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EXECUTIVE SUMMARY
The achievement gap between African American students and their white peers is one of the
enduring challenges facing the American public education system. Yet there is a surprising lack
of research that examines ways to improve achievement among African American teens and,
particularly, the efficacy of alternative educational policies in closing the gap between African
American high school students and their peers. Much of the existing research takes a broader
view, focusing on the achievement of all minorities or low-income students, or examines causes
of the black-white achievement gap in the early grades. While the achievement gap between
African American and white students closed substantially over the 1970s and 1980s, progress has
slowed and possibly even reversed in recent decades. In light of this trend, researchers have
begun to identify a set of factors that determine the achievement of African American teens and
that may be sensitive to changes in policy and practice.
In this paper, we review policy levers that could potentially help close the achievement gap
between African American and white high school students, and draw on the literature to glean
recommendations for superintendants, principals and education policy makers. We address, in
turn: policies to recruit and train teachers; policies to improve attendance, discipline and
relationships among students and adults; policies to provide additional services to students;
policies to increase the types of schools available to African American teens; policies to engage
parents and communities; and policies to effectively use data. In the end, students of all races
benefit from good educational practices, adequate resources and strong support. Policies and
interventions to improve the performance of African American students will overlap
significantly with those that would improve the performance of students of other races.
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Relatively little literature examines ways in which to improve the achievement of African
American teens, and, particularly, the efficacy of alternative educational policies in closing the
gaps between African American high school students and their peers. Related literature often
takes a broader view, focusing on the achievement of all minorities or even low-income students.
Importantly, while many African American teens are indeed low-income, many low-income
students are not African American but are white or Hispanic or Asian, making it difficult to draw
conclusions from this strand of work for African Americans in particular. Further, much of the
existing research focuses on the causes of the black-white achievement gap in the early grades, a
smaller body on the college years, while the critical transition years into and in high school are
little studied.
There is, in contrast, a good deal of evidence documenting and describing the nature of
African American teen achievement drawing on a variety of data sources - including surveys of
students, parents, teachers or administrators, national databases, and administrative databases.
The bulk of the work is descriptive, however, relying on descriptive statistics, comparisons and
other correlations, and very little work has attempted to draw a causal link between African
American student achievement and the factors that influence it. Indeed, few interventions have
been carefully evaluated and much further research is warranted to substantiate the effectiveness
of recommended policies.
While the achievement gap between African American and white students closed
substantially over the 1970s and 1980s, progress has slowed and possibly even reversed in recent
decades (Lee, 2002; Neal, 2005). In light of this trend, researchers have begun to identify a set of
factors that determine the achievement of African American teens and that may be sensitive to
changes in policy and practice. This paper reviews these potential levers of change and draws on
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the literature to glean recommendations for superintendents, principals and education policy
makers. Interestingly, the recommendations are in many ways unremarkable – that is, some may
seem obvious or would benefit all students in need, not just African Americans. In the end,
students of all races benefit from good educational practices, adequate resources and strong
support, and policies and interventions to improve the performance of African American students
will overlap significantly with those that would improve the performance of students of other
races.
We address, in turn: policies to recruit and train teachers; policies to improve attendance,
discipline and relationships among students and adults; policies to provide additional services to
students; policies to increase the types of schools available to African American teens; policies to
engage parents and communities; and policies to effectively use data.
•

Recruit teachers who are
o Highly qualified
Students need good teachers and administrators. The vast controversy surrounding which

teacher characteristics are associated with higher student achievement is beyond the scope of this
paper, but there is at least some evidence that teacher education, including a degree in the field to
be taught, certification, ability, content knowledge, and some experience are beneficial, at least
in some circumstances. 2
Hiring and training teachers is a key factor in improving the achievement of African
American students, who are less likely to experience high quality instruction. Indeed, there is
ample evidence that African American students are more likely to attend high-poverty,
segregated schools with a higher concentration of new, less-experienced, uncertified teachers and
2
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teachers from programs with limited time commitment to the profession, such as Teach for
America. 3
Yet evidence suggests that African American students are particularly likely to thrive
with teachers who are effective and trained to give them the best possible preparation (Borman,
Stringfield and Rachuba, 1998; Schott, 2008). As a number of authors suggest, highly-qualified
teachers are better able to provide instruction that is particularly effective with African American
students i.e., instruction that is personalized, student-centered, engaging, and culturally
sensitive. 4 High quality teachers can also combat African American student disengagement, if
there is such a thing. 5
Suggested policies follow from this evidence. Many, including respected authors in this
area, write that policies must be targeted to attract teachers to high-needs schools who are welleducated, certified and qualified to teach their subject. 6 Accordingly, suggested policies include:
increasing teacher salaries for those willing to teach in high-needs schools, improving
professional development and mentoring of new teachers to reduce teacher turnover, offering
and recognizing alternate forms of teacher certification to attract non-traditional teachers into the
field, and providing and actively recruiting teachers from pre-service teacher education programs
that are found to be particularly effective, prepare teachers for teaching in particular types of
schools, and encourage them to go into those schools.
o Possibly African American
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The majority of African American students are taught by white teachers, yet African
American teachers and administrators may be better equipped to teach and support African
American students, and much literature advocates recruiting, training and retaining more of those
teachers as a lever towards improving African American teen achievement. 7 The evidence is
limited and mixed on whether racial congruence matters to outcomes. Often cited is early work
by Ehrenberg, Goldhaber and Brewer (1995), using the National Educational Longitudinal Study
of 1988 (NELS:88), which suggests that student learning is unaffected by the match between
teachers' and students’ race.
In terms of non-academic achievement, researchers have found effects using NELS:88 on
teacher perceptions, which may influence the achievement gap through educational
opportunities. Oates (2003) employs sophisticated models to compare the effect of African
American and white teachers’ perceptions on the standardized test performance of African
American and white students and finds evidence that white teachers favor white students while
African American teachers do not favor African American students. Applying an identification
strategy that takes into account nonrandom sorting of students across and within schools, Dee
(2005) finds large effects associated with race on teacher perceptions of student performance
among poor and Southern students. Ouazad (2008) uses a national child-teacher matched
longitudinal dataset and carefully controls for a range of confounding factors to conclude that
non-African American teachers give lower assessments to African American children.
More generally, there seem to be positive effects of African American teachers on
African American students in non-academic achievement. Gay, Dingus and Jackson (2003)
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examine a vast array of printed and electronic documents from widely various sources and
suggest that African American teachers have higher performance expectations for African
American students and improve African American students’ outcomes in attendance, disciplinary
referrals, dropout, satisfaction with school, identity, and self efficacy. Overall, they report a high
level of agreement that more African American teachers are needed, not only to teach African
American students but also to serve as role models for them and increase knowledge and
awareness of ethnic, racial and cultural diversity among all students, which is expected to help
close the achievement gap. Still, the authors caution that the data are “surprisingly thin and
sparse” and that most of them are from small scale qualitative research of single or multiple case
studies.
There are also pockets of evidence that African American teachers boost African
American students’ academic performance. The little research that Gay, Dingus and Jackson
(2003) find on academics indicates that African American students perform better when taught
by African American teachers and attend African American schools and programs. There is also
more recent, quality evidence. Using data from Tennessee’s Project STAR, which involved the
random assignment of over 11,000 students in grades K through three, Bishop et. al. (2005) find
that having an African American teacher in early elementary school improves the standardized
test scores of African American students in later grades and increases the probability that African
American students will take a college entrance exam. Dee (2004) also finds that having an
African American teacher significantly increases the math and reading achievement of African
American students. Using a sample of 100,000 Texas high school geometry students in 1997-98,
20,000 of whom are African American, Klopfenstein (2005) finds that increasing the percentage
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of African American math teachers significantly raises the likelihood that an African American
geometry student will enroll in a subsequent rigorous math course.
Conversely, Bishop et. al. (2005) find no evidence that scores on entrance exams improve
when African American students are taught by African American teachers, and in an extension
of Dee’s 2004 work, Howsen and Trawick (2007) find no effect of race on student achievement
once student innate ability and teacher gender are taken into account. Thus, overall, while much
further research is warranted to confirm these potential positive findings, increasing the
provision of high-quality African American teachers may hold promise as a lever of change.
Care must be taken however because, as Dee (2005) cautions, the processes by which
African American teachers affect African American teen achievement are not well-known and
little is known also about the effect of an influx of African American teachers on students in
general. He suggests strengthening a specific policy of African American teacher recruitment
with broader policies to improve teacher effectiveness, encourage high expectations and
challenge students, and design effective professional development and performance incentive
schemes. As research progresses, it will inform policies that would encourage breaking the link
between the race of the teacher and student achievement, but are difficult to devise now as too
little is known about the mechanisms in place.
•

Train teachers (provide professional development) to
o Manage cultural, racial and ethnic diversity
There is some evidence that suggests African American students may be particularly

sensitive to whether teachers engage all the students in their classrooms and may benefit from
different teaching methods (Borman, Stringfield and Rachuba, 1998; Schott, 2008). Despite
increasing racial and ethnic diversity among students, Knight and Wiseman (2005) note that the
8

majority of teachers are white, English-speaking, middle class, and female; teachers increasingly
find themselves teaching students from a wide variety of cultural, religious, ethnic, and racial
backgrounds that differ from their own. As we have seen above, the evidence on which types of
teachers perform best in a diverse classroom is mixed. Grant and Sleeter (1986) argue that good
teaching practices need not vary based on classroom demographics. However, several authors
advocate for teaching approaches and practices that take home culture into account so that
student learning is enhanced. 8
While there seems to be a growing body of literature on teacher quality in general, 9 there
is less research focused on the need for different teaching methods to deal with racial and ethnic
diversity, and there is debate over which in-service teacher education strategies and practices will
actually promote the competence of teachers with racially diverse students. 10
Still, some consensus is emerging that there are instructional models and approaches
school districts can provide teachers that appear to be more effective in a culturally diverse
classroom, especially by providing professional development opportunities focused on diversity
management (Knight and Wiseman, 2005; Mercado, 2001). Ferguson (2007) and Wimberly
(2002) advocate training teachers so they are able to teach, engage and build relationships with
students of different backgrounds, to tailor instruction to the specific needs of these different
students, and to have them all reach high achievement levels. They suggest professional
development programs grounded in research, that make use of the most effective tools, including
technological tools, and that raise in teachers the awareness of racial as well as cultural and
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socioeconomic diversity in their classrooms. 11 Additionally, Knight and Wiseman (2005)
suggest professional development focused on building intercultural skills and knowledge among
teachers of diverse populations.
o Resolve conflict
The Advancement Project and The Civil Rights Project Report (2000) recommend
classroom management and conflict resolution training for teachers, administrators and
counselors to deal with the discipline issues that appear to disproportionately affect African
American teens and are an added challenge to their academic success. Recommendations include
getting principals and teachers to make careful use of discipline and match the punishment to the
crime, avoiding, for example, suspensions or special education referrals for slightly disruptive or
difficult students (more on this below). 12
o Expect high achievement from African American students
There is evidence that adolescents who express confidence, positive attitudes and
determination about their future and goals outperform peers that have a low “future time
perspective” (Adelabou, 2008). Researchers find that confidence is often fueled by the high
expectations, interest and encouragement of parents, teachers and other school adults. 13
Teachers’ expectations are a way to orient students toward success through two main
channels. First, teachers might provide higher quality instruction to students from whom they
11
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expect more (McKown and Weinstein, 2008). 14 Second, high expectations might motivate
students. 15 On the contrary, teachers’ attitudes or stereotypes based on ethnicity or the socioeconomic status of the student body start self-fulfilling prophecies of negative outcomes. 16
Some evidence suggests African American students do less well with teachers who do
not expect and obtain high achievement. 17 As a specific example, Jussim et. al. (1996) use data
on 1,600 sixth graders’ in 1982-83 and find that teachers’ perceptions affected the math
performance of African American students three times as much as it did performance of whites.
Similarly, McKown and Weinstein (2008) find that teachers’ expectations explain about 0.3
standard deviations of the end-of-year reading achievement gap. Another strand of literature
points out that expectations predict students’ trust in teacher authority and therefore affect
student discipline (Gregory, 2005).
Consequently, the literature advocates policies targeted at adults. Yet, according to
Rumberger and Palardy (2005), research on the potential to change teacher expectations is
inconclusive. For example, it is not clear that manipulating factors related to teacher expectations
(such as the quality of instruction and amount of homework assigned) raises expectations.
Rather, changing expectations may require more in-depth cultural changes that, in turn, call for
strong political will and perseverance. Evidence that low expectations have generally settled in
by the time students reach high school points to the importance of addressing these issues early
on (Kerpelman, Eryigit and Stephens, 2008; Terenzini, Cabrera and Bernal, 2001).
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Various authors advocate policies aimed at school personnel and parents. 18 These
include integrating components into professional development for teachers and staff in high
minority schools that train, encourage and convince them to have high and explicit expectations
for their African American students. These expectations would aim to be similar to those for
their white and/or more advantaged peers, and would hold African American students to the
same high standards, including high outcomes and doing one’s homework.
Policies aimed at teachers and parents would provide training and programs to encourage
teens to make challenging choices and to raise their own expectations. These programs could
also recognize and celebrate African American students’ academic accomplishments, help
students cope with negative peer pressure, and provide and encourage opportunities for
involvement in rewarding endeavors such as extracurricular activities and community service.
District officials can also encourage the community to play a role if, for example, local
businesses were to award prizes to students for high achievement.
•

