considering race in its admissions 

process. However, Justice Powell joined the latter four justices in declaring the Davis admissions program 

unconstitutional because it was not narrowly tailored to promote its sole compelling interest, as Justice 

Powell saw it, of promoting educational diversity. 69 

According to Justice Powell, the Davis Medical School's interest in promoting educational 

diversity was sufficiently compelling to support affirmative action in student admissions. 70 "The 

atmosphere of 'speculation, experiment and creation' -- so essential to the quality of higher education -- is," 

he wrote, "widely believed to be promoted by a diverse student body."71 Justice Powell found the medical 

school's interest in educational diversity to be supported not just by leaders in higher education, but by the 

First Amendment interest in academic freedom, which protects the authority of universities to make their 

own educational judgments concerning "who may teach, what may be taught, how it shall be taught, and 

who may be admitted to study. "72 

However, according to Justice Powell, the type of educational diversity that constituted a 

compelling interest was not pluralistic diversity of certain racial groups, but more individualistic diversity 

in which race is "but a single though important element. "73 "Ethnic diversity ... is only one element in a 

range of factors a university properly may consider in attaining the goal of a heterogeneous student 

66 See id. at 272-78. 
67 

See id. at 324-79 (Brennan. J.. concurring in part and dissenting in part, joined by White. Marshall, & 
Blackmun. JJ.). 
68 See id. at 408-21 (Stevens, J., concurring in part and dissenting in part, joined by Burger. C.J., and Rehnquist & 
Stewart, JJ.). 
69 See id. at 271-72 (opinion of Powell, J.). 
70 id. at 311-12. 
71 idat312. 
72 id. at 312-13 (quoting Sweezy v. New Hampshire, 354 U.S. 234, 263 (1957) (Frankfurter, J., concurring in the 
result)). 
73 id. at 315. 
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b d ,,74 
0 y. Therefore, a narrowly tailored affirmative action program designed to promote educational 

diversity would not rely on rigid racial quotas or separate admissions processes, but would treat race as 

only a single "plus" factor in its regular admissions process. 75 

As a result of Justice Powell's opinion in Bakke, public and private wliversities across the country 

have for the last two decades adopted this diversity rationale as their primary justification for affirmative 

action programs in student admissions. 76 However, given the fractured holding of the Court in Bakke and 

the absence of additional guidance from the Court, the status of Bakkean diversity has remained in some 

doubt. 77 

Twelve years after Bakke, in Metro Broadcasting, Inc. v. FCC,78 the Court dramatically expanded 

the scope of the diversity rationale by applying it outside the formal eQ.ucation context. In Metro, the Court 

upheld under a Fifth Amendment challenge two minority preference policies adopted by the Federal 

Commwlications Commission (FCC), as authorized by Congress, which sought to increase minority 

ownership of radio and television stations in order to increase broadcast diversity. Central to the Court's 

holding was its conclusion that because these were federal affirmative action programs authorized by 

Congress, which was owed special deference by the Court as a co-equal branch with special powers under 

Section 5 of the Fourteenth Amendment, they were subject only to intermediate scrutiny. 79 The Court held 

that "the interest in enhancing broadcast diversity is, at very least, an important governmental objective and 

is therefore a sufficient basis for the Commission's minority ownership policies. "80 In reaching this 

74 Id. at 314. 
75 See id. at 316-18. 
76 See. e.g .. Murphy, supra note 59, at_. 
77 Prior to Hopwood v. Texas, discussed infra at text accompanying notes 87-100, the only federal case to address 
Bakke 's diversity rationale in the higher education context was Davis v. Halpern, 768 F. Supp. 968 (E.D.N. Y. 
1991 ). Davis involved a challenge by a white male plaintiff to the affirmative action admissions program at the 
City University of New York Law School at Queens College. Id. at 970. Ruling on defendant's motion for 
summary judgment, the federal district court held, based on Bakke, that educational diversity was a compelling 
interest that could constitutionally support race-based affirmative action. Id. at 975. However, the court 
nonetheless refused to grant summary judgment to the university because evidence indicated that its affirmative 
action admissions program was intended not only to promote diversity, but to achieve other "impermissible" ends 
that fell under the rubric of overcoming the effects of general societal discrimination. Id. at 980-83. Thus, Davis 
stands for the important proposition that a university that seeks through student admissions to promote both 
educational diversity and remedial interests will be forced to justify its program under both standards. See Gabriel 
J. Chin, Bakke to the Wall: The Crisis of Bakkean Diversity, 4 Wm. & Mary Bill Rts. J. 881, 905-06 ( 1996). 
78 497 U.S. 547 (1990), overruled, in part, by Adarand v. Pena, 115 S. Ct. 2097 (1995). 
79 See Metro, 497 U.S. at 563-65 ("We hold that benign race-conscious measures mandated by Congress -- even if 
those measures are not 'remedial' in the sense of being designed to compensate victims of past governmental or 
societal discrimination -- are constitutionally permissible to the extent that they serve important governmental 
objectives within the power of Congress and are substantially related to achievement of those objectives."). 
80 Id. at 567-68. 
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holding, the Court gave great weight to the host of evidence, including empirical evidence, linking the 

promotion of minority owners in the broadcast industry to an increase in broadcast diversity. 81 

However, in a vigorous dissent, Justice O'Connor, joined by Chief Justice Rehnquist and Justices 

Scalia and Kennedy, strongly objected to the application of intermediate rather than strict scrutiny to the 

FCC's affirmative action programs. 82 Furthermore, Justice O'Connor argued that the interest in promoting 

broadcast diversity was not sufficiently compelling to justify race-based affirmative action, and, although 

Bakke 's educational diversity was never expressly mentioned in the dissent, Justice O'Connor suggested 

repeatedly that only the remedial interest in overcoming the present effects of past discrimination could ever 

be considered so compelling. 83 

Finally, just five years later in Adarand Constrnctors, Inc. v. Pena, 84 Justice O'Connor, this time 

writing for the Court, held that all race-based affirmative action programs, whether adopted by a federal, 

state, or local government actor, were subject to strict scrutiny, and overruled Metro on this point. 

Adarand involved a challenge to "the Federal Government's practice of giving general contractors on 

government projects a financial incentive to hire 'socially and economically disadvantaged individuals,' and 

in particular the Government's use of race-based presumptions in identifying such individuals. "8~ The 

Court did not reach the merits, but remanded for reconsideration under the strict scrutiny standard. 

lb.is constitutes the present state of the Supreme Court's jurisprudence concerning race-based 

affirmative action programs. The implications of Adarand for the diversity rationale are troubling, but 

uncertain at best. Adarand overruled Metro, but only on the standard to be applied in evaluating federal 

affirmative action programs, and not on the merits. Furthermore, Adarand made no reference to Bakke as 

far as educational diversity is concerned. Most importantly, perhaps, there are several key distinctions 

between the broadcast diversity at issue in Metro and the educational diversity endorsed in Bakke, including 

the unique role of education in society, the special First Amendment protections of academic freedom 

operating in the higher education context, the emphasis placed on individualistic diversity in Bakke versus 

the largely pluralistic diversity at issue in Metro, the direct interactions among students in a university 

81 
Id. at 580-83. But see id. at 602 (O'Connor, J., dissenting) ("Social scientists may debate how peoples' thoughts 

and behaviors reflect their background, but the Constitution provides that the Government may not allocate 
benefits and burdens among individuals based on the assumption that race or ethnicity determines how they act or 
think.") 
82 Id. at 603-10 (O'Connor, J., dissenting). 
83 E.g., id. at 612 ("Modem equal protection doctrine has recognized only one [compelling] interest: remedying 
the effects of racial discrimination."). 
84 115 S. Ct. 2097 (1995). 
8~ Id. at 2101. 
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envirorunent versus the attenuated interactions between owners of broadcast stations and the public, and 

the fact that Justice Powell upheld educational diversity under strict scrutiny in Bakk£.x6 

Nonetheless, the Fifth Circuit in Hopwood v. Texas 81 implicitly recognized that the dissenters in 

Metro had become the majority in Adarand. In a burst of judicial activism, "tenuously stringing together 

pieces and shards of recent Supreme Court opinions,"88 a divided court in Hopwood rejected educational 

diversity as a compelling interest that can constitutionally justify affirmative action in higher education. 

ill. Hopwoodv. Texas and Its Rejection of the Diversity Rationale 

In Hopwoodv. Texas, as discussed above, the Fifth Circuit held unconstitutional the affirmative 

action admissions program at the University of Texas School of Law. The law school's admissions system 

was largely a bifurcated system in which African- and Mexican-American applicants were evaluated 

separately from other applicants based on reduced admissions standards. 89 The law school defended its 

affirmative action admissions program based in part on Bakke 's diversity rationale. lt was clear that the 

law school's admissions program did not meet the narrowly tailored requirements laid out in Bakke; rather 

than promoting individualistic diversity in which race was "a single though important element," the law 

school was basically administering a separate admissions process for minority students. Nonetheless, a 

majority of the court eschewed this more narrow ground for holding the law school's admissions program 

unconstitutional and set out, in effect, to "overrule" Bakke by rejecting educational diversity as a 

compelling interest. 90 

The Fifth Circuit's rejection of the diversity rationale in Hopwood proceeded in three stages: First, 

the court held that Justice Powell's decision in Bakke had never been the law and, therefore, was not 

binding precedent. According to the Fifth Circuit, "Justice Powell's argument in Bakke garnered only his 

vote and has never represented the view of the majority of the Court in Balck£ or any other case."91 

Second, the court held that recent Supreme Court precedent indicated that the only potentially compelling 

interest was overcoming the present effects of past discrimination and that educational diversity was, 

86 See, e.g., Akhil Reed Amar & Neal Kuma Katyal, Bakke 's Fate, 43 UCLA L. Rev. 1745, 1747 (1996) (offering 
several potentially salient distinctions between Bakke and Metro). 
87 78 F.3d 932 (5th Cir. 1996), cert. denied, 116 S. Ct. 2581 (1996). 
88 Hopwood v. Texas ("Hopwood II"), 84 F.3d 720, 722 (5th Cir. 1996) (Politz, J., dissenting from denial of 
rehearing en bane). 
89 See Hopwood, 78 F.3d at 934-38 (explaining the University of Texas School of Law's admissions process). 
90 Hopwood II, 84 F.3d at 722 (Politz, J., dissenting from denial of rehearing en bane) (''The majority of the panel 
[in Hopwood] overruled Bakke, wrote far too broadly, and spoke a plethora of unfortunate dicta."). 
91 Id. at 944. 
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therefore, not compelling.92 The Fifth Circuit even suggested that this conclusion constituted binding 

precedent on the court, saying, "[W]e see the case law as sufficiently established that the use of ethnic 

diversity simply to achieve racial heterogeneity, even as part of the consideration of a number of factors, is 

unconstitutional. Were we to decide otherwise, we would contravene precedent that we are not authorized 

to challenge. "93 Third, the court held that race is as irrelevant to university ad.missions as blood type, that 

the use of race in university ad.missions improperly stereotypes minority applicants, and that the use of race 

fuels racial hostility. 94 

The Fifth Circuit concluded, "In sum, the use of race to achieve a diverse student body, whether as 

a proxy for permissible characteristics, simply cannot be a state interest compelling enough to meet the 

steep standard of strict scrutiny."9
' While Hopwood applies only in the Fifth Circuit, which includes 

Texas, Mississippi, and Louisiana, Hopwood sets a dangerous precedent with potentially broad scope and 

effects. According to Dan Morales, Texas's Attorney General, "Hopwood's restrictions would generally 

apply to all internal institutional policies [at both public and private universities], including ad.missions, 

financial aid, scholarships, fellowships, recruitment, and retention, among others. "96 Furthermore, since 

Hopwood, several cases have been filed challenging affirmative action in higher education. 97 

The Fifth Circuit's rejection in Hopwood of educational diversity as a compelling interest in the 

higher education context can be criticized on numerous grounds that are beyond the scope of this paper. 

92 Id. at 944-45 ("[R]ecent Supreme Court precedent shows that the diversity interest will not satisfy strict scrutiny. 
Foremost. the Court appears to have decided that there is essentially only one compelling interest to justify racial 
classifications: remedying past wrongs."). 
93 Id. at 945-46. 
94 Id. 
9

' Id. at 948. 
96 Letter from Dan Morales, supra note 53, at 22. Morales has been "bitterly criticized" for his narrow reading of 
what is permitted under Hopwood. Peter Applebome, Universities Report Less Minority Interest After Action to 
Ban Preferences, N.Y. Times, Mar. 19, 1997, at A24. 
97 A federal district court in Texas recently rejected the claim of an unsuccessful white applicant alleging race­
based discrimination in admissions at the University of Texas College of Education. The court found no evidence 
that race was a motivating factor in the admissions process at the point at which the plaintiff was rejected. See 
Lesage v. Texas, No. A-96-CA-286 JN (W.D. Tex. March 7, 1997) (refusing to reach the issue of whether the 
University's use of race at a later stage in the admissions process would be constitutional). Furthermore, two 
recent suits have been filed in Georgia and Washington challenging affirmative action programs in higher 
education on grounds similar to those invoked in Hopwood. See Patrick Healy, A lawsuit Against Georgia 
University System Attacks a Range of Race-Based Policies, Chron. of Higher Ed., March 14, 1990, at A25; 
Douglas Lederman, Suit Challenges Affirmative Action at U. of Wash.. Chron. of Higher Ed., March 14, 1997, at 
A27. The Washington case is being pursued by the same group that instigated the action against the University of 
Texas School of Law in Hopwood. Finally, the Supreme Court is presently considering whether to grant certiorari 
on a Title VII case challenging a school board's decision to lay off a white high school teacher rather than an 
equally qualified black teacher in order to maintain educational diversity in the faculty. See Taxman v. Board of 
Education of the Township of Piscataway, 91 F .3d 1547 (3d Cir. 1996) (holding that such non-remedial affirmative 
action is prohibited under Title VII). 
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However, the most important point to note here is that Hopwood is not the end of the story. In Wittmer v. 

Peters,98 Chief Judge Posner offers a vastly different and ultimately persuasive view of the present state of 

non-remedial affirmative action programs Wlder the Supreme Court's jurisprudence. 

IV. The Countervailing Case of Wittmer v. Peters 

In Wittmer v. Peters, the Seventh Circuit upheld an affirmative action employment program for 

correctional officers at a "boot camp" for youth offenders. The affirmative action program was intended to 

promote qualified black correctional officers to vacant lieutenant positions in order to facilitate the 

penological goals of the boot camp. 99 The boot camp's security staff was less than 6 percent black with no 

black supervisors; the inmate population was approximately 70 percent black. The defendant state official, 

warden of the youth detention center, presented expert evidence that the boot camp program was not likely 

to be as successful without some black officers in supervisory positions. The plaintiffs, three white 

correctional officers who had applied Wlsuccessfully for a lieutenant position, challenged the affirmative 

action program Wlder the Fourteenth Amendment. 

Chief Judge Posner, writing for a W1animous court, upheld the affirmative action employment 

program, finding it narrowly tailored to serve a compelling interest. 10° First, the court rejected the 

plaintiffs' contention, embraced by the Fifth Circuit in Hopwood, that recent Supreme Court precedent 

indicated that only the remedial interest in overcoming the present effects of past discrimination could ever 

justify race-based affirmative action: 

The plaintiffs argue that the only form of racial discrimination that can survive strict scrutiny is 
discrimination designed to cure the ill effects of past discrimination by the public institution that is 
asking to be allowed to try this dangerous cure. There is dicta to this effect. And certainly it is the 
most frequently mentioned example of a case in which discrimination is permissible. But there is a 
reason that dicta are dicta and not holdings, that is, are not authoritative. A judge would be 
unreasonable to conclude that no other consideration except a history of discrimination could ever 
warrant a discriminatory measure Wlless every other consideration had been presented to and 
rejected by him. The dicta on which the plaintiffs rely were uttered in cases that did not involve, by 
judges who had never had cases that involved, the racial composition of a prison staff. Such cases 
were not, at least insofar as one can glean from the opinions, present to the minds of the judges 
when they considered and rejected other grollllds for discrimination and expressed that rejection in 

98 87 F.3d 916 (7th Cir. 1996), cert. denied, 65 USLW 3416 (1997). 
99 See id. at 917. ''The idea [of the boot camp] is to give inmates an experience similar to that of old-fashioned 
military basic training, in which harsh regimentation, including drill-sergeant abuse by correctional officers, is 
used to break down and remold the character of the trainee." Id. 
100 See id. at 918-19. 
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sweeping dicta that we have mentioned. The weight of judicial language depends on context, by 
these plaintiffs ignored .... [T]he rectification of past discrimination is not the only setting in 
which government officials can lawfully take race into account. 101 

Second, the court implicitly held that the state's interest in "pacification and reformation" of youth 

offenders was sufficiently compelling to justify affirmative action. 102 The court's reasoning here was 

somewhat unclear. However, two factors were clearly central to the court's holding on this point: ( 1) The 

court noted that a majority of the Supreme Court had recently endorsed the idea that strict scrutiny is not 

inevitably "fatal in fact. " 103 (2) The court placed great weight on the fact that the defense presented 

sufficient expert evidence of the penological necessity of the affirmative action program. On this second 

point, the court said: 