Design school policies to
o Increase attendance
As in other areas of life, one key to success in school is “showing up” and poor

attendance impedes learning and academic achievement. As an example, Balfanz, Herzog and
Mac Iver (2007) and Losen, Orfield and Balfanz (2006) find that achievement among African
American students improves when they attend school regularly. Further, the effects may be
cumulative or long-lasting. African Americans with good attendance in middle schools are less
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likely to drop out of high school. 19 Thus, policies aimed at improving attendance may effectively
improve performance.
To be specific, these authors suggest several policies to improve student attendance:
tracking attendance closely and responding quickly to every absence; promote the value of
attendance and providing incentives; have school staff and parents communicate to explain
absences and address underlying causes for absenteeism; and for more severe cases, involve
social services and community supports. As an example, Kerpelman, Eryigit and
Stephens (2008) suggest engaging local businesses to recognize and reward teens with good
attendance. Attendance may also be higher in small schools, as we discuss further below.
While the basic premise that students need to attend school in order to learn is intuitively
appealing, whether – and to what extent – these policies work and what they “cost” is unknown.
Indeed, interpreting the causal impact of attendance on outcomes is complicated because, with
the exception of long bouts of physical illness, low attendance is likely an indicator of a troubled
relationship with schooling. Thus, while low attendance may lead to lower performance, it may
also be the case the low performance reduces attendance. Thus disentangling these effects in
future work will be important.
That said, increasing attendance is a particularly promising lever of change because
schools already monitor it and improvements can occur relatively quickly, in as little time as a
year.
o Reduce disruption due to disciplinary action
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Problems with behavior and discipline inhibit learning both for the individual students
involved and for their classmates. Disruptive behavior affects all students by diverting classroom
time away from teaching, and the disciplinary consequences – which may include suspension or
merely missed classes – translate into reduced class time and missed work. Ultimately, missed
work may lead to lower grades, greater likelihood of dropping out and so on. Balfanz, Herzog
and Mac Iver (2007) and Borman, Stringfield and Rachuba (1998) describe the disrupted flow of
the work that occurs in classrooms when students misbehave, and The Advancement Project and
The Civil Rights Project (2000) document the negative impact of misbehavior on achievement.
There is ample evidence that African American teens are disciplined more often than
their peers, suggesting improvements in this area will have disproportionate benefit for African
American students. African American students are two to five times more likely to be suspended
than white students, and African American boys in particular are disproportionately likely to
receive classroom penalties and institutional punishments such as suspensions (Irvine, 1990;
Monroe, 2006). However, a descriptive study of a National Center for Education Statistics
(NCES) survey of a nationally representative sample of over 1,200 principals and disciplinarians
in elementary, middle and high schools (Skiba and Peterson, 1999) as well as an analysis of
discipline in 19 middle schools in two Midwestern cities serving more than 50,000 students
(Skiba, Peterson and Williams, 1997) support the claim that African American boys are no more
disruptive than their peers, thus suggesting that teachers may be more sensitive to the behavior of
these students than the behavior of their white and female peers. Monroe (2005) is of the opinion
that teacher stereotypes may play a role in disciplinary action toward African American youth.
The NCES survey indicates that the zero tolerance policies adopted by many schools may
exacerbate racial discrepancies because they do not consider the severity of the infraction (Skiba
14

and Peterson, 1999). Jones and Shen (2003) call these policies inflexible, rigid and severe, and
the case study evidence in the Report on Zero-Tolerance Policies (2000) indicates that such
policies often result in the suspension or expulsion of students for relatively minor offenses.
However, research based on four national surveys and more than 1,200 court studies also shows
that strict discipline of this nature can be beneficial if it is evenly enforced and viewed as fair by
the students (Arum, 2003).
Particularly promising as a locus for improving the performance of African American
students is to both reform discipline policies, to the extent that these students are disciplined
more than their peers, and address student behavior, as misbehaved students disrupt the rest of
the class, including other African American students in the classroom. Research suggests that
disciplinary policies should incorporate behavior management strategies that are culturally
familiar to students and that those administering discipline should become acquainted with
culturally-specific behavior norms (Monroe, 2005). Additionally, Monroe (2006) recommends
that teachers explain classroom policies, procedures and the implications of those rules to
students and work to implement these policies fairly across students. Jones and Shen (2003)
suggest that schools implement “minimum tolerance” policies in place of zero tolerance
programs and create mandatory alternative educational opportunities for student offenders.
While classroom interventions appear promising, it is important to note that the
relationship between poor behavior and outcomes – and changing behavior – is complicated by
the interrelationship between these and by the importance of the family and community in
determining behavior. Misbehavior may be a sign of problems students are facing at home or
school (due to undiagnosed learning disabilities perhaps), the absence of role models, or
psychological distress. Improving behavior might require engaging mentors, families and social
15

services to understand the underlying causes and provide the appropriate services, such as mental
health referrals.
o Foster relationships among students and adults
As documented above, the high expectations of adults help shape student confidence
which in turn bolsters student performance.
While we addressed teacher training policies in this area, another strand of policy would
foster relationship-building among students and adults in the schools as early as middle school.
As an example, Wimberly (2002) describes the Personal Adult Advocate model of the National
Association of Secondary School Principals, which pairs each student with an adult who shows
interest, listens, answers questions, monitors progress in school, and provides information and
guidance, especially on schooling, college-going and career options, as well as emotional
support. Based on evidence from work with college undergraduates, similar successes could be
obtained by pairing students with a faculty member in their field or a job in a local industry
(Gándara and Maxwell-Jolly, 1999).
•

Provide
o Academically advanced courses e.g., college preparatory courses, advanced
placement and gifted and talented programs
Many authors find that African American students are less likely to enroll in challenging

courses – including advanced placement (AP) courses, gifted programs and the like - due, in part,
to the dearth of such courses in the poor schools they attend. Adelman (2006) and Attewell and
Domina (2008) find that students in poorer communities have less access to demanding
coursework than students in wealthier communities, such as higher-level math courses, a state of
affairs that cannot be explained by differences in prior achievement.
16

A significant body of research finds that African American students who have
challenging courses available often perform well, although additional support may be needed to
match the performance of white or Asian students – and we address these supports below. 20 Such
coursework is associated with higher test scores at the end of high school and increased chances
of receiving a bachelor’s degree. 21 Gladieux and Swail (1999) and Martinez and Klopott (2005)
argue that academic rigor and strong social and academic support were the most important
predictors of college enrollment and completion, especially among low-income and minority
students. Some of the research is criticized for methodological flaws such as selection bias,
omitted variable bias and measurement error but careful, more sophisticated studies that have
addressed these issues seem to confirm the positive relationship between more intense
coursework and achievement, although the effect may be small. 22
Thus, improving the college success of African American students may well be
accomplished by increasing their participation in challenging instructional programs, composed
of a sequence of rigorous courses that develop advanced skills and include gifted and talented
programs and college preparatory courses.
o Opportunities to combine academic and vocational curricula
Career Academies generally refer to programs within schools that combine academic and
career-related courses around a theme, with partnerships with local employers. Academies
provide a personalized and supportive learning environment and a rigorous and applied
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curriculum that are expected to increase student engagement. This way, students learn about
career options and acquire skills and experience. Academies took off in the early seventies in an
effort to reduce dropout rates and increase college-going and access to the labor market.
Evidence on the success of Career Academies comes from extensive rigorous work by
MDRC over the years as well as evidence from California on school-to-career programs
(Neumark, 2004) and literature reviews. 23 Additional evidence comes from less-career focused
reform programs such as Talent Development or other, similar Philadelphia-based programs. 24 It
includes limited evidence on the impact of such programs for African American teens and
indirect evidence through the impact on students at high risk of dropping out. These types of
programs are found to experience some success, particularly with some subgroups of students
(those least likely to do well in a regular high school and young men) and some outcomes
(especially labor market outcomes).
It remains unclear whether, when successful, these programs outperform regular high
schools, and they are not an easy solution to implement fully and on a large scale. Still lessons
can be learned from the ways in which they achieve their successes.
They tend to be small learning communities with carefully-structured programs that
provide interpersonal and academic supports, including a coherent curriculum, a stable teaching
workforce, counselors with clearly delineated roles and responsibilities, covering course, college
and career advisement, and role models. Expectations of teachers and students are high. Thanks
to heterogeneous population of students, some of the benefits for high-risk groups may derive
from exposure to highly-engaged low-risk peers. In some programs, students move forward
23
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together from middle to high school. Some programs offer GED preparation. Learning about and
experiencing work opportunities, especially through internships, seems particularly helpful to the
future employment of African Americans. Challenges include addressing test scores
improvements, perhaps by finding ways to better align curricula with standards and training and
encouraging teachers to teach accordingly, and design assessments that value the specificity and
richness of the curriculum and discourage teaching to the test. 25
o Information on college options, application processes and financial aid
There is ample evidence that information about college – including requirements, costs,
financial aid, and application procedures – is insufficient. African Americans generally rely on
schools for information and guidance on the college-going process. 26 Accordingly,
Kerpelman, Eryigit and Stephens (2008) and Wimberly (2002) encourage schools to organize
activities that provide opportunities for students to interact with the adults in their school,
especially potential role models of the same race – for example by having African American
college students perform community service in the schools.
The evidence shows that minority students are concentrated in lower-price colleges, such
as two-year colleges, as well as less selective colleges and universities. 27 Several studies show
that college costs and financial aid are important predictors of college attendance and
completion, particularly for minority and low-income students (Kane, 1994, 2003; Martinez and
25

See also Castellano, Stone and Stringfield (2003) for a detailed list of recommendations, including structural
reform supports (curriculum integration from middle school to college, career exploration beginning in middle
school, small career clusters, scheduling for longer learning times, partnerships with business and colleges),
increasing capacity for reform supports (interdisciplinary teacher teams with common planning times, improved
professional development, work-based learning opportunities), and pedagogical reform supports (high standards,
supports, frequent assessments, interdisciplinary curriculum, technology integration), combined with district- or
systemic-level support focused on a small number of agreed-upon goals, tied to measures of school improvement,
associated with an effective plan for disseminating information, whole school buy-in, and tailoring to local contexts.
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Klopott, 2005). At the same time, additional research indicates that minority students are
negatively impacted due to a lack of information about college costs and financial opportunities.
The availability of grant aid, more than loans, seems particularly important; a growing body of
evidence suggests that grant aid has a large direct effect on college enrollment and persistence by
low-income students. 28
Additional research suggests that changes in financial aid have a differential impact on
minorities. African American students in particular seem to be more sensitive than white students
to changes in need-based financial aid. 29 Linsenmeier, Rosen and Rouse (2002) engage in a
quantitative analysis of the Northeastern University financial aid program that replaces loans
with grant aid for low-income students and find that the likelihood of matriculation by lowincome minority students increases by 8 to 10 percentage points.
The research on the importance of financial aid in the college-going decisions of
minorities is not conclusive. Some authors argue that minority students are underrepresented in
college admissions because these students are not acquiring college-ready skills in the K-12
system, and not because of inadequate financial aid or affirmative action policies. 30 In fact, Perna
(2000) finds a negative relationship between loans and college enrollment among African
Americans, but a strong relationship between social and cultural capital and college enrollment.
Cameron and Heckman (1999, 2001) also challenge the relationship between financial aid and
college going, arguing that conditioned on ability, responses to tuition are uniform across income
groups.
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While there is no scholarly consensus on which factors have the greatest impact on
college choices among African American students, several possible courses of action emerge
from the research. Schools should attempt to improve access to information about college
options, costs, and financial aid among African American students, and ensure that students are
able to ask questions about these materials (Grodsky and Jones, 2007; Oliverez and Tierney,
2005). School counselors can and should play an important role in helping minority students
with their college decisions (Muhammad, 2008). College preparation programs, particularly
those that effectively involve parents, may also be helpful (Perna and Titus, 2005). Additionally,
many authors have concluded that African Americans are more sensitive to the availability of
financial aid which suggests that more grants and other need-based financial aid should be
available. 31 Providing an early guarantee of aid can also positively impact college preparation
and enrollment. 32
o

Opportunities and incentives such as PSAT/NMSQT and SAT policies

Encouraging African American teens to take college entrance exams may affect their
outcomes. Several states and districts have taken steps to increase the number of poor and
minority students who take the PSAT/NMSQT, SAT or ACT with the goal of motivating
students towards advanced coursework and college planning (College Board, 2005). These
policies may increase the number of students applying to college in a number of ways. First,
taking any of these exams may signal to students and their schools that they are capable of doing
more advanced college-level work. Second, it increases their prospects for college success. And
third, it offers access to resources on the college application process and financial aid, for
example, online resources for students where they can view their score report, obtain study plans
31
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and connect to college profiles. This increased access to information on colleges, programs and
financial aid may help students who had not previously thought of applying to college pursue
further educational options.
Little research is available on the impact of such policies beyond participation rates. Most
of this research comes from the College Board itself. These analyses have primarily examined
the relationship between PSAT/NMSQT scores and high school achievement, including
participation and performance in AP courses and have generally found that SAT scores are
significantly correlated with graduation rates, with some variation by ethnicity and gender,
including lower graduation rates for African Americans (Burton and Ramist, 2001). Still, the
recent experience of several states holds promise.
Evidence from Florida suggests that administration of the PSAT/NMSQT or the
Preliminary ACT (PLAN) to all tenth graders free of charge was followed by increases in testtaking overall, 33 including an above-average increase in SAT test-taking by African Americans
(by 10 percent versus 8 percent on average) (Duval School District, 2007). 34 Participation rates
also increased in Montgomery County, Maryland, which started implementing a Universal
PSAT/NMSQT program in 2003, with significant increases among minority, as well as special
education and English language learner, students although their participation remained
statistically significantly lower than among white, general education students (Von Secker, 2004,
2005).
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Scheduling of the test might also help increase test-taking: in 2006, the New York City
Department of Education (NYCDOE) began offering the PSAT/NMSQT free-of-charge and
during the school day, rather than on the weekend, to all 10th and 11th grade students. Early
evidence suggests that these policies have increased test-taking; in January 2007, NYCDOE
reported that 75 percent of 10th and 11th graders took the PSAT/NMSQT in fall 2006 compared
to 31 percent the previous year.
Further, incorporating the SAT or ACT into standardized testing programs, for example
as a high school exit exam, may have an additional impact. In Colorado, all 11th graders are
required to take the ACT, which not only functions as a standardized means of assessing the high
schools throughout Colorado, but also as a key to the college application process. Since 2001, instate undergraduate enrollment in Colorado increased by 12 percent, especially rising among
minority student populations, which the Colorado Department of Education attributes, in part, to
the increased participation in the ACT (Colorado Department of Education, 2006; Olson, 2006).
o Supplementary academic and extracurricular support
There is evidence from both small and large studies, including careful quantitative
studies, that while disadvantaged students are less likely to participate in compensatory
educational activities, students who receive additional services perform at higher levels and have
higher expectations than those who do not. 35 This is particularly true of African American
students, especially those who take advanced courses. There is also evidence of improved
discipline (Monroe, 2005), psychological adjustment (Fredrick and Eccles, 2006), sense of
belonging – including better relationships with teachers and less perceived racial discrimination
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(Faircloth and Hamm, 2005), and higher expectations of attaining a bachelor’s degree
(Lipscomb, 2005).
The literature suggests many options to address a range of weaknesses and challenges
that face African American teens. Policies could include the provision of remediation for
students who begin high school underprepared from middle school, makeup sessions for failing
students, counseling, tutoring, academic programs specifically designed to support and engage
African American students, dropout prevention programs, programs for students who are
returning to high school after long suspensions, incarceration or pregnancy, and extra-curricular
activities. 36 Flowers (2007) suggests that particularly helpful are opportunities to use the library
as a place to study, discuss courses, potential careers, and art and humanities with instructors,
participate in classroom discussions, work on practical projects, and gain access to gym facilities.
Researchers suggest that programs be available to all students in need, tailored to their
achievement levels and begin as early as the ninth grade, which is often when students make the
decision to drop out. Supplementary education is a growing sector, which has been the subject of
little evaluation to date. High-achieving students from wealthy backgrounds are known to make
much use of it, so it seems worth exploring its potential for low-achieving minority students. 37
Although core course failure (reading and math) in middle school is a high predictor of
later dropout, preventing a ripple effect can help get a student back on track. Fortunately, schools
have information on course failure, facilitating intervention and support. Balfanz, Herzog and
Mac Iver (2007) suggest a number of policies, such as providing students who fail a course with
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appropriate instruction and classroom support, additional coursework to make up for material not
mastered, advance preparation for upcoming topics, and small group instruction and individual
tutoring.
Finally, partaking in high school sports is noteworthy, with a positive effect on the
educational attainment and earnings of African American boys (Eide and Ronan, 2001). 38
o The importance of peer groups
o In schools
With school resegregation on the rise, it is important to examine the impact of peer
effects on student achievement, particularly among minority students. A significant body of
research focuses on the effects that students’ peers have on their academic performance. While
school desegregation initially led to more peer diversity at the school level, evidence shows that
the average percentage of African Americans’ classmates who are white has declined in recent
years, and over 50 percent of all African American and Hispanic students in the United States
attended high minority schools (defined as schools in which 75 percent or more of the students
were African American, Hispanic, Asian/Pacific Islander, or American Indian/Alaska Native) in
2005-06 (U.S. Department of Education, 2008).
Several researchers have found that a racially heterogeneous student body has a positive
effect on minority student achievement. Stiefel, Schwartz and Chellman (2007) show that the
racial achievement gap is greatest across segregated schools rather than within integrated ones.
Similarly, Guryan (2004) finds that desegregation plans led to a decline in the dropout rates of
African American students while desegregation had little or no effect on the dropout rates of
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white students. There is also evidence that test scores are lower at schools with a higher African
American enrollment share (Hanushek, Kain and Rivkin, 2004).
The above evidence suggests that schools would benefit from enhanced desegregation
efforts, yet several researchers question the benefits and effectiveness of such programs. Angrist
and Lang (2002) study Metco, a long-running desegregation program of the Boston public school
district, and find that positive peer effects are modest and short-lived. Babcock (2006) uses
micro-level data on social networks to determine that an individual’s education attainment and
probability of attending college increases with the connectedness of her cohort (as measured by
friendship ties) and that connectedness is associated with a less racially heterogeneous cohort
within a given school. Other authors find that student body composition matters, but the
percentage of students living in poverty is a better indicator of the challenges schools face in
enhancing student achievement than is the racial-ethnic composition.39
While part of the literature suggests that expanded inter-racial contact improves both
academic and labor market outcomes for African Americans (Rivkin and Welch, 2006), others
have concluded that being part of a more racially diverse school may not be so beneficial or may
even be negative in some respects (Babcock, 2006; Fryer and Levitt, 2006). Therefore, it is
unclear whether policies should attempt to create more integrated schools. Furthermore, if peer
effects are similar across the test score distribution, a reallocation of students will have little
impact on the overall school average (Hanushek et. al., 2003). Given the costs and efforts
associated with school desegregation programs, and in light of mixed results on the effectiveness
of such programs, they should be considered cautiously. Rumberger and Pallardy (2005) suggest
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that altering school policies and practices, namely addressing teacher expectations and academic
climate, may have a larger impact.
o In classrooms
One of the most prominent policies in the debate over classroom-level diversity is student
tracking. Tracking refers to the practice of assigning students to classrooms based on ability, and
as such, is a specific policy that constrains the ability of students to mix. Proponents argue that
teachers will be able to tailor instruction to groups of students with homogenous skill levels,
teaching will be easier and learning will increase. There is usually a higher academic track and a
lower, vocational track.
Tracking raises both effectiveness and equity issues. Is tracking effective and if so, is it
more effective than other ways to group students? Is it equitable i.e., do all students benefit
equally? These are critical questions as there is evidence that tracking is extensive and that poor
and minority students are more likely to be enrolled in lower tracks. 40 Answers to these
questions will depend on whether the groups created are truly homogeneous, and there is early
evidence to the contrary: based on a review of studies which she describes as rigorous, Hallinan
(1994) suggests that factors other than ability, such as scheduling and teacher resources, affect
tracking and how students are tracked varies across schools, and students often change tracks
within and across years.
Race may be one factor that affects tracking and homogeneity. Hochschild (2003)
reviews evidence that indicates that, while tracking is not determined by race directly, it is
indirectly discriminatory on the basis of class, and achievement tests, which are the grounds for
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ability tracking, may be racially biased. Thus it is particularly important to the achievement of
African American teens to review the relevant evidence on tracking.
Research conducted over the past decade includes some high-quality, careful,
sophisticated studies, taking advantage of large rich datasets. 41 Findings are mixed and the
research community has been debating whether research has correctly identified the existence
and magnitude of effects and whether available data and statistical techniques can do so. 42
It appears that peers’ ability and race affect student achievement at all levels (Hanushek
et. al., 1999). There is a fairly widespread consensus that lower-achieving students would benefit
from attending class alongside their higher-achieving peers and evidence that African Americans
are particularly disadvantaged by being surrounded by other minority students. 43 There is more
disagreement on the effect on students in the upper tracks, where instruction is often found to be
of higher quality and students learn faster (Hallinan, 1994), and these students may be negatively
affected (Rees, Argys and Brewer, 1996; Condron, 2008) or unaffected (Zimmer, 2003) by detracking.
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Overall, results may be too inconclusive to warrant policy changes, effects may be too
small, and whether costs to some students outweigh benefits to others is unclear. 44 At the very
least, Sund (2007) suggests that tracking does not appear to be the most efficient way to allocate
students when the goal is to raise educational output in high school.
Thus, it seems that, rather than taking a stance on tracking, the most practical
recommendation would be to find ways to improve tracking where it prevails. As some of this
research, as well as research reviewed in previous sections, suggests, quality instruction and
challenging curricula are key, and perhaps the priority is to ensure that they be available across
tracks (Hallinan, 1994; Hochschild, 2003). 45
•

Reduced special education referrals
The placement of African American students in special education classes is a complex,

long-standing problem. The magnitude of the problem of over-representation of minority
students, especially African American males, was noted in every literature review on special
education examined for this paper. Farkas (2003) notes that, although there are no hard data to
demonstrate clear patterns of racial discrimination on the part of teachers, African American
students are more likely to be referred to special education because of perceived deficits by
educators – lower skills, ability and maturity than same age white students – and because
educators tend to have lower expectations of African American students and judge their
misbehavior more harshly.
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Unfortunately, the literature is not voluminous on specific recommendations to address
this issue. Authors generally recommend broad policies that address the sources of the low
performance and fewer opportunities that African American teens have, such as poverty,
segregation, and unequal school funding, quality and resources or narrower areas covered
elsewhere in this paper, such as hiring more African American teachers, training teachers to
teach for diversity and tracking, and they advocate further research into these domains as well as
special education placement (Artiles et. al., 2002; Blanchett, 2006; Farkas, 2003).
One exception is Salend et. al. (2002) who, based on a literature review, recommend
designing policies and programs that address special education referrals, assessments,
placements and services, with a focus on diversity and inclusion, in an effort to reduce racial bias
and cultural misinterpretation in the special education referral process. They suggest that schools
should use alternatives to traditional assessments before recommending students for special
education, and English language learners should have their skills assessed in their primary
language first. They emphasize the importance of involving diverse faculty in special education
referrals and assessments, as well as the importance of adapting special education curricula and
teaching styles to the needs of a diverse student population. Behavior management strategies and
discipline issues also need to be culturally and linguistically modified. More general
recommendations will help as well, such as improving relationships among teachers, students
and families, and involving families and the local community as part of a supportive school
environment.
•

Offer structural options such as
o Small learning environments
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The school size debate dates back at least half a century to James Contant’s (1959)
support for the large comprehensive high schools developed at the turn of the 20th century. A
large body of research has emerged on the benefits and costs of small school reform in recent
years as an increasing number of small schools have emerged across the country, particularly in
urban areas.
Fowler and Walberg (1991) and Fowler (1992) review literature theorizing that schools
with approximately 1,500 students or fewer result in superior outcomes for minority and poor
youth. Many reasons are proposed to explain a small school advantage for disadvantaged
students: that social aspects of the school serve as in intervening variable between size and
student performance; that there are high perceived expectations in small schools for all students;
that teachers and administrators have more ability to nurture student needs, which are higher for
disadvantaged students; that there are more opportunities to participate in extracurricular
activities; and that there is better student behavior. 46
Some empirical analysis suggests that small schools provide benefits to all student types
relative to large schools. Lee and Smith (1995), for example, find that smaller schools produce
achievement gains for all students, but also that the distribution of those gains across
socioeconomic status and race is more equitable in smaller schools. Other researchers find that
large schools do not have particularly negative effects on disadvantaged students, and small
schools better serve disadvantaged students not only vis-à-vis absolute achievement levels
(Howley et al., 2002; Bickel et. al., 2000), but also with respect to achievement gaps (McMillen,
2004). None of these studies, however, addresses the potential selection bias or endogeneity of
the school choice decisions.
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Small school size has been shown to provide positive social as well as academic
environments for students; research has shown more positive personal interactions between
teachers and students, between teachers and teachers, and between teachers and administrative
staff in small high schools, which may, in turn, contribute to small schools’ higher student
outcomes (Finn and Voelkl, 1993). Many researchers attribute this positive social and academic
environment to the fact that teachers in small high schools interact with fewer students and are
thus able to tailor their teaching to students’ needs and provide personalized assistance to
students who need additional help (Lee and Loeb, 2000; Wasley et. al., 2000).
In addition to the social benefits, some research has shown that students in small high
schools have higher achievement outcomes than those in large schools. Lee and Smith (1995)
found a positive relationship between student gains in reading, math, history and science, and
small high school size. Moreover, small schools are more likely to be violence-free and have
better-behaved students, which, in turn, has been found to contribute to higher attendance and
lower dropout and truancy rates (Raywid, 1997; Wasley, et al. 2000). Additionally, Lee and
Loeb (2000) argue that the more focused curriculum in many small high schools enables almost
all students to have similar academic experiences regardless of their interests, abilities or social
background, resulting in higher academic achievement overall, as well as achievement that is
more equitably distributed.
However, additional research suggests that small schools may create unintended
consequences for equity and segregation. Contrary to most analyses of school size that used
NELS: 88, Schneider, Wyse and Keesler (2007) examine the Education Longitudinal Study of
2002 (ELS: 2002) using hierarchical linear modeling and propensity score matching techniques.
The authors find that small schools may have detrimental effects for certain groups of students.
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Another concern is that creating smaller schools can cause overcrowding in the remaining large
high schools, which may have consequences for inequality if these schools are predominantly
attended by minorities and low-income students. Small schools may not be as good for minority
children as they are for whites as Perry (2003) notes, pointing to the evidence of small schools in
Boston and Cambridge, Massachusetts.
Despite the criticisms of some researchers, the majority of research on small schools
points to the promise of these types of reform. Small schools have the potential to improve
student academic performance as well as the learning and social environments within the school.
However, Fine and Somerville (1998) note that: “Experience and research make very clear that
school size does indeed matter – but they also make clear that ‘small’ is no silver bullet” (p.
104). Lee and Smith (2001) argue that small size is a “facilitating factor for creating
organizational features of schools that we have shown to be important determinants of learning”
(p. 157). Therefore, it becomes important to understand the performance of small schools within
their organizational context, especially since many small high schools, notably those created by
recent reform movements, are start-up organizations.
o Themed schools focusing on African American culture
The Afro-centric curriculum reform movement developed in the late 1960s as parents
demanded more culturally inclusive curricula and more representation of African American
history and culture. In theory, an Afro-centric curriculum is expected to help raise the
achievement of African American teens because it is adapted to African American teens’
learning and testing styles and intertwines African American culture into pedagogy and
curriculum (Giddings 2001; Ginwright, 2000). As Lewis et. al. (2006) further explain, it aims to
inspire them to succeed, boost their shared orientation, increase their connection to school, and
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get them interested in social change. Lewis et. al. (2006) cite a 1992 study by Joan Ratteray
where alumni of Afro-centric schools praise their schools for report a number of positive
characteristics about their schools, including the rigorous, culturally-sensitive academic
curricula, a family-like school climate, good relationships with teachers, and small size.
Unfortunately, Afro-centric curricula and schools are not widespread, therefore, the
research base is thin and provides insufficient evidence on success. Few schools in the country
offer an Afro-centric curriculum and reform efforts in that direction have not necessarily put into
practice. Giddings (2001) reports on efforts in Philadelphia in the 1990s, for example, but the
reform seems to have been largely unimplemented. Further, Afro-centric schools may not be all
that appealing to African American families. Bifulco and Ladd (2006) find that many parents,
especially those without a college education, will not choose those schools over other options
when available, in part because of reluctance to send their children to highly segregated schools.
There is limited evidence of success from small studies conducted during the 1990s.
Asante (1992) employs qualitative research methods and finds that children who benefited from
an Afro-centric education were more motivated, disciplined and successful in school. Manley’s
(1994) surveys and interviews reveal an increased interest in schoolwork on the part of lessmotivated, lower performing students. The study by Ratteray (Lewis et. al., 2006) finds positive
effects of Afro-centric schools on African Americans’ college preparatory test performance, high
school graduation, college enrollment rates, and applications to high status jobs.
Still there is a lack of large, longitudinal quantitative studies in this area to provide
definitive answers, allow for comparisons, and disentangle the role of Afro-centric curricula
from those of confounding factors such as selection, the range of choices available, and parents’
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education and socio-economic status, whence the limited evidence so far (Cooper and Jordan,
2005; Manley, 1994).
This is a conundrum. Clearly, more research is needed to better understand if and how
Afro-centric schools could benefit African-American teens, but the challenge is then to convince
school districts that such curricula hold potential and are at least harmless, and to adopt them on
a large enough range to allow for quality evaluations.
o