It is not enough to say that of course there should be some correspondence between the racial 
composition of a prison's population and the racial composition of the staff; common sense is not 
enough; common sense undergirded the pernicious discrimination against blacks now universally 
regretted .... In any event that is not the justification advanced. The black lieutenant is needed 
because the black inmates are believed unlikely to play the correctional game of brutal drill 
sergeant and brutalized recruit unless there are some blacks in authority in the camp. This is not 
just speculation, but is backed up by expert evidence that the plaintiffs did not rebut. The 
defendants' experts -- recognized experts in the field of prison administration -- did not rely on 
generalities about racial balance or diversity; did not for that matter, defend a global racial 
balance. They opined that the boot camp in Greene County would not succeed in its mission of 
pacification and reformation with as white at staff as it would have had if a black male had not 
been appointed to one of the lieutenant slots. 104 

What does Wittmer tell us about Hopwood? Wittmer and Hopwood obviously evaluate different 

non-remedial interests and different programs designed to achieve those interests. Nonetheless, Wittmer 

establishes, at least in the Seventh Circuit, that non-remedial interests in general can be sufficiently 

compelling to justify affirmative action. Furthermore, while Wittmer says nothing about whether 

101 Id. at 919 (criticizing Hopwood v. Texas, 78 F.3d 932, 944 (5th Cir. 1996)) (other citations omitted). 
102 See id. at 920. 
103 Id. at 918. See also Adarand, 115 S. Ct. at 2117; id. at 2136 (Ginsburg, J., dissenting, joined by Breyer, J. ). 
104 Id. at 919-20. Of potentially great relevance to making the case for educational diversity as a compelling 
interest, the court, in deciding how much and what type of evidence was necessary to justify the affirmative action 
program at issue, expressly recognized that the amount and type of evidence required was dependent upon the 
amount and type of evidence available. Id. at 920. The court did suggest that "after correctional boot camps have 
been around long enough to enable thorough academic (or academic-quality) study of the racial problems involved 
in their administration, prison officials can[ not] continue to coast on expert evidence that extrapolates to boot 
camps from the experts' research on conventional prisons." Id. at 920-21. However, the court also recognized that 
boot camps have been in existence since 1983, and it still upheld the affirmative action program at issue based on 
limited direct evidence. Id. at 921 
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educational diversity constitutes such a compelling interest, it would be somewhat ironic if the interest in 

rehabilitating youth offenders was sufficiently compelling to justify affirmative action, but the interest in 

promoting the educational and socio-moral development of university students was not so compelling. 

Correctional facilities may be unique institutions, but so are universities. 

V. Conclusion 

This brief legal overview indicates that the Supreme Court will uphold affirmative action only 

where there is a strong basis in evidence to support the belief that the given program serves a compelling 

interest and is necessary to achieve that interest. 105 In Hopwood v. Texas, 106 the Fifth Circuit held that a 

university's interest in promoting educational diversity (as well as any non-remedial interest) is not 

sufficiently compelling to justify affirmative action. Wittmer v. Peters 107 lays the foundation for a 

potentially powerful rebuttal to that conclusion. Ultimately, the Supreme Court will decide which 

conception is correct. The higher education community must, therefore, use this time to develop its case for 

diversity. 

105 See, e.g .. Adarand v. Pena, 115 S. Ct. 2097, 2113 ( 1995). 
106 78 F.3d 932 (5th Cir. 1996), cert. denied, 116 S. Ct. 2581 (1996). 
107 87 F.3d 916 (7th Cir. 1996), cert. denied, 65 USLW 3416 (1997). 
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Theda, 

Attached are drafts of the two papers prepared by Mathtech on diversity in higher education. 
Unfortunately, both Dan Morrissey and I will be on leave until January 5, 1998. I think Alan 
will be around--he doesn't believe in vacation--and Dan and I will be happy to discuss next steps 
when we return next year. 

Hope you have a great holidays and new year. 

Attachment 

cc: Alan Ginsburg 
Dan Morrissey 
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DIVERSITY IN HIGHER EDUCATION 
WHY ARE WE INTERESTED AND WHAT DOES IT MEAN? 

The Value of Diversity 

The value of diversity is anchored in principled convictions about equality, opportunity 

and fairness and the growing realities of domestic demographic change and a global economy. 

These values are reflected at three different levels of importance to higher education. 

At the broadest level, diversity is increasingly important in our national domestic society 

and to our economic well-being. This is particularly clear in our demographic change, the 

changing needs of our economy and the vision of our business leaders. 

Between 1995 and the middle of the next century, the middle series Census projections 

show approximately five fold increases in the total number of Hispanic origin and Asian/Pacific 

Islander residents in our population, a doubling of the black and American Indian/Eskimo & . 
Aleut residents, and a much more modest increase in the total number of non-Hispanic white 

residents. In a brief generation and one half, these changes in total numbers will bring about a 

sharp redistribution of the racial and ethnic make-up of the society. Residents of Hispanic origin 

will rise from about 10 to almost 25 percent of the total, Asian/Pacific Islanders will more than 

double their share, while the non-Hispanic white population share will drop by more than 20 

percent, as shown in Table 1. 

Table 1: Resident Population, by Race: 1995 and Projections for 2010, 2030, 2050 
[Percent Distribution] 

··············I·············:A ..•. a.• .. • .•. AH· .. ·~.···.m.·.t.·s·.··~P·.·~aN.lns.'.:.~.·c •. r.···m·····································.·······.·.· •. )~~~~tl~J .•.•.••...... >Hlsp~ijj¢ >••••·•. 

1995 73.6 12.0 10.2 .7 3.5 

2010 68.0 12.6 13.8 .8 4.8 

2030 60.5 13.1 18.9 .8 6.6 

2050 52.8 13.6 24.5 .9 8.2 
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Source: Statistical Abstract of the United State 1996. Table No.19. 

While these demographic changes will not be evenly distributed across the country, the 

impact of different cultural heritage and interests will be significant on some areas and generally 

felt everywhere. And,that impact will be extended to our domestic economic life in both 

consumer demand and the make-up of the workforce. These changes are overlaid by two other 

important trends which reinforce both the challenge the nation faces and the value of diversity. 

The first of these trends is the need for a better educated and trained workforce as the impact of 

new technology andihe competitiveness of the global market escalate the level of quality 

required of Americaniworkers. 

The recognition by the young population and their parents of the increasing demands of 

the labor market can-be seen in the trends in college enrollment in recent years. Table 2 shows 

the trends in college..enrollment rates of high school graduates, by race/ethnicity over time. 

These data represent college enrollment rates for individuals age 18 to 24 who graduated from 

high school during the preceding 12 months. It includes both two-year and four-year institutions, 

and both part-time and full-time students. As shown, while whites and blacks have both 

increased their college participation rates significantly from 1980 through 1995, participation 

rates for Hispanic students have stayed about the same over time. The gaps in participation rates 

between whites and blacks, and especially between whites and Hispanics, increased over this 

time period. 

Table 2: College Enrollment Rates of High School Graduates 
[Percent Distribution] 

1980 49.3 49.9 41.8 

1985 57.7 59.4 42.3 

1990 59.9 61.5 46.3 

1995 61.9 62.6 51.4 

Source: National Center for Education Statistics, 1996 Digest of Education Statistics 
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The second overlapping trend is the rapidly increasing globalization of the economy 

motivating employers to have a strong interest in a corporate culture and a workforce that 

understands and reflects diversity. National data are not organized to separate easily the 

corporate organizations and their workforces which are engaged in international commerce and 

increasingly diverse domestic markets from others. But the leadership of such companies is 

increasingly aware and vocal about their diversity needs. 

Some state their sense of the value of diversity quite directly. John A. Krol, DuPont's 

president and CEO!says: "We have proof diversity improves our business performance." And 

Valerie M. Crane, Bank of America's executive vice president states: "Bank of America treats 

diversity as a business initiative. It is a business imperative for us." Krol adds: "We are all 

comfortable listening to people who think like us. And we are uncomfortable at first with people 

who are not like us and challenge us, but that is what adds value." (The Conference Board, 1997) 

Pitney Bowes CEO Michael J. Critelli stated: "It is a business necessity. The ultimate question 

is, how do we value it and optimize the attributes for competitive advantage? Any company that 

wants to be successful will have to do it." (Business Week, December 9, 1996) 

Other business leaders perceive and express their thinking in different contexts. In 

General Electric's 1994 annual report, CEO Jack Welch urged a company with" boundaryless" 

behavior. "Boundaryless behavior is the soul of today's GE. Simply put, people seem compelled 

to build layers and walls between themselves and others, and that human tendency tends to be 

magnified in large, old institutions like ours. These walls cramp people, inhibit creativity, waste 

time, restrict vision, smother dreams, and above all, slow things down." (Business Week, 

December 9, 1996). 

Some, like Pamela North of Lucent Technologies, see it in training terms: "Leaders, 

particularly executive leadership, have the least training today on the issues confronting diverse 

teams and workforces abroad .... If our organization has to put its time and money in any one 

direction, it is around executive development leadership to face the challenges of globalization." 

(The Conference Board, 1997) Others, like United Technologies Corporation, understand the 

effort and persistence required: "It is important to develop a strategy that is well balanced. 
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Everything that is required for culture change cannot be accomplished in one or two years. It 

requires both a short-term, and more importantly, a long-term commitment.. .. " And some, like 

Price Waterhouse, express it in their marketing and recruiting:" ... Our clients depend on us to 

look at their complex business problems from every possible angle. So it's no wonder we 

consider diversity crucial to our success, especially in the global marketplace of the 21st 

century." (Business Week, December 9, 1997) 

These statements are but a small sample of business conviction on the subject of 

diversity, and help to demonstrate the important trend toward a global economy and the 

associated need for diversity. An American Management Association survey in 1995 estimated 

that half of all U.S. employers had some kind of formal initiative to manage diversity. Thus, the 

two trends of globalization and the domestic demographic change provide strong undergirding 

~::. ( for the increasing value of diversity in the society as a whole. It is well to keep in mind that 

ra these growing trends are built upon an older tradition in the United States of central importance 

since World War II an 'mbedded in yet older national precepts of seeking to provide equality of 

Turning from the value as seen in the society at large, diversity is increasingly important 

to higher education institutions. The growing importance at the higher education institution level 

can also be seen from institutional traditions, demographic data projections and the statements of 

higher education leaders and other reactions from outside the higher education institutions. 

, ~ ~ . . High~r ed.uca~ion has a lo~g tra~itio~ of putting a premi~ on. op~n inquiry, which carries 

, \S · .J (f(' \ with it clear imphcat10ns for valumg diversity. The demographic projections underscore that 

c.,~c.f' traditional conviction. If one takes the population projections for the age ranges of most interest 

colleges and universities (youth and young adults, notwithstanding the growing demand for 

life-long learning), the ch sin both the numbers and distribution of the prime college age 

for the population as a whole. 

Using again the middle series Census projections, Table 3 compares the prime college 

age population of 18-24 year olds between now (1995) and the year 2025 and the age grouping 
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which will subsequently feed higher education institutions ( 0-17 year olds). As is evident, the 

percent of non-Hispanic whites declines sharply, and even the absolute number declines; while 

the Hispanic and the Asian and Pacific Islander groups grow in the range of 100 percent or more, 

and other minorities increase by 30 percent. Interest in diversity will become an increasing 

financial necessity~ well as a matter of conviction. J 

Table 3: Resident Population, by Race: 1995 and Projection for 2025 
[in thousands) (percent of total in parentheses) 

Total 68,740 80,783 

White, Non-Hispanic 45,679 42,528 
(66.5) (52.6) 

Black, Non-Hispanic 10, 173 12,741 
(14.8) (15.8) 

Hispanic 9,674 19,085 
(14.1) (23.6) 

American Indian, Eskimo, 674 856 
Aleut, Non-Hispanic (1.0) (I.I) 

Asian/Pacific Islander, 2,543 5,573 
Non-Hispanic (3.7) (6.9) 

Source: Statistical Abstract of the United States 1996. Table No. 22&24. 

24,932 

16,993 
(68.2) 

3,549 
(14.2) 

3,239 
(13.0) 

221 
(1.0) 

931 
(3.7) 

30,372 

16,785 
(55.3) 

4,609 
(15.2) 

6,560 
(21.6) 

304 
(1.0) 

2,114 
(7.1) 

':o~ 
\> ()-

~ f ~ Higher educational leadership is no less clear than corporate leadership about the value of 

'J/;f\ IJx. '!( iversity. In a November 18, 1997 faculty convocation address, President Leo J. ODonovan of 

~IJ~ ~ f't> Georgetown University stated: "No education is a success if it invites you to interact only with 

~"1''9.~ "I./' those who think as you do. The great virtue of education is not that it teaches us mere knowledge 

~,'\'{''{'~ • ~ut that it teaches us to learn and understand." "One of the best arguments for diversity is that 

1:1 ~the most powerful learning takes place when students' viewpoints are challenged, and that's 
7 

what's happening to us," echoes Richard H, Hersh, pr:ident of Hobart and Wi~liam Smith 

Colleges. (Leaderman, May 23, 1997) 

This leadership identifies many aspects of the benefits of diversity from a higher 

education perspective. ey university that wishes to claim a capacity to train leaders for 
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.-'" this evolving world will want to educate students who come from many groups and 
·~ . 

\.,'ff' ~ backgrounds," said William G. Bowen, president of the Andrew W. Mellon foundation and 

1 and retaining greater numbers of ethnic minority students, faculty, and staff are not only legal 

requirements and political advantages; they are also critical measures of the quality of our 

educational environments," say Mary K. Rouse and Roger Howard, Dean and Associate Dean of 

Students at the University of Wisconsin-Madison. (Rouse, No date) In an institutional website, 

President William E. Kirwan of the University of Maryland states: "At College Park, our efforts 

to build excellence are inextricably linked to our efforts to increase diversity .... College Park 

must be a place where diversity is not only tolerated, but celebrated." (available: 

http://www.inform.umd.edu/ 

· Diversityweb/Profiles/divdbase/umd.html) 

Buttressing the clear importance of diversity in their minds, both educational and 

corporate leaders recognize that the achievement of diversity falls short of its desired goals and 

faces challenges. A recent RAND study interviewing 350 academic and corporate leaders in four 

major metropolitan areas reflected such shortfalls in the views of the corporate community 

interviewed. (RAND) These executives believed that educators were missing opportunities to 

connect to diversity within the community and internships or work-study experiences in 

international organizations. They felt that they could not rely on U.S. colleges and universities to 

provide them with workers who had the necessary skills for the global marketplace. And with 

respect to challenges, Bowen in the same talk cited above said: "From the standpoint of public 

policy, my main concern is that the political currents of the day will endanger hard-won gains in 

broadening both choice and access for students from all but the wealthiest families. Only at our 

peril will we allow higher education to be resegregated along economic lines-or along racial 

lines, which is at least as great a danger." 

The third level at which the value of diversity is realized is, of course, at the level of the 

individual student. The source of its growing importance flows from the trends and development 

described above in the changing demands for the workforce and the development of readine~s for 
~ 

life in a more diverse society. Individual development involves far more than knowledge and -
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skills to include one's attitude, expectations and world view. For the student, a successful 

experience with diversity in higher education includes a sharing of common societal aspirations 

and a well-developed appreciation of cultural differences. It is also likely to include 

enhancement of civic participation. 

Students now and likely into the foreseeable future begin their higher education with a 

wide range of experiences related to diversity-some quite sophisticated and many much more 

limited. Higher education is an ideal time to reform or refine one's knowledge and perspective 

about the increasingly diverse world in which we will all live. 

The Meaning of Diversity 

The preceding discussion of the values seen in diversity make clear that diversity in 

higher education can be appropriately understood only by taking account of its meaning and 

impact for both students and institutions. As a recent literature review pointed out: "Institutions 

of higher education cannot deal with diversity issues merely by providing services to remedy 

student deficit. Instead, the institution must change to more adequately address educational 

issues and organize for a more diverse future." (Appel, et al, 1996) 

Diversity in higher education also must be seen comprehensively. The concept of 

diversity extends to far more than access and admissions, important as those matters are as 

starting points in higher education diversity. It includes campus life and a wide range of 

relationships among students, faculty, staff and others such as guest speakers, alumni, and 

external mentors. As the synopsis of a literature notes: "The research literature in all its 

complexity tends to suggest that comprehensive institutional change addressing both campus 

climate and the curriculum is the right strategy for both minority and majority students." (Appel, 

et al, 1996) As researcher Alexander Astin has pointed out, assessment of diversity in higher 

education should include: student characteristics at entry (inputs), institutional characteristics and 

student experiences while in higher education (environment), and student characteristics at exit 

(outcomes) (dubbed I--E--0 by Astin, 1991). 
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As we develop in a companion paper-Successful Institutional Diversity Strategies, the 

major components of diversity in higher education fall into four major categories. The first of 

these is access, or the processes by which diversity in the student body is achieved. Diversity in 

its broadest sense encompasses potentially a wide range of differences-parental backgrounds, 

religion, home communities, income, gender, life experiences as well as race and ethnicity. 

While all are real, this paper concentrates on ethnicity and race, particularly since it, along with 

gender, have previously been the basis of officially sanctioned discriminatory behavior that 

limited equal opportunity. With respect to access, it is well to remember that access goes beyond -----a formal admissions process to include a wide variety of outreach activities through which 

individuals are motivated and assisted in seeking higher education opportunities. 

A second major component of diversity in higher education is persistence, or helping 

students stay in college. About one half of all students entering 2- and 4-year higher education 

institution express an intention to gain a bachelor's degree. (U.S. Department of Education, 

1997) Calculation of success is complex and difficult because of transfers and temporary drop­

outs; however, the losses are substantial, and differentially larger for minorities. Thus, the 

pursuit of diversity appropriately includes a dimension of persistence. Helping students stay in 

college moves simultaneously in two different directions. One element, often referred to as 

campus life, includes activities directed at making students welcome and a part of campus life, 

) ~~icipation in civic activities, a variety of personal support services, and direct efforts to deal 

I\ ~ ~ e;-1'- with inter-group tensions. A second parallel element, often under the heading of academic 

~~ >~ I support, is directed at a variety of special assistance and tutoring to help individtial or groups of 

?~~:ts cope with what may be a new set of educational demands and requirements. 