Single-sex schools

Would single-sex schools enhance the achievement of African American teens? Glasser
2008) provides the arguments hailed by supporters and opponents of single sex education. First,
supporters argue that boys need to be taught separately so they will not dominate discussions and
activities, and to address their academic underachievement and distractions. As confirmation, the
US Department of Education (USDOE) (2008) reports on site visits in which principals and
teachers express beliefs that the main benefits of single-sex schooling are indeed fewer
distractions from learning and higher achievement.
Opponents of single-sex education, on the other hand, claim that educating children
together better prepares them for the “real world” and enhances equity between the sexes.
The evidence is mixed: USDOE’s (2008) systematic literature review includes 53 percent
of studies that report no effects, 10 percent with mixed results (depending on sex and grade
level) and 35 percent that find positive effects of single-sex schooling. The lack of conclusive
evidence may be related to implementation issues: USDOE (2008) also describes site visits in
eight single sex schools that result in little evidence of substantive modifications of curricula to
address specific needs of boys or girls.
Hubbard and Datnow (2005) also report that the educational experience varies by gender
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and across ethnic and racial groups, suggesting potential for single-sex education for some
groups in spite of the inconclusive evidence overall. Evidence for African Americans seems
equally mixed, however. Singh et. al. (1998) compare two single-sex and two coed fifth grade
classes (a total of 90 students) and find that class grades are sometimes higher in single sex
classes but other times the same. There was no clear pattern in standardized test scores. The
authors hypothesize that single-sex schooling, through reorganization of the classroom
environment, exerts a stronger influence on class grades. Such small studies make it difficult to
control for the effect of confounding factors, as is confirmed by Hubbard and Datnow’s (2005)
two-year ethnographic study of poor, minority students in single-sex schools in California. For
them, single-sex schools does indeed show some success but this success was due only in part to
their single-sex nature, and more due to organizational features, good relationships between
students and teachers and high resources.
Perhaps the answer lies in further study of successful single-sex schools to understand
and replicate other features that may be responsible for their success.
o Charter schools
While charter schools have been proliferating since the first law was passed in 1991, and
served more than 825,000 students in 2004 (Stoddard and Corcoran, 2007), it is unclear whether
they are successful in general and, in particular, with African American students (Zimmer and
Buddin, 2005).
There is some evidence, mostly from the elementary and middle school levels, that
average achievement is the same or higher and improves at a faster pace in regular public schools
than in charter schools, including for African American students. 47 Even when pockets of
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success are identified (e.g., higher high school completion and college entry for multi-grade
charter high schools in Chicago as in Booker, Gill, Zimmer, and Sass, 2008), it is nearly
impossible to generalize.
Further, there is evidence from large, longitudinal datasets that charter schools start off at
a disadvantage but then their students catch up and sometimes overtake their regular public
school counterparts after a few years; examples of this can been see in Florida (Sass, 2006),
Wisconsin (Witte, 2007), and Texas (Booker, 2007). Yet these successes do not seem to benefit
minorities (Nelson et. al., 2004), even in evidence also supported by data from large school
systems [see Bifulco and Ladd (2006) on North Carolina and Zimmer and Budding (2006) on
Los Angeles and San Diego].
Overall, the inconclusive evidence from elementary and middle schools and the limited
research at the high school level due to the dearth of relevant comprehensive data sources seem
to call for more research on whether and how charter schools can improve African American
teen achievement before policy can be designed and implemented with confidence.
•

Engage
o Parents and communities in supporting students
Parents can foster student achievement in several ways. Their support, involvement, and

expectations, especially those of mothers, have been widely shown to affect students’
expectations and outcomes, including grades and attendance, as well as the likelihood that they
will continue on to college. 48 Mothers seem to play a particularly important role in the case of
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African American students. Taylor and Lopez (2005) find that the degree to which parents
organize their homes affects both their own involvement and their children’s outcomes. 49
Some authors urge caution as more research is needed on African American parent
involvement and resources that can affect their children’s education (Nettles, Millett and Oh,
2006), yet others have suggestions for policy, especially for helpful components of parenting
programs. Kerpelman, Eryigit and Stephens (2008) recommend parents learn to praise their
teenage children and encourage them to be positive and ambitious when it comes to their
education, to actively participate in curricular and extracurricular activities, and to discount
negative peer pressure. Charles, Roscigno and Torres (2007) propose that parents reinforce their
children’s desire and expectations to go to college by helping them establish goals and plans to
reach them, including courses to take and activities to undertake, and formulate together a plan
for financing college-going, based on own resources and financial aid information. The evidence
in Taylor and Lopez (2005) suggests that, in addition to encouraging parents to have high
expectations for their children, school leaders should find ways to get parents more involved by
encouraging them to attend meetings and events in the school and following their children’s
homework and by finding resources and programs that parents can use to better organize their
homes and home lives.
Thus, it appears that parenting programs hold promise as a policy tool to raise African
American student achievement and, although further research is warranted, Ferguson (2005,
2007) points to a number of such programs that have exhibited some evidence of success with
respect to raising the performance of African American teens. These programs focus on teens
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levels, and have fewer disciplinary and emotional problems.
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and parents reading together regularly at home or school, working on homework together and
spending more time on learning activities rather than watching television.
Programs to help parents beyond their interactions with their children show promise as
well, especially if they can help make up for the resources poor African American parents may
not have that other parents do. Such programs include: helping close resource disparities by
providing parents with books and learning materials to help their children at home; facilitating
relationships between parents and school staff; helping parents gain access to services such as
physical and mental health care; and stress, home and family management.
Since the evidence on programs for the parents of African American teens is limited, it
may be instructive to consider insight from programs aimed at younger children. Some programs
have proven successful at improving parenting skills and some of those have helped improve
school readiness as well (Brooks-Gunn and Markman, 2005). Home- and center-based programs
that are aimed at poor families, and in fact reaching primarily minority families, and that
specifically address parenting skills, improve care, discipline and parent-child relationships are
promising. Center-based programs seem most effective in that they also improve school
readiness, and some family literacy programs help as well. These programs are particularly
effective with minority parents, which helps to reduce the racial gap.
•

Use Data to Monitor Programs and Identify Successful Interventions
Many schools and districts are committed to raising the achievement of their African

American students. Data, and in particular data on student subgroups, are now routinely collected
in the context of increased accountability and No Child Left Behind. Researchers recommend
that district leaders leverage these data investments to monitor African American student
progress as early as middle school, make adjustments to programs and services, and identify and
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share successful practices (to replicate) as well as failing ones (to revise or abandon). 50 School
staff need information in a timely manner and they need help in learning where to start in the
analysis of the sometimes vast amounts of data available and how to use findings as incentives,
encouragement and for learning. Guidance and training, as well as involving a range of
stakeholders across the district in a safe environment, are key to providing the knowledge and
necessary levels of comfort and trust to effectively obtain and use vast amounts of data to
improve teaching and learning. 51 Additionally, commissioning rigorous evaluations of the
programs and reforms already in place would confirm their potential and help spread best
practices.
Richard Murnane and colleagues have devised DataWise, a plan to help schools use data
to improve student achievement, through a collaboration between Boston Public Schools and
Harvard Graduate School of Education faculty and students. 52 DataWise organizes the work into
three phases broken down into a series of clear steps. 53 The preparation phase lays the
groundwork for learning from student assessment results. First, it enables group work, including
cross-school collaboration. The second step is the actual learning of how to use assessments,
mastering relevant software and analytical tools and incorporating other sources of data. 54 The
inquiry phase comes next, in which school staff put together and examine data, describe and
compare student subgroups, identify and discuss questions and problems, and relate them to
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Cota-Robles and Gordan, 1999; The College Board, 1999; Losen, Orfield and Balfanz, 2006; Nettles, Millett and
Oh, 2006; Balfanz, Herzog and Mac Iver, 2007.
51
See as example experiences: Chattanooga, Tennessee (Vaughan and Kelly, 2008); Naperville, near Chicago
(Chiszar, 2008); and Midwestern schools and districts (Shen and Cooley, 2008).
52
Boudett et. al., 2005; Boudett, City and Murnane, 2005, 2006; Murnane, City and Singleton, 2008; Murnane,
Sharkey and Boudett, 2005; Sharkey and Murnane, 2003.
53
For a fuller summary of the process, see Shirley Key’s review of Bourdett, City and Murnane (2005) at
http://www.lib.msu.edu/corby/reviews/posted/boudett.htm. For the design of professional development around data
use, see in particular Boudett et. al. (2005).
54
See for example: Shen and Cooley, 2008; Mishook et. al., 2008; and Vaughan and Kelly (2008) on valuable data
sources and indicators and how top leverage them.
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instructional practices, both current and best ones. Finally, a plan for instructional improvements
is designed, implemented and assessed in the action phase.
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SUMMARY
Our review of the research to unearth levers of change in the academic achievement of
African American teens has identified many interesting ideas, summarized below. The evidence
on most is limited. The few promising strategies are probably effective with all children, not just
African Americans, and especially with poor children – which may make related suggestions for
reform more palatable. Not all of the areas we explore are equally promising. In particular, ways
to structure schools beyond creating small schools seem to warrant much more research and
evaluation. On the other hand, providing students with more information on college going and
enabling them to take college entrance exams for free may be particularly promising levers, as
they seem feasible and their cost is relatively low. There is much hope for the success of African
American teens in school, the workforce and society.
•

Recruit teachers who are:
o Highly qualified
o Possibly African-American

•

Train teachers (professional development) to:
o Manage cultural, racial and ethnic diversity
o Resolve conflict
o Expect high achievement from African American students

•

Design school policies to:
o Increase attendance
o Reduce disruption due to disciplinary action
o Foster relationships among students and adults
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•

Provide:
o Academically advanced courses e.g., college preparatory courses, advanced
placement and gifted and talented programs
o Opportunities to combine academic and vocational curricula
o Information on college options, application processes and financial aid
o Opportunities and incentives such as PSAT/NMSQT and SAT policies
o Supplementary academic and extracurricular support
o The importance of peer groups:
o In schools
o In classrooms
o Reduced special education referrals

•

Offer structural options such as:
o Small learning environments
o Themed schools focusing on African American culture
o Single-sex schools
o Charter Schools

•

Engage:
o Parents and communities in supporting students

•

Use :
o Data to monitor programs and identify successful interventions

43

REFERENCES

Adelabou, D.H. (2008). Future time perspective, Hope and Ethnic identity among African
American students. Urban Education. 43(3): 347-360.
Adelman, C. (1999). Answers in the toolbox: Academic intensity, attendance patterns, and
bachelor’s degree attainment. Washington, D.C.: U.S. Department of Education.
Retrieved from http://www.ed.gov/pubs/Toolbox/toolbox.html
Adelman, C. (2006). The Toolbox Revisited: Paths to Degree Completion From High School
Through College. Washington, D.C.: U.S. Department of Education.
The Advancement Project and The Civil Rights Project. (2000). Opportunities suspended: The
devastating consequences of zero tolerance and school discipline policies. Cambridge,
MA: Harvard University, The Civil Rights Project. Retrieved from
www.law.harvard.edu/civilrights/conferences/zero/zt_report2.html
Angrist, J. D. & Lang, K. (2004). Does School Integration Generate Peer Effects? Evidence
from Boston’s Metco Program. National Bureau of Economic Research. Discussion
Paper No. 976.
Artiles, A. J., Harry, B., Reschly, D.J., & Chinn, P.C. (2002). Over-Identification of Students of
Color in Special Education: A Critical Overview. Multicultural Perspectives. 4(1): 3-10.
Arum, R. (2003). Judging school discipline:The crisis of moral authority. Cambridge, MA:
Harvard University Press.
Asante, M. K. (1992). Afrocentric curriculum. Educational Leadership. 49(4): 28-31.
Attewell, P. & Domina, T. (2008). Raising the Bar: Curricular Intensity and Academic
Performance. Educational Evaluation and Policy Analysis. 30(1): 51-71.
Babcock, P. (2006). From Ties to Gains? Evidence on Connectedness, Skill Acquisition, and
Diversity. Santa Barbara: University of California. March 1, 2006.
Balfanz, R., Herzog, L., & MacIver, D. (2007). Preventing Student Disengagement and Keeping
Students on the Graduation Path in Urban Middle-Grades Schools: Early Identification
and Effective Interventions. Educational Psychologist. 42(4): 223-235.
Barker, R. G., & Gump, P. (1964). Big school, small school. Stanford: Stanford Univ. Press.