~~S· f\ l. <Y A third component of diversity in higher education is its impact on teaching and learning 

~~ \S sif which has implications for institutions, their faculty and students alike. Harvard's President Neil 

~~-cf~ L. Rudenstine states: "Students benefit in countless ways from the opportunity to live and learn 

~among peers whose perspectives and experiences differ from their own. A diverse educational 

~I' ~l' 'environment challenges them to explore ideas and arguments at a deeper level -- to see issues 

~'.l from various sides, to rethink their own premises, to achieve the kind of understanding that 

comes only from testing their own hypotheses against those of people with other views." 
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(Rudenstirie, 1996) And William G. Bowen notes: " ... my point is that enrolling a diverse class 

has potentially large educational benefits which spill over to many if not all students -- and that 

these benefits are widely appreciated." (Bowen, 1995) The implications for teaching and learning 

go not only to the interactions among students and facul but also to the content and structure 

( _.1_ .., ~ v:-· • fO" I '11'.11.--' ~. . of the curriculum and pedagogy. L_s~~~..n..~~~_;,_<;___...z.&..::1131" ~""CLV7£ CLO ~ .' ) 

The final component of higher education diversity is the linkages to what come next for 

graduating students, namely employment. This dimension of diversity is among the newest, and 

often goes beyond the constructs of most research about and definitions of diversity. It is 

nonetheless increasingly a matter of concern and focus, and therefore included in this definition 

J1 of the meaning of diversity in higher education. As noted in the opening section, employers are 

\ _X 'tf )" interested in new employees prepared for diversity, and at least some of those employers are 

~~ critical of higher education in preparing such a workforce. 

~ Before departing from the discussion of the meaning of diversity in higher education, it is 

\ important to point out two companion concepts which arise continuously in the literature and 

1 other discussions of diversity. The first important companion concept is motivation, which arises 

constantly in connection with effective performance and achievement by students in higher 

education. Motivation is a regular component of efforts to improve access and persistence in the 

pursuit of diversity. The second important companion concept is quality. To some minds, 

diversity and quality are conflicting concepts. In the research and in the advocacy concerning 

~~iversity, diversity and quality are complementary and twin goals to be pursued together. 

The Extent and Benefits of Diversity 

Having explored the principled convictions and emerging realities that underlie the values 

seen in diversity and thfcomprehensive meaning ofthete§Jas it relates to higher education, we 

now tum to the information and knowledge which is available to describe its extent and its 

benefits. Diversity is a relatively new field of research and information gathering where national 

and systematic data are just beginning to catch up with our values and practice. Thus, as a recent 

literature review noted: " ... while there is considerable literature that might be called principles of 
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good practice, thereis·much less available that directly assesses the impact of these initiatives on 

the institution andeven less that assesses the impact on students. It is a young literature in&, 

formative stage." (,Appel et al, 1996) 
~ 5 

Most of the-information on the extent of diversity and its benefits comes from case 

studies and individual;stories. However, there are some national databases that provide key 

information on minmity student participation in higher education, and how this has changed over 

time. There are also'fSome data available on the positive influence of diversity on student 

attitudes and behavior. 

Informatio1U0n Access 

We know that an increasing number and percentage of minority students are planning to 

attend college directly after high school, enrolling in institutions of higher education, and 

)( receiving undergraduate degrees. As a result of these trends, the extent of diversity has increased 

C,O~gnificantly on American colleges campuses over the last few decades. What follows are some 

lJfo summary statistics that.describe these trends over time. \. 1-.J)n, 
t~i / l"'0"J 

As shown in Tuble 4, the proportion of all high school seniors in minority groups who VJ µ. 9 , : .1 

planned to continue their·education at four-year colleges and universities directly after high -~ t;'-£S k 
school increased between 1972 and 1992, although between-group differences have remained 

fairly constant. 

Table 4: Percentage of High School Seniors Who Planned to 
Continue Their Education the Next Year 

Total 34 54 11 

White, Non-Hispanic 35 55 12 

Black, Non-Hispanic 32 52 5 

Hispanic 11 20 11 
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Asian/ Pacific 47 65 18 12 

Islander, Non-

Hispanic 
.. Source: Mmor1t1es m Higher Education, NCES 97-372. Data sources: National Long1tudmal Study of 1972, and National 

Education Longitudinal Study of 1988. 

The distribution of college students across race/ethnicity groups has changed significantly 

from 1976 to 1994. As Table 5 shows, while only 16% of the enrollment in higher education in 

1976 was from minority groups, in 1994 about one-quarter of the students came from minority 

groups. Hispanic college students are more likely to be enrolled in a two-year college than their 

white or black peers. 

Table 5: Total Fall Enrollment in Institutions of Higher Education 

Tf p~ ~ff~ P~itt~c?f~r·~~sti~~#~~ >< • t ....... ( > •. ·. ~~~~e~t~g~ DbtrJ~~ti.·o·········n············••.•.• ......... •.P .••...••. e.·············r······.:.·c··· ... · ... •• .. e.•• ... •n .•. • .. ·········t·····a····· ... ·.·.g.·0•·• e .. • .. •.••1n.•9•••.•.••9•.is···:4··t······r···· ..... • ..... i.•.b .• ·.:.•.•.•.•.:.h·········.t··· .... 1 .... o.•· ..•••... n. > >·· a11<1f,~ef¢t~1'dcity c,Jf$tlide.1"1( • ··.·· ·.·. ·••··•·· >•/........... . /\:iltl,7(; > 
All Students 

White, Non-Hispanic 84.3 75.4 
Black, Non-Hispanic 9.6 10.5 
Hispanic 3.6 7.6 
Asian or Pacific Islander, Non-Hispanic 1.8 5.6 
American Indian/Alaskan Native, Non-Hispanic 0.7 0.9 

Four-Year Institutions 
White, Non-Hispanic 86.6 78.3 
Black, Non-Hispanic 8.7 9.9 
Hispanic 2.5 5.5 
Asian or Pacific Islander, Non-Hispanic 1.7 5.5 
American Indian/Alaskan Native, Non-Hispanic 0.5 0.7 

Two-Year Institutions 
White, Non-Hispanic 80.2 71.0 
Black, Non-Hispanic 11.2 11.3 
Hispanic 5.5 10.7 
Asian or Pacific Islander, Non-Hispanic 2.1 5.7 
American Indian/ Alaskan Native, Non-Hispanic I.I 1.2 

Source: 1996 Digest of Education Statistics. Data Source: IPEDS. 

The distribution of bachelor's degrees conferred across race/ethnicity groups has also 

changed significantly from 1976 to 1994. As shown in Table 6, while only 12% of the 
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bachelor's degrees were conferred to students from minority groups in 1976-77, in 1993-94 

about one-fifth of bachelor's degrees were awarded to students from minority groups. 
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Table 6: Bachelor's Degrees Conferred by Institutions of Higher Education 

All Students 
White, non-Hispanic 
Black, non-Hispanic 
Hispanic 
Asian or Pacific Islander 
American Indian/Alaskan Native 
Nonresident Alien 

Source: t 996 Digest of Education Statistics. Data Source: IPEDS. 

88.0 
6.4 
2.0 
1.5 
0.4 
1.7 

As shown, in Table 7, the percentage changes in bachelor's degrees conferred were 

greatest for all groups of minority students, relative to whites. 

Table 7: Bachelor's Degrees Conferred: Percent changes from 1981 to 1993 

80.3 
7.2 
2.0 
1.5 
0.4 
1.7 

•••• M:~l~i~¢t~b6i~b.~~g¢ii ·•·•.•••·····•<•I?~M~1¢~::P¢r~¢ij(>.••·.•·•··••• 
x.·•. /fr9m19~1A99~.··•••••.•• .>. •••.···c11itngetfhin••t?sFf9?~·< 

White, Non-Hispanic 
Black, Non-Hispanic 
Hispanic 
Asian or Pacific Islander, Non-Hispanic 
American Indian/Alaskan Native, Non-Hispanic 

7.1% 
17.8% 
83.8% 
150.3% 
44.1% 

Source: Minorities in Higher Education, NCES 97-372. Data Source: IPEDS. 

~ \('\ 

27.7% 
35.5% 
131.5% 
201.3% 
70.2% 

'(f,, ¢():,. \ €) 
.. u. \ . '(\is<' 

~< °Ps '(f')Wnformation on Student Attitudes and Campus Environment 

~\·~~· ~ 
~~ _-,.,Given that the extent of diversity has increased significantly on American college 

~ ... ,..,, vJ' ~puses over the last few decades, as shown in the previous section, what has been the effect on 
\" . I:') ) 

I or~~\'\/\ student attitudes and the campus environment? Most data on this topic come from case studies 

~ and individual anecdotes, but there have been a few systematic analyses of these issues. The 

main source of data has been from the Cooperative Institutional Research Program (CIRP) of the 
~ 

Higher Education Research Institute at the University of California, Los Angeles. 
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CIRP administers a survey to college freshmen at hundreds of two-year colleges, four­

year colleges and universities annually. The purpose of the CIRP survey is to provide a 

comprehensive portrait of both the changing character of entering freshmen and American 

society at large. The survey covers a wide range of student characteristics: parental income and 

education, ethnicity, and other demographic items; financial aid; secondary school achievement 

and activities; educational and career plans; and values, attitudes, beliefs and self-concept. The 

students are also asked their opinions on a number of diversity-related issues such as: (1) whether 

racial discrimination is no longer a major problem in America; (2) whether colleges should 

prohibit racist/sexist speech on campus; and (3) whether affirmative action in college admissions 

should be abolished. The students are also asked to rank a number of objectives including: 

influencing social values; helping others who are in difficulty; participating in a community­

action program; helping to promote racial understanding; and, becoming a community leader. 

For the freshmen class of 1985, CIRP also conducted a longitudinal follow-up of about 

25,000 of these students four years later in 1989, and a somewhat smaller sample nine years later 

in 1994. Faculty from the 217 four-year colleges and universities attended were also surveyed, 

which allowed the gathering of information on institutional characteristics and objectives, 

including those related to diversity. The 1985 and 1989 data were analyzed by Alexander W. 

Astin to examine how students are affected by diversity and multiculturalism on campus (Astin, 

1993). 

With respect to the faculty survey, the faculty were asked their opinions on diversity 

issues related to the institution as a whole, as well as to their own individual research and 

teaching methods. The institutional variables include the extent to which the faculty believes 

that their institution is committed to the following goals: increasing the number of minority 

faculty; increasing the number of minority students; creating a diverse multicultural 

environment; and, developing an appreciation for multiculturalism. The faculty-level variables 

include information on whether the faculty uses instructional techniques that incorporate 

readings on racial and ethnic issues, and whether the faculty conducts research on racial or ethnic 

minorities. Astin has analyzed and provided descriptive information on these data. He also 

December 23, 1997 14 



Diversity in Higher Education-DRAFT 

shows positive and significant correlations between these variables and student outcomes, such 

as increased cultural awareness, and commitment to promoting racial understanding. 

Astin found that the strongest positive effects of an institutional diversity emphasis were 

on the outcomes of cultural awareness and commitment to promoting racial understanding. The 

strongest positive effects of a faculty diversity emphasis were on the outcomes of cultural 

awareness and overall satisfaction with the college experience. Faculty diversity emphasis also 

had a positive effect on the student's chances of voting in the 1988 presidential election. In 

general, the variables on student diversity experiences were most often related to the outcomes of 

cultural awareness and commitment to promoting racial understanding. The largest number of 

positive effects was associated with the frequency with which students discussed racial/ethnic 

issues during their undergraduate years. 

As Astin concludes, "The findings present a clear-cut pattern: emphasizing diversity 

either as a matter of institutional policy or in faculty research and teaching, as well as providing 

students with curricular and extracurricular opportunities to confront racial and multicultural 

issues, are all associated with widespread beneficial effects on a student's cognitive and affective 

development. In particular, such policies and experiences are associated with greater self­

reported gains in cognitive and affective development (especially increased cultural awareness), 

with increased satisfaction in most areas of the college experience, and with increased 

commitment to promoting racial understanding. Emphasizing diversity and multiculturalism is 

also associated with increased commitment to environmental issues and with several other 

positive outcomes; leadership, participation in cultural activities, citizenship, commitment to 

developing a meaningful philosophy in life, and reduced materialistic values." 

Astin's more comprehensive studies about student attitudes and campus environment are 

complemented by other less comprehensive studies and other research. As a recent literature 

review concludes: " ... recent research continues to powerfully support a focus on the following 

institutional changes: climate, curriculum, involvement of students, and faculty-student and peer­

student interactions, along with continuing efforts to diversify faculty and staff members. Not 

only is student participation in diversity related to changes in attitudes, openness to differences, 
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and commitments to social justice but it is also increasingly related to satisfaction, academic 

success, and cognitive development." (Appel et al, 1996 ) 

Additional Information and Research in Progress and Needed 

Much more case study work than identified in our paper to this point has been 

accomplished. In a companion paper, we identify some of the promising practices across the 

spectrum of components of a comprehensivt_perspective of diversity ~uccessfal Institutional ? 

Diversity Strategies). In addition, there is additional work already underway at both the case 

study and more systematic level, as well as a growing volume of effort to buttress what exists. 

This section reviews that work in progress and the important areas for continuing work. 

'f!~respect to the collection of systematic data, some of the most interesting questions 

can only)illswered with longitudinal data which, by definition, requires time to collect. The 

Cooperative Institutional Research Program (CIRP) has collected but not yet analyzed a second 

follow-up to the class of 1985 data providing a nine-year folk>w-up picture of their 

circumstances and attitudes. The National Study of Postsecondary Faculty (NSOPF) includes 

collected, but not yet analyzed information from the 1992-93 wave on faculty opinion about 

various diversity related issues. Among the questions are attitudes about fair treatment of ethnic 

and racial minority faculty members and opportunities for advancement. The 1996 annual report 

of the Andrew W. Mellon Foundation released in the spring of 1997 calls attention to the 

Foundation's efforts to make use of its large College and Beyond database which provides 

detailed histories of students at 34 academically selective colleges and universities, some of 

which date back to 1951, consistent with its pledges of confidentiality and protection of privacy. 

(The Andrew W. Mellon Foundation, 1997) 

Some polling of opinion which goes beyond reactions to admissions and affirmative 

action has also been conducted which indirectly or, more recently, directly solici@lated 

to diversity in higher education. For example, The Public Agenda Foundation prepared three 

reports for the California Higher Educations Policy Center over the period 1993-1996 on 

attitudes about the California public higher education system. The reports were two surveys each 
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of approximately 800 Californians, interspersed by 29 in-depth interviews with business, 

academic, political and other state leaders. While most of the questions and issues centered on 

the public system in general, the attitudes about dealing with an additional 488,000 new students 

in the 1994-2205 period (known as Tidal Wave II) carries with it substantial diversity overtones 

because of the large component of that growth attributable to Hispanic residents (a more than 

50% increase in total Hispanic population between 1995 and 2010). In the 1996 survey, 

Californians least preferred (61 percent to 32 percent) to meet the growth by limiting access. 

(lmmerwahr, 1997) 

And more direct data about community opinion on diversity are also beginning to be 

collected, sponsored by .the Ford Foundation. Such information collected in the state of 

Washington from a sample of 600 registered voters reflect a positieut diversity in the 

society and for many, though not all, of the diversity initiatives being tned in postsecondary 

\._-IJ/i'~v education. Respondents, for example, uniformly support society's needs as described in the first 

~ ('!> section of this paper, the view that diversity education helps to bring society together, and a long 

'\J ~~~list of specific diversity·programs, but are more split on the motivation for and practical results of 

t .j.;.)<O'_' such activities, often depending upon the form of the question. (Elway Research Inc., 1997) 

('('~~'» And this type of polling is being extended to other locatio'.) 

~~£ 
Other work based on substantial data sets is beginning to appear. For example, one study 

of the class of 1982 from the national High School and Beyond data set provides evidence 

disputing claims that affirmative action harms intended beneficiaries by enticing minorities to 

colleges for which they are unprepared to meet the competition. (Kane, forthcoming) In some 

initial work on the College and Beyond data set, a study of minority under-performance relative 

to whites in selected elite institutions as measured by SAT and high school grade point averages 

cannot satisfactorily be explained by a host of observed background characteristics, and are, in 

the authors' opinions, most likely to be explained by what occurred during their higher educ~ion 

~periences.~(V ars and Bowen, forthcoming) 

In addition to the use of large longitudinal data sets, there are also some careful 

longitudinal studies at single institutions. For example, a 20 year matched-cohort study of 
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affirmative action andmther special consideration admissions at the University of California, 

Davis, School of Medicine reflected stronger performance on grade scores and National Board 

exams by regular admittees, but no significant differences on failure rates on core courses, 

graduation rates, residency evaluations or completions, o practice characteristic . pecial 

consideration admissions represented 20% on average of the classes over 20 years (ranging from 

0-45% per year), of which about 43% were under-represented minorities. Four percent of the 

~~ regular admittees were underrepresented minorities. For example, 94% of the special admissions 

v-~ ... graduated as compared with 97% of the regular admissions. 