44

Baum, S. & Payea, K. (2004). Education Pays: The Benefits of Higher Education for Individuals
and Society. New York: The College Board. Retrieved from
http://www.collegeboard.com/prod_downloads/press/cost04/EducationPays2004.pdf
Bettinger, E. (2005). The Effect of Charter Schools on Charter Students and Public Schools.
Economics of Education Review. 24(2): 133-147.
Betts, J. R. & Shkolnik, J. L. (1999). Key difficulties in identifying the effects of ability
grouping on student achievement. Economics of Education Review. 19(1): 21-26.
Bickel, R., Howley, C., Williams, T., & Glascock, C. (2000). High school size, achievement
equity, and cost: Robust interaction effects and tentative results. Washington, D.C.: Rural
School and Community Trust.
Bifulco, R. & Ladd, H. F. (2006). School Choice, Racial Segregation and Test-Score Gaps:
Evidence from North Carolina’s Charter School Program. Presented at Annual Meeting
of Allied Social Science Associations, Boston, MA, January 8, 2006.
Bishop, K., Dudley, P. M., Mihaly, K. & Murphy, A. (2005). The Lasting Impact of Teachers:
An Analysis of Teacher Race and Student Achievement. Working Paper. Duke
University, October 2005.
Blanchett, W. J. (2006). Disproportionate Representation of African American Students in
Special Education: Acknowledging the Role of White Privilege and Racism. Educational
Researcher. 35(6): 24-28.
Booker, K., Gill, B., Zimmer, R., & Sass, T. R. (2008). Achievement and Attainment in Chicago
Charter Schools, RAND Technical Report. Retrieved from
http://www.rand.org/pubs/technical_reports/TR585/
Booker, K., Gilpatric, S., Gronberg, T., & Jansen, D. (2007). The impact of charter school
attendance on student performance. Journal of Public Economics. 91(5/6): 849-876.
Borman, G.D., Stringfield, S., & Rachuba, L. (1998). Advancing Minority High Achievement:
National Trends and Promising Programs and Practices. A Report Prepared for the
National Task Force on Minority High Achievement, the College Board.
Boudett, K. P.; City, E. A. & Murnane, R. J. (Eds.) (2005). Data Wise: A Step-by-Step Guide to
Using Assessment Results to Improve Teaching and Learning. Cambridge, MA: Harvard
Education Publishing.
Boudett, K. P., City, E. A., & Murnane, R. J. (2006). The "data wise" improvement process.
Principal Leadership (Middle School Ed.) 7(2), 53-56.
45

Boudett, K. P., Murnane, R. J, City, E. A, & Moody, L. (2005). Teaching Educators How to Use
Student Assessment Data to Improve Instruction, Phi Delta Kappan. 86(9): 700-706.
Bowen, W. G., Kurzweil, M.A., & Tobin, E. (2005). Equity and excellence in American higher
education. Charlottesville: University of Virginia Press.
Boyd, D., Grossman, P., Lankford, H., Loeb, S. & Wyckoff, J. (2008). Teacher Preparation and
Student Achievement. Working Paper #14314. Cambridge, MA: National Bureau of
Economic Research.
Brooks-Gunn, J. & Markman, L. B. (2005). The Contribution of Parenting to Ethnic and Racial
Gaps in School Readiness. Future of Children 15(1): 139-168.
Brophy, J., & Good, T. (1970). Teachers' communication of differential expectations for
children's classroom performance: Some behavioral data. Journal of Educational
Psychology. 61(5): 365-374.
Burton, N. & Ramist, L. (2001). Predicting Success in College: SAT Studies of Classes
Graduating Since 1980. College Board Research Reports No. 2001-2. New York: The
College Board.
Cameron, S. V. & Heckman, J. J. (1999). The Dynamics of Educational attainment for Blacks,
Hispanics, and Whites. National Bureau of Economic Research. Working Paper 7249.
July 1999. Retrieved from http://www.nber.org/papers/w7249
Cameron, S. V. & Heckman, J. J. (2001).The Dynamics of Educational Attainment for Black,
Hispanic and White Males. Journal of Political Economy. 109(3): 455-499.
Carnoy, M., Jacobsen, R., Mishel, L. & Rothstein, R. (2006). The Charter School Dust-Up
Examining the Evidence on Enrollment and Achievement. Economic Policy Institute.
Retrieved from http://www.epi.org/content.cfm/book_charter_school
Castellano, M., Stone, J.R., & Stringfield, S. (2003). Secondary Career and Technical Education
and Comprehensive School Reform: Implications for Research and Practice. Review of
Educational Research. 73(2): 231–272.
Charles, C.Z., Roscigno, V. J., & Torres, K. C. (2007). Racial inequality and college attendance:
The mediating role of parental investments. Social Science Research. 36(1): 329-352.
Chiszar, D. (2008). Flexibility and Adaptability: Building a Data System That Works for
Everyone. Voices in Urban Education. 18 (Winter).
The Civil Rights Project, Harvard University (2005). Retrieved from
http://www.civilrightsproject.harvard.edu/research/

46

Clewell, B. C. & Villegas, A. M. (1998). Diversifying the Teaching Force to Improve Urban
Schools: Meeting the Challenge—Introduction. Education and Urban Society. 31(1): 3–
17.
Cohen, M. & Besharov, D. J. (2002). The Role of Career and Technical education: Implications
for the Federal Government. Washington, D.C.: Office of Vocational and Adult
Education.
The College Board (2005). Using the SAT as Part of the State of Maine’s High School
Assessment Program. A Position Paper Prepared for the Maine Department of
Education. New York, NY: The College Board.
Colorado Department of Education (2006). ACT in Colorado, 2001-2005. Presentation prepared
for 2006 National Conference on Large-Scale Assessment Resource Materials.
Washington, D.C.: Council of Chief State School Officers.
Condron, D. J. (2008). An Early Start: Skill Grouping and Unequal Reading Gains in the
Elementary Years. The Sociological Quarterly. 49: 363–394.
Cooper, R. & Jordan, W. J. (2005). Cultural Issues in Comprehensive School Reform. In
Olatokunbo S. Fashola, (Ed.). Educating African American Males: Voices from the Field.
Thousand Oaks, CA: Corwin Press.
Cota-Robles, E.H. & Gordan, E.W. (1999). Reaching the Top: A Report of the National Task
Force on Minority High Achievement. New York: The College Board.
Darley, J., & Fazio, R. (1980). Expectancy confirmation processes arising in the social
interaction sequence. American Psychologist. 35: 867-881.
Darling-Hammond, L. (1999). Teacher Quality and Student Achievement: A review of state
policy evidence. Document #R-99-1. University of Washington: Center for Teaching
and Policy.
Dee, T. S. (2005). A Teacher Like Me: Does Race, Ethnicity, or Gender Matter? American
Economic Review. 95(2): 158–165.
Dee, T. S. (2004). Teachers, race and student achievement in a randomized experiment. The
Review of Economics and Statistics. 86(1): 195–210.
Department of Education (2008). Early Implementation of public single-sex schools: perceptions
and characteristics. Report Prepared for the U.S. DOE, office of planning, evaluation
and policy development.

47

Diamond, J. B., Lewis, A. E. & Gordon, L. (2007). Race and school achievement in a
desegregated suburb: reconsidering the oppositional culture explanation. International
Journal of Qualitative Studies in Education. 20 (6): 655–679
Diamond, J. B. (in press) “’Are We Barking Up the Wrong Tree?’ Rethinking Oppositional
Culture Explanations for the Black/White Achievement Gap in the US.” Journal of
Curriculum Studies. (forthcoming)
Downey, D. B. (2008). Black/White Differences in School Performance: The Oppositional
Culture Explanation. Annual Review of Sociology. 34:107-126.
Duval County Public Schools (2007). Florida Partnership For Minority and Underrepresented
Students Achievement: 2006-07 Florida Public School Data Highlights for Duval School
District. Duval County Public Schools website, www.dreamsbeginhere.org.
Dynarski, S. M. (1999). Does Aid Matter? Measuring the Effect of Student Aid on College
Attendance and Completion. NBER Working Paper No. 7422. November 1999, JEL No.
I22, J24.
Education Commission of the States. (2007). Adequate Yearly Progress (AYP): NCLB
reauthorization. Retrieved from http://nclbmb.ecs.org/reports/Report.aspx?id=1560
Ehrenberg, R. G., Goldhaber, D. G., Brewer, D. J. (1995). Do teachers' race, gender, and
ethnicity matter? Industrial and Labor Relations Review. 48 (3): 547-561.
Eide, E.R. & Ronan, N. (2001). Is participation in high school athletics an investment or a
consumption good? Economics of Education Review. 20: 431–442.
Entwisle, D. R. (1990). Schools and Adolescence. In S. S. Feldman & G. R. Elliott (Eds.), At The
Threshold: The Developing Adolescent. Cambridge: Harvard University Press.
Faircloth, B. and Hamm, J. (2005). Sense of belonging among high school students representing
4 ethnic groups. Journal of Youth and Adolescence. 34(4): 293-309.
Farkas, G. (2003). Racial Disparities and Discrimination in Education: What Do We know, How
Do We Know It, and What Do We Need to Know? Teachers College Record. 105(6):
1119–1146.
Ferguson, R. (1998). Teachers' perceptions and expectations and the black–white test score gap.
In C. Jencks & M. Phillips (Eds.), The black–white test score gap. Washington, D.C.:
Brookings Institution Press.
Ferguson, R. (2003). Teachers’ Perceptions and Expectations and the Black-White test score gap.
Urban Education. 38(4): 460-50.
48

Ferguson, R. (2005). Toward Skilled Parenting & Transformed Schools Inside a National
Movement for Excellence With Equity. Paper presented at the Symposium on the
“Social Costs of Inadequate Education,” (Oct. 24-25, 2005. New York, Teachers’
College.)
Ferguson, R. (2007). Parenting Practices, Teenage Lifestyles, and Academic Achievement
among African American Children. Focus. 25(1): 18 – 26.
Ferguson, R.F., & Ladd, H.F. (1996). How and why money matters: An analysis of Alabama
schools. In Helen Ladd (Ed.), Holding schools accountable. Washington, D.C.:
Brookings Institution.
Fine, M., & Somerville, J. I., (Eds.). (1998). Small schools, big imaginations: A creative look at
urban public schools. Chicago: Cross City Campaign for Urban School Reform.
Finn, C., Manno, B. V., & Bierlein, L. (1996). Charter Schools in action: What have we
learned? Indianapolis: Hudson Institute.
Finn, J. & Voelkl, K. (1993). School Characteristics related to student engagement. Journal of
Negro Education. 62: 249-268.
Flowers, L.A. (2007). Recommendations for research to improve reading achievement for
African American students. Reading Research Quarterly. 42: 424-428.
Ford, D.Y., Grantham, T. C. & Whiting, G. W. (2008). Another Look at the Achievement Gap
Learning From the Experiences of Gifted Black Students. Urban Education. 43(2): 216239.
Fordham, S. & Ogbu, J. U. (1986). Black students' school success: Coping with the “burden of
‘acting white.’” The Urban Review. 18(3): 176-206.
Fowler, W. J., Jr. (1992). What Do We Know about School Size? What Should We Know? Paper
presented at the Annual Meeting of the American Educational Research Association, San
Francisco, CA, April 1992 (ED 347 675).
Fowler, W. J., Jr., & Walberg, H. J. (1991). School size, characteristics, and outcomes.
Educational Evaluation and Policy Analysis. 13(2): 189-202.
Fredricks, J. & Eccles, J.S. (2006). Is extracurricular participation associated with beneficial
outcomes? Concurrent and longitudinal relations. Developmental Psychology. 42 (4):
698-713.
Freeman, K. & Thomas, G. E. (2002). Black Colleges and College Choice: Characteristics of
Students Who Choose HBCUs. The Review of Higher Education. 25(3): 349–358.
49

Fryer, R. G., Jr., & Levitt, S. D. (2006). The Black-White Test Score Gap Through Third Grade.
American Law and Economics Review. 8(2): 249–281.
Fryer, R. G. (2006). Acting White. Education Next. (Winter) Retrieved from
http://www.educationnext.org/20061/52.html
Fryer, R. G. & Torelli, P. (2005). An Empirical Analysis of ‘Acting White’. NBER Working
Paper No. 11334.
Furstenberg, F. F., Jr.,. & Neumark, D. (2005). School-to-Career and Post-Secondary Education:
Evidence from the Philadelphia Educational Longitudinal Study Institute for the Study of
Labor Discussion Paper No. 1552. Bonn, Germany.
Furstenberg, F. F., Jr. & Neumark, D. (2007). Encouraging Education in an Urban School
District: Evidence from the Philadelphia Educational Longitudinal Study, Education
Economics. 15(2): 135-157.
Gallego, M., Cole, M., & The Laboratory of Comparative Human Cognition. (2002). Classroom
cultures and cultures in the classroom. In V. Richardson (Ed.), Handbook for research on
teaching. (3rd ed.). Washington, D.C.: American Educational Research Association.
Gandara, P., & Maxwell-Jolly, J. (1999). Priming the Pump: Strategies for Increasing the
Achievement of Underrepresented Minority Undergraduates. New York: The College
Board.
Gay, G., Dingus, J., & Jackson, C. (2003). The presence and performance of teachers of color in
the profession. National Collaborative on Diversity in the Teaching Force. Retrieved
from http://www.communityteachers.org/programs/nationalcollaborative.html
Giddings, G. J. (2001). Infusion of Afrocentric Content Into the School Curriculum: Toward an
Effective Movement. Journal of Black Studies. 31: 462-482.
Ginwright, S.A. (2000). Identity for Sale: The Limits of Racial Reform in Urban Schools. The
Urban Review. 32(1): 87-104.
Girotto, J., & Peterson, P.E. (1999). Do hard courses and good grades enhance cognitive skills?
In Mayer, S., & Peterson, P. (Eds.). Earning and learning: How schools matter.
Washington, D.C.: Brookings Institution.
Gladieux, L. G., & Swail, W. S. (1999). Financial aid is not enough: Improving the odds for
minority and low-income students. In J. E. King (Ed.), Financing a college education:
How it works, how it's changing. Westport, CT: Oryx Press.
Glasser, H. & Samuels, J. (2008). Single-sex schools and classrooms in public education: Why
people want and don’t want them. 2008 National Conference NAPE. Retrieved from
50

www.womenwork.org/network/conferences/Glasser.ppt
Gootman, E. (2008). Mixed Results on Paying City Students to Pass Test. New York Times.
August 19, 2008. Retrieved from http://www.educationinthenews.ca/2008/08/mixedresults-on-paying-city-students.html
Gottfredson, D.C. (1985). School Size and School Disorder. Baltimore, MD: Center for Social
Organization of Schools, Johns Hopkins University.
Graham, P. A. (1987). Black Teachers: A Drastically Scarce Resource. Phi Delta Kappan. 68(8):
598–605.
Grant, C., & Sleeter, C. (1986). Race, class, and gender in education research: An argument for
an integrative analysis. Review of Educational Research. 56: 195-211.
Greene, J. P., & Foster, G. (2003). Public school graduation and college readiness rates in the
United States. (Education working paper #3). New York: Center for Civic Innovation at
the Manhattan Institute.
Greenwald, R., Hedges, L. V. & Laine, R. D. (1996). The Effect of School Resources on Student
Achievement. Review of Educational Research. 66(3): 361-396.
Gregory, A. (2005). A window on the discipline gap: defiance or cooperation in the high school
classroom. Doctoral dissertation, University of California, Berkeley, 2005, AAT
3187043. Retrieved from
http://proquest.umi.com/pqdlink?did=982812061&Fmt=7&clientId=9269&RQT=309&V
Name=PQD
Grodsky, E. & Jones, M. (2007). Real and Imagined Barriers to College Entry: Perception of
Cost. Social Science Research. 36(2): 745-766.
Guryan, J. (2004). Desegregation and black dropout rates. American Economic Review. 94(4):
919-943.
Haller, E. J. (1992). High School Size and Student Indiscipline: Another Aspect of the School
Consolidation Issue. Educational Evaluation and Policy Analysis. 14(2): 145-156.
Hallinan, M. T. (1994). Tracking: From Theory to Practice. Sociology of Education. 67(2): 7984.
Hanushek, E. A., Kain, J. F., Markman, J. M., & Rivkin, S. G. (1999). Do Peers Affect Student
Achievement? Paper prepared for the Conference on Empirics of Social Interactions.
Brookings Institution, January 14-15, 2000.
51

Hanushek, E.A., Kain, J.F., Markman, L.M., Rivkin, S.G. (2003). Does Peer Ability Affect
Achievement? Journal of Applied Econometrics. 18(5): 527-544.
Hanushek, E. A., Kain, J. F., & Rivkin, S. G. (2004). New Evidence about Brown v. Board of
Education: The Complex Effects of School Racial Composition on Achievement.
Working Paper, Hoover Institution, Stanford University.
Hanushek, E. A., & Rivkin, S. G. (2008). Harming the Best: How schools affect the blackwhite achievement gap. Working Paper #14211. Cambridge, MA: National Bureau of
Economic Research.
Hanushek, E. A., & Wößmann, L. (2006). Does Educational Tracking Affect Performance and
Inequality? Differences-in-Differences Evidence across Countries. The Economic
Journal. 116 (March): C63–C76.
Harris, A. L. (2006). I (Don’t) Hate School: Revisiting Oppositional Culture Theory of Blacks’
Resistance to Schooling. Social Forces, 85 (2): 797-834.
Harrison, H. D. (2004). Technical, Vocational, and Career Education: Alternative Strategies to
Reduce the Dropout Rate. Paper prepared for the Tennessee Council on VocationalTechnical Education.
http://www.tennessee.gov/education/cte_council/doc/career_alternatives.pdf
Heller, D. E. (1997). Student price response in higher education. The Journal of Higher
Education. 68: 624-659
Heller, D. E, (Ed.) (2002). Condition of Access: Higher Education for Lower Income Students.
ACE/Praeger Series on Higher Education. Westport, CT: Praeger Press, 2002.
Heller, D.E. (2004). State merit scholarship programs. In E.P. St. John (Ed.): Readings on Equal
Education 19: Public Policy and College Access: Investigating the Federal and State
Roles in Equalizing Postsecondary Opportunity. New York: AMS Press.
Hochschild, J. L. (2003). Social Class in Public Schools. Journal of Social Issues. 59(4): 821—
840.
Horn, L., Kojaku, L., & Carroll, C.D. (2001). High school academic curriculum and the
persistence path through college: Persistence and transfer behavior of undergraduates 3
years after entering 4-year institutions [NCES 2001-163]. Washington, D.C.: National
Center for Education Statistics, U.S. Department of Education, Office of Educational
Research and Improvement.

52

Howley, C., Strange, M., & Bickel, R. (2002). The influence of scale: small schools make a big
difference for children from poor families. American School Board Journal. 189 (3), 2830.
Howsen, R. M. & Trawick, M. W. (2007). Teachers, race and student achievement revisited.
Applied Economics Letters. 14(14): 1023-1027.
Hoxby, C. (2000). Peer Effects in the Classroom: Learning from Gender and Race Variation.
National Bureau of Economic Research, Working Paper 7867, Cambridge, MA.
Hubbard, L. & Datnow, A. (2005). Do single sex schools improve the education of low income
and minority students? An investigation of California’s public single gender academies.
Anthropology and Education Quarterly. 36(2): 115-131.
Irvine, J. J. (1990). Black students and school failure: Policies, practices, and prescriptions.
New York: Praeger.
Joint Center for Political Studies. (1989). Visions of a better way—A Black appraisal of public
schooling. Washington, D.C.: Joint Center for Political Studies.
Jones, T. & Shen, X. (2003). An analysis of California Zero Tolerance Policy. Retrieved from
http://ldt.stanford.edu/~jonestr/2004/presentations/papers/TameciaXuejunPolicyAnalysis
Paper.pdf
Jordan, W. J., McPartland, J. M., Legters, N. E. & Balfanz, R. (2000). Creating a Comprehensive
School Reform Model: The Talent Development High School With Career Academies.
Journal of Education for Students Placed at Risk. 5(1): 159- 181.
Jussim, L., Eccles, J., & Madon, S. (1996). Social perception, social stereotypes, and teacher
expectations: Accuracy and the quest for the powerful self-fulfilling prophecy. Advances
in Experimental Social Psychology. 28: 281-387.
Kane, T. J. (1994). College Attendance by Blacks Since 1970: The Role of College Cost, Family
Background and the Returns to Education. Journal of Political Economy. 102(5): 878911.
Kane, T. J. (2003). A Quasi-Experimental Estimate of the Impact of Financial Aid on CollegeGoing. WP No. 9703, Cambridge, MA: National Bureau of Economic Research.
Kane, T. J., Rockoff, J. E. & Staiger, D. O. (2007). What does certification tell us about teacher
effectiveness? Evidence from New York City. Economics of Education Review. In press,
corrected proof. Available online 13 October 2007.

53

Kemple, J. J. (1997). Communities of Support for Students and Teachers—Emerging Findings
from a 10-Site Evaluation. New York: MDRC.
Kemple, J. J. (2001). Impacts on Students’ Initial Transitions to Post-Secondary Education and
Employment. New York: MDRC.
Kemple, J.J., Herlihy, C.M., & Smith, T.J. (2005). Making progress toward graduation:
Evidence from the Talent Development High School model. New York: MDRC.
Kemple, J. J., Poglinco, S. M., & Snipes, J. C. (1999). Building Career Awareness and WorkBased Learning Activities Through Employer Partnerships. New York: MDRC.
Kemple, J. J. & Rock, J. L. (1996). Early Implementation Lessons from a 10-Site Evaluation.
New York: MDRC.
Kemple, J. J. & Scott-Clayton, J. (2004). Career Academies: Impacts on Labor Market
Outcomes and Educational Attainment. New York: MDRC.
Kemple, J. J. & Snipes, J.C. (2000). Career Academies: Impacts on Students' Engagement and
Performance in High School. New York: MDRC.
Kerpelman, J. L., Eryigit, S. & Stephens, C. J. (2008). African American Adolescents’ Future
Education Orientation: Associations with Self-efficacy, Ethnic Identity, and Perceived
Parental Support. Journal of Youth and Adolescence. 37: 997–1008.
Key, Shirley, Education Book Reviews, Review of Bourdett, City & Murnane, (2005). Retrieved
from http://www.lib.msu.edu/corby/reviews/posted/boudett.htm
Klopfenstein, K. (2005). Beyond Test Scores: The Impact of Black Teacher Role Models on
Rigorous math taking. Contemporary Economic Policy. 23(3): 416–428.
Knight, S. L. & Wiseman, D. L. (2005). Professional Development for Teachers of Diverse
Students: A Summary of the Research. Journal of Education for Students Placed at Risk
(JESPAR). 10(4): 387-406.
Lee, J. (2002). Racial and Ethnic Achievement Gap Trends: Reversing the Progress Toward
Equity? Educational Researcher. 31(1): 3-12.
Lee, V. E. & Burkam, D. T. (2003). Dropping Out of High School: The Role of School
Organization and Structure. American Educational Research Journal. 4 (2): 353–393.
Lee V. E. & Loeb, S. (2000). School Size in Chicago Elementary Schools: Effects on Teachers'
Attitudes and Students' Achievement. American Educational Research Journal. 37(1): 331.

54

Lee, V. E., & Smith, J. B. (1995). Effects of high school restructuring and size on early gains in
achievement and engagement. Sociology of Education. 68(4), 241-270.
Lee, V. E. & Smith, J. B. (2001). Restructuring High Schools for Equity and Excellence: What
Works. New York: Teachers College Press, Sociology of Education Series.
Lewis, J. L. & Kim, E. (2008). A Desire to Learn: African American Children’s Positive
Attitudes Toward Learning Within School Cultures of Low Expectations. Teachers
College Record. 110 (6): 1304-1329.
Lewis, K.M., Sullivan, C. M. & Bybee, D. (2006). An Experimental Evaluation of a SchoolBased Emancipatory Intervention to Promote African American Well-Being and Youth
Leadership. Journal of Black Psychology. 32(1): 3-28.
Lindsay, P. (1982). The Effect of High School Size on Student Participation, Satisfaction, and
Attendance. Educational Evaluation and Policy Analysis. 4 (1): 57-65.
Linsenmeier, D. M., Rosen, H. S. & Rouse, C. E. (2002). Financial Aid Packages and College
Enrollment Decisions: An econometric case study. Working Paper 9228. National Bureau
of Economic Research Working Paper Series. Retrieved from
http://www.nber.org/papers/w9228
Lipscomb, S. (2005). Secondary school extracurricular involvement and academic achievement:
a fixed effects approach. Economics of Education Review. 26: 463–472.
Losen, D., Orfield, G., & Balfanz, R. (2006). Confronting the Graduation Rate Crisis in Texas.
Cambridge, MA: The Civil Rights Project at Harvard University.
Maine High School Assessment (2007). Maine Department of Education website. Retrieved
from http://www.maine.gov/education/mhsa/index.htm
Manley, O. I. (1994). A study of secondary teachers’ perceptions of an Afrocentric curriculum.
Doctoral dissertation, Emory University.
Martinez, M. & Klopott, S. (2005). The Link between High School Reform and College Access
and Success for Low-Income and Minority Youth. Washington, D.C.: American Youth
Policy Forum and Pathways to College Network.
McKown, C., & Weinstein, R. S. (2002). Modeling the role of child ethnicity and gender in
children's differential response to teacher expectations. Journal of Applied Social
Psychology. 32: 159-184.
McKown, C., & Weinstein, R.S. (2003). The development and consequences of stereotypeconsciousness in middle childhood. Child Development. 74: 498-515.
55

McKown, C. & Weinstein, R. (2008). Teacher expectations, classroom context and achievement
gap. Journal of School Psychology. 46: 235–261.
McMillen, B. J. (2004). School size, achievement, and achievement gaps. Education Policy Analysis
Archives. 12(58). Retrieved from http://epaa.asu.edu/epaa/v12n58

Mehan, H., Lintz, A., Okamoto, D., & Wills, J. (1995). Multicultural education through the lens
of the multicultural education research literature. In J. Banks & C. Banks (Eds.),
Handbook of research on multicultural education. New York: Macmillan.
Mercado, C. (2001). The learner: Race, ethnicity, and linguistic difference. In V. Richardson
(Ed.), Handbook for research on teaching. (3rd ed.). Washington, D.C.: American
Educational Research Association.
Meyer, R. H. (1999). The effects of math and math-related courses in high school. In Mayer, S.,
& Peterson, P. (Eds.), Earning and learning: How schools matter. Washington, D.C.:
Brookings Institution.
The College Board. (1999). Reaching the top: A report of the National Task Force on Minority
High Achievement. New York: Author.
Mishook, J., Foley, E., Thompson, J., & Kubiak, M. (2008) Beyond Test Scores: Leading
Indicators for Education. Voices in Urban Education. 18, Winter 2008. Retrieved from
http://www.annenberginstitute.org/VUE/winter08/Mishook.php
Monroe, C. (2005). Why are “Bad Boys” always black? Causes of Disproportionality in School
discipline and recommendations for change. Clearing House: A Journal of Educational
Strategies, Issues and Ideas. 79(1): 45-51.
Monroe, C. R. (2006). African American boys and the discipline gap: Balancing educators'
uneven hand. Educational Horizons. 84(2): 102-11.
Monroe, C. R. (2006). Misbehavior or Misinterpretation? Closing the discipline gap through
cultural synchronization. Kappa Delta Pi Record. 42: Summer 2006.
Muhammad, C. G. (2008). African American Students and College Choice: A Consideration of
the Role of School Counselors. NASSP Bulletin. 92(2): 81-94. Retrieved from
http://bul.sagepub.com/cgi/content/abstract/92/2/81
Murnane, R.J., Willett, J.B., Bub, K.L., & McCartney, K. (2006). Understanding Trends in the
Black-White Achievement Gaps during the First Years of School. Brookings-Wharton
Papers on Urban Affairs. 2006: 97-135. Retrieved from
http://www.brookings.edu/press/Journals/2006/brookingswhartonpapersonurbanaffairs20
06.aspx
56