,µ--i. "· 

A considerable volume of case studies have been directed to increased access, and the 

companion Successful Institutional Diversity Strategies highlights several successful 

illustrations. The case work on effective strategies to keep students in college is growing rapidly 

in recognition that completion of courses of study are a crucial element of effective access to 

higher education opportunities. Based on studies to date and other anecdotal data, one needs to 

? 

recognize the special contribution of Historic Black Colleges and Universities (HBCUs) and f 

Hispanic Serving Institutions (HSlsl_to retention and completion high expectations coupled ";'.ith ~ 
support, the presence of role models, high involvement and civic responsibility, and a caring /~ 
environment. (Wolf, 1995; Townsend, 1994) These models may not transfer automatically to 

J majoritarian institutions, but their components appear promising in many settings (Richardson, 

• / \\1991; Richardson, Simmons, and de los Santos, 1987) 

~~~,:,) 
~~\Y· The work on the benefits of teaching and learning and the linkage to the employer 

community are among the sparsest literatures so far, though we believe much more is in progress 

than has been yet documented. We provide selected illustrations in the companion volume. In 

particular, the linkage between the higher education and the employer community is a growing 

one. 

NOTE: AT THIS POINT, OUR INTENTION IS TO INCLUDE TWO TO FOUR 

EXAMPLES OF INITIATIVES COMING FROM EMPLOYER INITIATED 

ACTIVITIES. WE LACK A ROUNDED PICTURE OF EMPLOYER INITIATIVES 

PARTICULARLY WITH RESPECT TO RECRUITING AND PARTNERSHIPS WITH 
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HIGHER ED INSTITUTIONS. WE ARE PURSING IBM, XEROX AND CORNING. 

HECTOR WE KNOW YOU HA VE IDENTIFIED COCA-COLA AND AETNA. WE 

WILL BE UNABCE TO GET TO OUR CONTACTS UNTIL AFTER CHRISTMAS. 

HECTOR IF YOU CAN HELP, PLEASE CALL. 

In general, the literature reviews that we have examined suggest that the direction in 

which diversity initiatives are proceeding are promising, and should be further explored and 

evaluated. 
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INSTITUTIONS' PURSUIT OF DIVERSITY IN HIGHER EDUCATION­

SUCCESS STORIES 

In the following paper, the process for selecting successful in'Stitutional strategies was as 
follows. First, we relied on references made during recent conferences on diversity; next, we 
used an American Council on Education reference book on higher education diversity 
resources. Third, we utilized several other recent sources of material on outstanding programs 
for increasing access (Westat, 1992) and for improving retention and enhancing teaching and 
learning (Skinner and Richardson, 1991; Appel et. al.). Each institution so selected was then 
contacted to obtain permission for citing its initiatives and to verify the material cited. We 
also asked each institution to provide additional detailed information and evidence of success, 
if available. 
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INSTITUTIONS' PURSUIT OF DIVERSITY IN 
HIGHER EDUCATION-SUCCESS STORIES 

Why Are Higher Education Institutions Striving for Diversity? 

Most higher education leaders attach substantial value to seeking diversity in the 

educational experience they offer for their students, their institutions, and the larger society. The 

foundation for this judgment is based on some widely shared beliefs: 

• The postsecondary experience influences not only a person's career interests and 
potential, but also the pursuit of leisure and the manner in which the individual interacts 
with, and participates in, society. Further, motivation and self-esteem, critically linked to 
educational attainment, contribute significantly to participation in the neighborhood, 
community, schools and the larger political society. 

• Because of its importance and impact, higher education should be available to all those 
willing and able to seriously participate. For the postsecondary experience to maintain its 
importance for individuals and society, the twin goals of access and quality must be 
pursued simultaneously. 

• Schools, the work force and society are increasingly diverse. It follows that higher 
education must and will become more diverse. 

The widespread agreement that surrounds these beliefs does not, however, extend to the 

strategies for pursuing quality and diversity in higher education. Using traditional admission 

criteria and standards, higher education institutions have enrolled fewer students of racial/ethnic 

minority groups than their proportion in the U.S. population. This is especially true for African 

Americans, Hispanics and American Indians. In 1995, the college participation rates for those 

who graduated from high school in the last twelve months were 51.4% for African Americans, 

53.8% for Hispanics and 62.6% for whites. (NCES Digest Education Statistics, 1996, Table 179) 

And of African Americans and Hispanics who are enrolled, a smaller proportion complete their 

postsecondary education programs than for other racial/ethnic groups. In 1995, the percent of 

those aged 25 - 29 in 1995 who have achieved baccalaureate degrees are 15 .3 % for African 

Americans, 9.3% for Hispanics and 26% for whites. (Carter & Wilson, 1996-97) 
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Diversity programs have been pursued by many institutions in an attempt to correct this 

imbalance. Affirmative action programs for college admission, however, are being hotly 

contested in the courts based on the presumptions of reduced quality in the higher education 

institutions and reverse discrimination. It is not the purpose of this paper to present the evidence 

for or against affirmative action or to refute the charges of its critics. Rather, the starting point 

for this paper is the assumption that diversity in higher education is both a valuable and 

necessary condition for the continuation of a pluralistic, democratic society. 

Given that higher education substantially contributes to lifelong learning and work force 

participation, what does racial/ethnic diversity contribute to the higher education experience? 

We begin by positing the following statements about the value of diversity in higher education: 

• Diversity offers the opportunity for students to understand and appreciate life experiences 
of persons different from themselves. 

• Diversity offers the opportunity for students to gain a richer understanding of multiple 
cultures and therefore multiple perspectives on family life, work ethics, political beliefs, 
literature and the arts. 

• Diversity, through classroom discussion, provides an opportunity for students to more 
fully appreciate the influence of their own culture on learning experiences. It also 
heightens awareness of cultural differences. 

• Diversity provides opportunities to develop important "team player" skills so critical in 
subsequent work force participation. 

• Diversity in higher education allows students to develop important skills in self­
expression that ultimately prepare them for active participation and leadership roles in 
their neighborhoods, communities and schools. 

These potential "outcomes" of diversity in higher education are complex, and have been 

infrequently measured. Empirically powerful evidence that diversity brings about these 

outcomes is the subject of a three-year study just initiated by the Department of Education. 

Perhaps the largest study to date (Astin, 1991, based on 20,000 students and 25,000 faculty 

members), concludes that student growth and change over time and environmental factors, such 

~ as institutional characteristics and student experiences in college, are essential to an 

understanding of the contribution of diversity to the education of all students. Various 

December 23, 1997 2 



Successful Institutional Strategies-DRAFT 

Department of Education databases also provide a substantial amount of information on specific 

aspects of student enrollment, such as financial aid and composition by race, ethnicity, gender 

and age. 

In the meantime, numerous institutions, higher education organizations and foundations 

have been studying aspects of diversity in higher education. While most of these studies have 

been regionally or institutionally-based, or have included a relatively small number of 

institutional case studies, there are, nevertheless, many important lessons about how diversity is 

effectively pursued by·institutions of higher education. The contributions to the knowledge base 

about the successful pursuit of diversity are of two types: one, broad concepts about what works 

and what doesn't work that can be termed "theoretical contributions"; and two, research about 

specific institutional :Strategies in pursuit of diversity. 

What is the Theory That Guides Institutions in Pursuit of Diversity? 

Much has been written about the value and importance of diversity in higher education. 

These conclusions are chiefly based on both democratic ideals and demographic information 

about the current and projected growth of minority groups in the U.S. population, made 

particularly striking in contrast to the decline in the Anglo share of the population. Our schools, 

our workforce, and our society will be predominantly "minority" by the year 2060, according to 

demographer Leon Bouvie~ 
L -

American higher education is undergoing a transformation from the type of system that 

served industrial society to one that can serve the needs of a post-industrial age. A large part of 

that transformation is based on the composition of the post-industrial society. State, institutional 

and national leaders in higher education have foreseen the necessity of adapting the higher 

education system in this country to serve the changing population. A review of the literature 

about diversity in higher education reveals several important guidelines that serve as an emerging 

"theory" about how institutions pursue diversity: 
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• Quality and diversity must be simultaneously pursued. Higher education quality, 
expressed as'.student achievement outcomes, can be maintained and enhanced in a diverse 
campus environment if institutions are firmly committed to both goals. This requires 
both institutional leadership and changes in the learning environments. All students, the 
higher education enterprise, and ultimately society will benefit from such institutional 
transformation. (Appel, et.al.), (Richardson & Skinner, 1991) 

• Ensuring ''fair. outcomes" in higher education for previously underrepresented minorities 
includes both access (enrollment) and completion (graduation). InstitUtions that admit 
larger numbers of minority students to aid their enrollment objectives must also provide a 
quality educational experience for these students and assist in overcoming any incoming 
educational deficiencies. (ECS, 1990), (Richardson & Skinner, 1991) 

• Institutions seeking to provide quality, diversity and fair outcomes for historically 
underrepresented minorities typically move through three stages in pursuit of these goals 
- first, reducing barriers to participation by minorities; second, providing assistance for 
these students to stay in school and complete their educational programs; and third, 
adapting the curriculum, pedagogy and assessment practices to more accurately reflect 
and improve upon the strengths and weaknesses of all students. (ECS, 1990), (Richardson 
& Skinner, 1991) 

• In this third stage of institutional development in pursuit of diversity (adapting the 
curriculum, pedagogy and assessment), institutions capitalize on the strengths of diverse 
student bodies by utilizing the concept of "collaborative intelligences". This concept 