Murnane, R. J., City, E. A., & Singleton, K. (2008). Using Data to Inform Decision Making in
Urban School Districts: Progress and New Challenges. Voices in Urban Education. 18
(Winter).
Murnane, R. J., Sharkey, N. & Boudett, K. (2005). Using Student Assessment Result to Improve
Instruction: Lessons from a Workshop. Journal of Education for Students Placed at Risk
(JESPAR). 10(3): 269-280.
National Center for Education Statistics (2004). The Condition of Education. Retrieved from
http://nces.ed.gov/programs/coe/
National Commission on Teaching and America’s Future. (1996). What matters most: Teaching
for America’s future. New York: National Commission on Teaching and America’s
Future.
Neal, D. (2005). Why has Black-White Skill Convergence Stopped? NBER Working Paper No.
11090.
Nelson, F. H., Rosenberg, B., Van Meter, N. (2004). Charter School Achievement on the 2003
National Assessment of Educational Progress. Report of the American Federation of
Teachers. Education Policy Studies Laboratory, Arizona State University College of
Education. Retrieved from
http://eric.ed.gov/ERICWebPortal/custom/portlets/recordDetails/detailmini.jsp?_nfpb=tru
e&_&ERICExtSearch_SearchValue_0=ED483349&ERICExtSearch_SearchType_0=no
&accno=ED483349
Neumark, D. (2004). The Effects of School-to-Career Programs on Postsecondary Enrollment
and Employment. San Francisco: Public Policy Institute of California.
Nettles, M. T., Millett, C. M., & Oh, H. (2006). The Challenge and Opportunity of African
American Educational Achievement in the United States: Examining America’s
Commitment to Closing Achievement Gaps: NCLB and its alternatives. New York:
Teachers College, Columbia University.
Oates, G. (2003). Teacher-Student Racial Congruence, Teacher Perceptions, and Test
Performance. Social Science Quarterly. 83 (3): 508-525.
Ogbu, J.U. (2003). Black American Students in an Affluent Suburb: A Study of Academic
Disengagement. Sociocultural, Political, and Historical Studies in Education. Mahwah,
NJ: Lawrence Erlbaum Associates.
Ogbu, J. U. (2004). Collective Identity and the Burden of ‘‘Acting White’’ in Black History,
Community, and Education. The Urban Review. 36 (1): 1-35.
57

Olson, L. (2006). In More States, It’s Now ACT or SAT for All. Education Week. 26 (3): 1-25.
Olivérez, P. M. &. Tierney, W. G., (2005). Show Us the Money: Low-income students, families,
and financial aid. Center for Higher Education Policy Analysis, University of Southern
California.
Ouazad, A. (2008). Assessed by a Teacher Like Me: Race, Gender and Subjective Evaluations.
Centre for Economic Performance, London School of Economics and Paris School of
Economics Job Market Paper, January 2008.
Perkins, R., Kleiner, B., Roey, S., & Brown, J. (2004). The high school transcript study: A
decade of change in curricula and achievement, 1990–2000 [NCES 2004–455].
Washington, D.C.: U.S. Department of Education, National Center for Education
Statistics.
Perna, L. W. (2000). Differences in the decision to attend college among African Americans,
Hispanics and Whites. The Journal of Higher Education. 71(2): 119-149.
Perna, L.W. & Titus, M. A. (2005). The Relationship between Parental Involvement as Social
Capital and College Enrollment: An Examination of Racial/Ethnic Group Differences.
The Journal of Higher Education. 76(5): 485-518.
Perry, T. (2003). Reflections of an African American on the small schools movement. Voices in
Urban Education. 1: 4–11.
Raywid, M. A. (1997). About replacing the comprehensive high school. Educational
Administration Quarterly. 33 (Supplement): 541-545.
Rees, D. I., Argys, L. M., & Brewer, D. J. (1996). Tracking in the United States: Descriptive
Statistics from NELS. Economics of Education Review. 15(1): 83-89.
Rees, D. I., Argys, L. M., & Brewer, D. J. (2000). How should we measure the effect of ability
grouping on student performance? Economics of Education Review. 19:17–20.
Rivkin, S., & Welch, F. (2006). Has school desegregation improved academic and economic
outcomes for blacks? In E. A. Hanushek and F. Welch. Handbook of the Economics of
Education, Volume 2. Amsterdam: Elsevier.
Rumberger, R. W., & Palardy, G. J. (2005). Does Segregation Still Matter? The Impact of
Student Composition on Academic Achievement in High School. Teachers College
Record. 107: 1999–2045.

58

Salend, S. J., Duhaney, L., & Montgomery, W. (2002). A Comprehensive Approach to
Identifying and Addressing Issues of Disproportionate Representation. Remedial and
Special Education. 23(5): 289–299.
Sanders, W.L., & Rivers, J.C. (1996). Cumulative and residual effects of teachers on future
student academic achievement. Knoxville, TN: University of Tennessee Value-Added
Research and Assessment Center.
Sass, T. (2006). Charter Schools and Academic Achievement in Florida, Education Finance and
Policy. 1(1): 91–122.
Schindler-Rangvid, B. (2003). Educational Peer Effects Quantile Regression Evidence from
Denmark with PISA2000 data. Doctoral Thesis: Aarhus School of Business. Denmark.
Schneider, B., Wyse, A.E., & Keesler, V. (2007). Is Small Really better? Testing Some
Assumptions about High School Size. In Tom Loveless and Frederick M. Hess, (Eds.)
Brookings Papers on Education Policy 2006/2007. Washington, D,C.: The Brookings
Institution.
Schott Foundation for Public Education (2008). Given Half a Chance: The Schott 50 State
Report on Public Education and Black Males. Cambridge, MA: The Schott Foundation
for Public Education. Retrieved from http://blackboysreport.org/node/13
Sharkey, N. S. & Murnane, R. J. (2003). Learning from Student Assessment Results,
Educational Leadership. 61(3): 77-81.
Shen, J. & Cooley, V.E. (2008). Critical issues in using data for decision-making, International
Journal of Leadership in Education. 11(3): 319-329.
Singh, K., Vaught, C., & Mitchell, E. W. (1998). Single-Sex Classes and Academic
Achievement in Two Inner-City Schools. The Journal of Negro Education. 67(2):157167.
Skiba, R. J. & Peterson, R. (1999). The dark side of zero tolerance: Can punishment lead to safe
schools. Phi Delta Kappan. 80(5): 372-382.
Skiba, R. J., Peterson, R., & Williams, T. (1997). Office referrals and suspension: Disciplinary
intervention in middle schools. Education and Treatment of Children. 20 (3): 295-315.
Smith, T.J. (2002). Course Taking, Test Preparation, and Career Academy Programs:
Findings from a Field Study. Publication by the Manpower Research Demonstration
Corporation.
http://www.mdrc.org/project_publications_29_1.html

59

Steele, C. M., & Aronson, J. (1995). Stereotype threat and the intellectual test performance of
African Americans. Journal of Personality and Social Psychology. 69: 797-811.
Steele, C. M. (1997). A threat in the air: How stereotypes shape intellectual identity and
performance. American Psychologist. 52: 613-629.
Stewart, E.B. (2006). Longitudinal Path Analysis Utilizing National Data Family- and
Individual-Level Predictors of Academic Success for African American Students.
Journal of Black Studies. 36 (4): 597-621.
Stiefel, L., Schwartz, A. E. & Chellman, C. C. (2007). So Many Children Left Behind:
Segregation and the Impact of Subgroup Reporting in No Child Left Behind on the Racial
Test Score Gap. Educational Policy. 21 (3): 527-550.
St. John, E. P. (2002). The access challenge: Rethinking the causes of the new inequality. Policy
Issue Report # 2002-01. Bloomington, IN: Indiana Education Policy Center.
St. John, E. P. (2003a). Diverse pathways: The roles of financial aid and student involvement in
expanding educational opportunity. Prepared for the Bill & Melinda Gates Foundation.
St. John, E. P. (2003b). Refinancing the college dream: Access, equal opportunity, and justice
for taxpayers. Baltimore: Johns Hopkins University Press.
St. John, E.P., & Hu, S. (2004). The Impact of Guarantees of Financial Aid on College
Enrollment: An Evaluation of the Washington State Achievers Program, Paper presented
at the American Educational Research Association, San Diego, California.
St. John, E.P., Musoba, G.D., Simmons, A.B., and Chung, C.G., (2002). Meeting the Access
Challenge: Indiana’s Twenty-First Century Scholars Program, New Agenda Series, 4(4),
Lumina Foundation for Education, Indianapolis.
St. John, B., Paulsen, M., & Carter, D. (2005). Diversity, College Costs, and Postsecondary
Opportunity: An Examination of the Financial Nexus between College Choice and
Persistence for African Americans and Whites. Journal of Higher Education. 76 (5): 545569.
St. John, E. P., Tuttle, T. J., & Musoba, G. D. (2006). Access and equal opportunity in higher
education in the United States: The effects of education and public finance policies. In A.
Oduaran and H.S. Bhola (Eds.), Widening Access to Education as Social Justice.
Amsterdam: Springer.
Stoddard, C. & Corcoran, S. P. (2007). The political economy of school choice: Support for
charter schools across states and school districts. Journal of Urban Economics. 62(1): 2754.
60

Summers, A.A. & Wolfe, B.L. (1977). Do Schools Make a Difference? The American Economic
Review. 67(4): 639-652.
Sund, K. (2006). Detracking Swedish Secondary Schools - any Losers any Winners? Swedish
Institute for Social Research (SOFI), Stockholm University, Working Paper No. 2.
Sund, K. (2007). Estimating Peer Effects in Swedish High School Using School, Teacher, And
Student Fixed Effects. Stockholm University Swedish Institute for Social Research
(SOFI) Working Paper 8/2007.
Sund, K. (2007). Teachers, Family and Friends: Essays in Economics of Education. Doctoral
Thesis, Stockholm University, Faculty of Social Sciences, Department of Economics.
Retrieved from http://urn.kb.se/resolve?urn=urn:nbn:se:su:diva-7091
Taylor, R. D. & Lopez, E. I. (2005). Family management practice, school achievement, and
problem behavior in African-American adolescents: Mediating processes. Journal of
Applied Developmental Psychology. 26 (1): 39-49.
Terenzini, P. T., Cabrera, A. F. & Bernal, E. M. (2001): Swimming Against the Tide. The Poor
in American Higher Education. New York: The College Board (College Board Research
Report, No. 2001 – 3).
Thomas, S. L., & Perna, L. W. (2004). The opportunity agenda: A reexamination of
postsecondary reward and opportunity. In J. C. Smart (Ed.), Higher education: Handbook
of theory and research, Volume 19. (pp. 43-84). Dordrecht, The Netherlands: Kluwer
Academic Publishers.
Tyson, K., Darity, Jr. W. & Castellino, D. R. (2005). It’s Not “a Black Thing”: Understanding
the Burden of Acting White and Other Dilemmas of High Achievement. American
Sociological Review. 70: 582–605.
U.S. Department of Education. National Center for Education Statistics (2008). The Condition of
Education 2008, NCES 2008-031. Washington, D.C.: Government Printing Office.
Van der Klaauw, W. (2002). Estimating the effect of financial aid offers on college enrollment:
A regression discounting approach. International Economic Review. 43: 1249-1287.
Vaughan, D. & Kelly, K. (2008). Building a Data Culture: A District-Foundation Partnership.
Voices in Urban Education. 18 (Winter).
Villegas, A.M. & Lucas, T.F. (2004). Diversifying the Teacher Workforce: A Retrospective and
Prospective Analysis. Yearbook National Society for the Study of Education. 103 (1): 70–
104.
61

Virginia Beach City Public Schools Public Schools (2006). SAT Testing Program: 2004-2005
Scores and Analysis Report. Virginia Beach City Public Schools, Department of
Accountability.
Virginia Department of Education (2007). Grant Activities for Honor Schools. Virginia
Department of Education website. Retrieved from
http://www.doe.virginia.gov/VDOE/honorschools/act-psat.html
Von Secker, C. (2004). Fall 2003 PSAT Participation and Performance of Grade 10 Students in
the Montgomery County Public Schools. Montgomery County Public Schools:
Department of Shared Accountability.
Von Secker, C. (2005). The Impact of Grade 10 PSAT Census Testing on SAT Scores: A
Supplement to the 2004 SAT Report. Montgomery County Public Schools: Department of
Shared Accountability.
Wasley, P. A., Fine, M., Gladden, M., Holland, N. E., King, S., Mosak, E., et al. (2000). Small
schools: Great strides, a study of new small schools in Chicago. New York: Bank Street
College of Education.
Wei, C.C., & Horn, L. (2002). Persistence and Attainment of Beginning Students With Pell
Grants. NCES 2002-169: Publication for NCES.
Weinstein, R.S. & Middlestadt, S.E. (1979). Student perceptions of teacher interactions with
male high and low achievers. Journal of Educational Psychology. 71: 421-431.
Wells, A. S., Artiles, L., Carnochan, S., Cooper, C. W., Grutzik, C., Holme, J. J., Lopez, A.,
Scott, J., Slayton, J., & Vasudeva, A. (1998). Beyond the Rhetoric of Charter School
Reform: A Study of Ten California School Districts. Los Angeles: UCLA Graduate
School of Education & Information Studies. Retrieved from
fttp://www.gseis.ucla.edu/docs/charter.PDF
Wimberly, G.L. (2002). School relationships foster success for African American students .
(ACT policy Report). Iowa City: The Advancement Project and The Civil Rights Project.
Winston, G.C. & Zimmerman, D.J. (2003). Peer Effects in Higher Education. National Bureau of
Economic Research. Working Paper No. 9501.
Wirt, J., Choy, S., Rooney, P., Provasnik, S., Sen, A., & Tobin, R. (2004). The condition of
education 2004 (NCES 2004-077). Washington, D.C.: U.S. Department of Education;
Institute of Education Sciences.