embodies a variety of perspectives on society and the individual and recognizes the 
interdependence of individual and collaborative intelligence. (AAC&U, 1997) 

What are Some Effective Institutional Strategies in Pursuit of Diversity? 

These three stages in the life cycle of an institution seeking diversity and quality aid in 

organizing information about the successful practices of institutions. It is important to 

understand that while the three stages are conceived as evolutionary, institutions that have 

reached the "third stage" must continue to explore the effectiveness of strategies used in 

achieving the first two stages - access and retention - with ongoing modification of those 

strategies in mind. 

We have added a fourth stage to this model - effective strategies for establishing linkages 

with employers. Although work in this area is just beginning, institutions with a commitment to 

diversity understand the importance of ensuring that the "value-added" on a diverse campus be 

appreciated and rewarded by potential employers. 
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Effective Institutional Strategies for Increasing Access 

Affirmative action is only one strategy for increasing access of historically 

underrepresented minorities to higher education. Many institutions have engaged in other 

successful strategies for increasing minority representation in the pool of applicants. Some of 

these successful strategies include: outreach to local high schools and middle schools through 

establishing school-university partnerships that include teacher education and professional 

development initiatives; participation of high school students in university-sponsored learning 

institutes, summer programs, and/or extracurricular activities; early identification of promising 

college students and mentoring programs; institutional participation in college fairs and other 

recruitment efforts; and targeted recruitment and outreach to inner city high schools with high 

concentrations of minority students. The potential goals of such programs can include: 

• · To increase overall enrollment through closer collaboration with area high schools; 

• To target high schools with large minority enrollments in order to increase the pool of 
minority applicants; 

• To assist in preparing high school youth for postsecondary educational experiences; 

• To provide guidance to high school youth on academic and financial requirements for 
attending college; and 

• To help raise the educational aspirations of local youth. 

There are numerous examples of creative approaches taken by institutions to increase the 

diversity in the pool of applicants. We highlight a couple of these below. 1 Strengthening access 

to higher education was a conference theme in "Educating One-Third of a Nation'', the sixth 

1 The process for selecting successful institutional strategies was as follows. First, we relied on references made 
during recent conferences on diversity; next, we used an American Council on Education reference book on higher 
education diversity resources. Third, we utilized several other recent sources of material on outstanding programs 
for increasing access (Westat, 1992) and for improving retention and enhancing teaching and learning (Skinner and 
Richardson, 1991; Appel et. al.). Each institution so selected was then contacted to obtain permission for citing its 
initiatives and to verify the material cited. We also asked each institution to provide additional detailed information 
and evidence of success, if available. 
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conference on this topic, held in Miami in October of this year. The conference sponsors 2 were 

intensely interested in creative approaches to diversifying the applicant pool in the wake of 

recent setbacks to affinnative action. Highlighted by Reginald Wilson, a Senior Fellow at the 

American Council on Education was an admissions strategy being implemented by the 

University of California. 

2 The conferences which served as sources of material on effective institutional diversity practices were: 
"Hopwood, Bakke and Beyond," October 6-7, 1997, sponsored by the American Association of Collegiate 
Registrars and Admissions Officers; "Educating One-third of a Nation" Sixth Conference on Diversity in Higher 
Education, October 16-18, 1997, sponsored by the American Council on Education, the American Association of 
Colleges and Universities and the Ford Foundations's Campus Diversity Initiative; and the Conference on Civil 
Rights of Latinos, December 5, 1997, sponsored by the Harvard Civil Rights Project, and the Tomas Rivera 
Institute. 
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Other examples of institutional strategies for increasing the pool of applicants feature 

early outreach programs, generally into middle and high schools. Several illustrative programs 

are described below. 
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There are also a growing number of mentoring and early intervention programs, initiated by 

school districts or state education departments, whose purpose is primarily to increase 

educational attainment and decrease dropout rates. Such programs tend to involve partnerships 

with community organizations and/or institutions of higher education. Highlighted below are 

some illustrative examples of those early intervention programs involving partnerships with 

higher education. 
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It is not enough to increase access to college for racial and ethnic minorities. Recent trends 

in minority students' educational attainment (as cited in ACE's Fifteenth Annual Status Report on 

Minorities in Higher Education) indicate that institutions must offer assistance to these students so 

that they stay in school and complete their academic programs. 
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Effective Iwstitutional Strategies for Helping Students Stay in College 

Institutions recognize that their incoming students differ in their level of educational 

preparedness for theLCollege experience. Other potential barriers to success in the academy 

include differences in cultural orientations, financial impediments and family responsibilities, 

particularly for older students. In order to maintain institutional quality and provide assistance to 

under-performing students, institutions have devised numerous "helping strategies". Some of 

these strategies include: increasing faculty advisement, faculty mentoring, peer tutoring, faculty 

tutoring, establishing effective tracking systems to monitor student academic performance and 

attendance, special counseling to aid with personal and financial impediments to school 

achievement, and enhancement of campus climate. The objectives of many of these efforts can 

include: 

• Maintaining institutional academic standards through the provision of extra assistance to 
students experiencing academic difficulties; 

• Helping students persist in school to completion of their programs; 

• Transmitting the expectation that all students can succeed if adequately supported in their 
educational endeavors. 

Following are some examples of programs in institutions that have successfully promoted 

minority student retention. 
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Effective Strategies for Teaching and Learning in a Diverse Institution 

In the previous stage in a diverse institution's life cycle, the focus is on adapting the 

students to the standards and culture of the institution. In the third stage, institutions adapt to 

their changing student bodies to capture the full educational potential. This involves changes in 

the academic essence of the institution - the curriculum, the pedagogy, and the assessment 

practices. Most institutions are at an "experimental stage" with regard to this level of diversity. 

There have been no known comprehensive evaluations of the educational benefits of diversity. 

Nevertheless, so~ · s being pursued include: curriculum revision, particularly in the 

social sciences and humanities, where cultural perspectives significantly influence learning; 

increasing the diversity of faculty; altering pedagogical techniques to include more discourse, the 

representation of multiple perspectives, and the increasing recognition of multiple learning 

styles, such as a greater appreciation for the value of hands-on learning; and experimentation 
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with assessment techniques and instruments that more adequately capture multiple teaching and 

learning styles. 

The potential objectives addressed by such strategies include: 

• To broaden and deepen learning experiences for all students; 

• To provide a diverse faculty throughout all academic disciplines; and 

• To transform the institution into a multicultural learning organization that provides 

superior academic experiences. 
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In the 1993 Sources there were few projects listed for curriculum, and no· categories for 

teaching and learning. The few curriculum projects were generally targeted to serving minority 

students explicitly, i.e. not typically directed to enriching the curricular exposure of all students. 

As mentioned previously, this is a relatively new area of endeavor. 

Effective Strategies for Establishing Linkages with Employers 

Corporations are increasingly pursuing diversity initiatives due to th~ changing 

demographics of the work force, the growth of multinational enterprise and the changing nature 

of available jobs. There is also a growing recognition that "diversity skills" are an important 
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contributor to work quality and productivity. However, the academy has not tended to view "job 

placement" as one of.its functions. Institutional-corporate linkages for the preparation and 

recruitment of workers with diversity skills have only recently been initiated. 

The Ford Fowidation has developed an initiative to promote greater links between 

institutions and corporations. Called the "Campus Diversity Career Rowidtable", this initiative 

has been sponsoring 'Such rowidtables to encourage greater dialogue and raise awareness. Both 

institutions and corporations have a lot to gain by this process: 

• Institutions learn about the skills valued by corporations and what they see as the 
weaknesses in new recruits. 

• Corporations.foam how institutions are preparing their students for participation in a 
diverse workforce. 

The Foundation has assembled a package of materials and protocols for schools to use in 

organizing these rowidtables. 

A few other examples of institutionally initiated efforts to place their graduates with 

employers seeking diversity skills follow. 
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The foregoing examples of successful institutional practices in attaining and maintaining 

diversity providenrany useful guidelines for other institutions that may not be as advanced in 

their pursuit of diversity. However, much work remains in demonstrating the educational 

benefits of diversity. The research to date has not produced such empirically powerful evidence. 

What is required to ·answer these questions is cross-institutional, longitudinal research that can be 

generalized beyond·the individual institution and research on all students and their learning and · 

subsequent outcomes. The study recently commissioned by the Department of Education begins 

to undertake this task. This work must be continued beyond the three-year span of the study and 

into the workplace, where certain important outcomes of diversity in higher education will be 

tested. 
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