62

Witte, J., Weimer, D., Shober, A., & Schlomer, P. (2007). The Performance of Charter Schools
in Wisconsin. Journal of Policy Analysis and Management. 26(3): 557–573.
Woodland, M. H. (2008). Whatcha Doin’ After School? A Review of the Literature on the
Influence of After-School Programs on Young Black Males. Urban Education. 43(5):
537-560.
Wright, S.P., Horn, S.P., & Sanders, W.L. (1997). Teacher and classroom context effects on
student achievement: Implications for teacher evaluation. Journal of Personnel
Evaluation in Education. 1(1): 57-67.
Zeichner, K.M., & Hoeft, K. (1996). Teacher socialization for cultural diversity. In E. Guyton
(Ed.), Handbook of research on teacher education. New York: Macmillan.
Zimmer, R. (2003). A new twist in the educational tracking debate. Economics of Education
Review. 22: 307–315.
Zimmer, R. & Buddin, R. (2005). Student Achievement in Charter Schools: A Complex Picture.
Journal of Policy Analysis and Management. 24(2): 351–371.
Zimmer, R. & Buddin, R. (2006). Making sense of Charter Schools. Evidence from Carolina.
RAND occasional paper. Retrieved from
http://www.rand.org/pubs/occasional_papers/2006/RAND_OP157.pdf

63

APPENDIX A

Do African American students oppose academic achievement because it is considered
“acting white?”

There is a fair amount of literature on the disengagement of African American students
from school, especially boys, from the early grades all the way up to college, and some on the
relationship between disengagement and lower academic achievement and lesser likelihood of
college-going (Balfanz, Herzog and Mac Iver, 2007; Borman, Stringfield and Rachuba, 1998;
Ford, Grantham and Whiting, 2008; Gándara and Maxwell-Jolly, 1999; Terenzini, Cabrera and
Bernal, 2001).
The evidence is not entirely convincing however. First, this is one area where it is
difficult to disentangle race and poverty. Second, at the core of the strand of literature that
specifically examines African Americans is increasingly controversial, somewhat older work (by
Ogbu and others) suggesting that African American students do not pursue high achievement for
fear of being accused of “acting white.” Fordham and Ogbu’s 1986 ethnographic study of a high
school in Washington, D.C., for example, is cited countless times in support of this argument.
Yet Ogbu himself, in more recent work (2003, 2004) argues that his 1986 paper was
misunderstood and that, instead, based on his own previous work, “few students (…) reject good
grades because it is “White.” (…) What the students reject that hurt their academic performance
are ‘‘white’’ attitudes and behaviors conducive to making good grades.” (Ogbu, 2004) In his
ethnographic study of an upper-middle-class suburb (Ogbu, 2003), he finds that acting white and
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peer pressure are one of several factors to which African American students attribute their
minimum effort in school and he stresses the importance of community forces.
Much of the more recent evidence leans toward positive attitudes of African American
students towards schooling and high achievement, and mitigated effects of “acting white.”
Common findings include African American students being no more or less likely than other
ethnic groups to be praised or criticized for high achievement by their peers, “acting white”
being often more related to students’ language use, interests and social interactions rather than
their achievement, and a strong ethnic identity being positively associated with hopes and
expectations. This work includes:
Larger, quantitative studies:

o


Fryer (2006) and Fryer and Torelli (2005), using Adhealth, a nationally

representative sample of more than 90,000 students, from 175 schools in 80 communities,
who entered grades 7 through 12 in the 1994 school year find that oppositional culture is
limited to a subset of American schools, mostly racially integrated public schools.


Charles, Roscigno and Torres (2007) estimate regression models with a sample of

14,000 students from NELS:88 and find that background inequalities are the determinant of
the black-white gap in college attendance, through their effect on family investments and
achievement.


Using data from the Maryland Adolescence Development In Context Study

(MADICS), examining 24 outcomes for a non-nationally representative sample of 1,500
middle and high school students in the early 90s, and regression analyses on pooled cross
sections, Harris (2006) find that their results challenge enough tenets of the prevalent theory
that researchers and policymakers should be at least open to alternative explanations. African
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American youths want to learn; they simply are not acquiring skills necessary for academic
success.


Based on survey data of almost 7,000 school students in several districts

nationwide, acting white is not about achievement but personal style (Ferguson, 2006, 2007)
Smaller, ethnographic work:

o


No evidence of oppositional culture in interviews and existing data from eight

North Carolina secondary public schools. Further, racialized peer pressure against high
academic achievement is not prevalent in all schools. The analysis also shows similarities in
the experiences of African American and white high-achieving students, who are accused of
“acting high and mighty” rather than “Acting white.” (Tyson, Darity and Castellino, 2005)


No such evidence in interviews with African American and white students in one

desegregated secondary school (Diamond, Lewis and Gordon, 2007)


Or from a qualitative study of African American children attending two low-

income urban elementary schools in California. (Lewis and Kim, 2008)


Kerpelman, Eryigit and Stephens (2008) survey 374 African American high

school students in a rural, southern public school, and find that ethnic identity is one of the
strongest predictors of future education orientation
Literature reviews:

o


Overall, no evidence of oppositional culture (Downey, 2008)



For Diamond (undated working paper), it is more about classrooms, schools,

neighborhood and resources, and perhaps how they interact with oppositional culture.
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APPENDIX B

Reading List

Attewell, P. & Domina, T. (2008). Raising the Bar: Curricular Intensity and Academic
Performance. Educational Evaluation and Policy Analysis. 30(1): 51-71.
Using national transcript data, the authors examine inequality in access to an advanced curriculum in high
school and assess the consequences of curricular intensity on test scores and college entry. Inequalities in curricular
intensity are primarily explained by student socioeconomic status effects that operate within schools rather than
between schools. They find significant positive effects of taking a more intense curriculum on 12th-grade test scores
and in probabilities of entry to and completion of college. However, the effect sizes of curricular intensity are
generally modest, smaller than advocates of curricular upgrading policies have implied.

Cameron, S. V. & Heckman, J. J. (2001).The Dynamics of Educational Attainment for Black,
Hispanic and White Males. Journal of Political Economy. 109(3): 455-499.
This paper estimates a dynamic model of schooling attainment to investigate the sources of racial and
ethnic disparity in college attendance. Parental income in the child’s adolescent years is a strong predictor of this
disparity. This is widely interpreted to mean that credit constraints facing families during the college-going years
are important. Using NLSY data, we find that it is the long-run factors associated with parental background and
family environment, and not credit constraints facing prospective students in the college-going years, that account
for most of the racial-ethnic college-going differential. Policies aimed at improving these long-term family and
environmental factors are more likely to be successful in eliminating college attendance differentials than shortterm tuition reduction and family income supplement policies aimed at families with college age children.

Dee, T. S. (2005). A Teacher Like Me: Does Race, Ethnicity, or Gender Matter? American
Economic Review. 95(2): 158–165.
The results presented here indicate that the racial, ethnic, and gender dynamics between students and
teachers have consistently large effects on teacher perceptions of student performance.

Ferguson, R. (2003). Teachers’ Perceptions and Expectations and the Black-White test score gap.
Urban Education. 38(4): 460-50.
Scholars have documented that Black students enter kindergarten with weaker reading skills than their White
counterparts and that this disparity sometimes persists through secondary school. This Black-White performance
gap is even more evident when comparing students whose parents have equal years of schooling. This article
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evaluates how schools can positively affect this disparity by examining two potential sources for this difference:
teachers and students. It provides evidence for the proposition that teachers’ perceptions, expectations, and
behaviors interact with students’ beliefs, behaviors, and work habits in ways that help to perpetuate the Black-White
test score gap.

Fryer, R.G. & Levitt, S.D. (2004). Understanding the Black-White Test Score Gap in the First
Two Years of School. Review of Economics and Statistics. 86(2): 447-464
In previous research, a substantial gap in test scores between white and black students persists, even after
controlling for a wide range of observable characteristics. Using a newly available data set (the Early Childhood
Longitudinal Study), we demonstrate that in stark contrast to earlier studies, the black-white test score gap among
incoming kindergartners disappears when we control for a small number of covariates. Real gains by black children
in recent cohorts appear to play an important role in explaining the differences between our findings and earlier
research. The availability of better covariates also contributes. Over the first two years of school, however, blacks
lose substantial ground relative to other races. There is suggestive evidence that differences in school quality may
be an important part of the explanation. None of the other hypotheses we test to explain why blacks are losing
ground receive any empirical backing.

Hanushek, E.A., Kain, J.F., Markman, L.M., Rivkin, S.G. (2003). Does Peer Ability Affect
Achievement? Journal of Applied Econometrics. 18(5): 527-544.
Empirical analysis of peer effects on student achievement has been open to question because of the
difficulties of separating peer effects from other confounding influences. While most econometric attention has been
directed at issues of simultaneous determination of peer interactions, we argue that issues of omitted and
mismeasured variables are likely to be more important. We control for the most important determinants of
achievement that will confound peer estimates by removing student and school-by-grade fixed effects in addition to
observable family and school characteristics. The analysis also addresses the reciprocal nature of peer interactions
and the interpretation of estimates based upon models using past achievement as the measure of peer group quality.
The results indicate that peer achievement has a positive effect on achievement growth. Moreover, students
throughout the school test score distribution appear to benefit from higher achieving schoolmates. On the other
hand, the variance in achievement appears to have no systematic effect.

Hubbard, L. & Datnow, A. (2005). Do single sex schools improve the education of low income
and minority students? An investigation of California’s public single gender academies.
Anthropology and Education Quarterly. 36(2): 115-131.
Single-sex public schools are seen as a vehicle for improving the educational experiences of low-income and
minority students. Our two-year ethnographic study of low-income and minority students who attended experimental
single-sex academies in California indicates that improving achievement involves more than separating students by
gender. Using students’ and educators’ voices, this anthropological study shows that these schools’ successes were
due more to the interrelated contributions of the schools’ organizational characteristics, positive student-teacher
relationships, and ample resources.
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Knight, S. L. & Wiseman, D. L. (2005). Professional Development for Teachers of Diverse
Students: A Summary of the Research. Journal of Education for Students Placed at Risk
(JESPAR). 10(4): 387-406.
This article summarizes findings from a research review of professional development for teachers of
students from traditionally underrepresented populations, including those from diverse cultural, linguistic, and
socioeconomic backgrounds. Questions addressed in this review include: (a) What constitutes professional
development for teachers of diverse students? (b) How does professional development for teachers of diverse
students impact teacher outcomes? and (c) How does professional development for teachers of diverse students
impact student outcomes? Manual and database searches of studies conducted in the United States from 1986 to
2003 and published in peer-reviewed journals yielded 56 qualitative and quantitative studies after synthesis criteria
were applied. Of these, 18 met the criteria for rigorous research. In general, findings suggest that little evidence
exists for determining the effectiveness of various professional development approaches.

Lee, V. E. & Burkam, D. T. (2003). Dropping Out of High School: The Role of School
Organization and Structure. American Educational Research Journal. 4 (2): 353–393.
In this study, we explore how high schools, through their structures and organizations, may influence their
students’ decisions about whether to stay in school until graduation or drop out. Traditional explanations for
dropout behavior have focused on individual students’ social background and academic behaviors. What high
schools might do to push out or hold in their students have been systematically ignored. Using a sample of 3,840
students in 190 urban and suburban high schools from the High School Effectiveness Supplement (HSES) of the
NELS:88 study, we use hierarchical linear modeling (HLM) methods to explore school effects on dropping out, once
students’ academic and social background has been taken into account. Our findings center on three features of
secondary schools: curriculum, school size, and social relations. In schools whose curricula are composed mainly
of academic courses, with few non-academic courses, students are less likely to drop out. Similarly, students in
schools enrolling fewer than 1,500 students more often stay in school until graduation. Most important, students are
less likely to drop out of high schools where relationships between teachers and students are consistently positive.
The impact of positive teacher-student relations, however, is contingent upon the organizational and structural
characteristics of high schools.

Kane, T. J. (1994). College Attendance by Blacks Since 1970: The Role of College Cost, Family
Background and the Returns to Education. Journal of Political Economy. 102(5): 878911.
College enrollment of black 18–19-year-old high school graduates declined from 1980 through 1984 then
rebounded after 1984. This paper presents data from a time series of cross sections of 18–19-year-old youths from
1973 through 1988 to test the role of family background, direct college costs, local economic conditions, and
returns to college in driving these trends. The evidence suggests that, one the one hand, increases in direct college
costs were driving enrollment rates downward throughout the eighties. On the other hand, dramatic increases in
average parental education for black youths exerted upward pressure on college enrollment by blacks, particularly
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in the latter half of the decade. The net effect of these two factors contributed to the pattern of decline and recovery
observed during the eighties.

Lipscomb, S. (2005). Secondary school extracurricular involvement and academic achievement:
a fixed effects approach. Economics of Education Review. 26: 463–472.
Recent economic research has investigated the extent to which involvement in school-sponsored clubs and
sports constitutes human capital investment. Through instrumental variables, the existing literature focuses on
identifying long-term impacts in terms of educational attainment and wages. Instead, I use a fixed effects strategy to
test whether activity participation provides an immediate return to student learning. Independent of individual
ability, I find that athletic participation is associated with a 2 percent increase in math and science test scores. Club
participation is associated with a 1 percent increase in math test scores. Finally, involvement in either type of
activity is associated with a 5 percent increase in Bachelor's degree attainment expectations.

Murnane, R.J., City, E.A., & Singleton, K. (2008). Using Data to Inform Decision Making in
Urban School Districts: Progress and New Challenges. Voices in Urban Education.
18(Winter).
Boston Public Schools has developed a set of tools and supports to enable schools to use state test scores
effectively in planning instruction. One of the challenges every school district faces is to provide schools with the
information and tools to educate children well. The challenge is particularly great in urban districts, which serve
high concentrations of students living in poverty and students whose first language is not English. The life prospects
for these students are critically influenced by the extent to which they master the skills needed to thrive in a rapidly
changing society. Detailed understanding of the skills and knowledge that individual students have mastered is
essential to making the best use of scarce instructional time. Having the tools to manage information on students'
skills and to do so efficiently is essential to making use of that information.

Rivkin, S. & Welch, F. (2006). Has school desegregation improved academic and economic
outcomes for blacks? In E.A. Hanushek and F. Welch. Handbook of the Economics of
Education, Volume 2. Amsterdam: Elsevier.
A half a century has passed since the landmark decision Brown v. Board of Education (1954) overturned
the doctrine of separate but equal in the realm of public education. This chapter attempts to summarize what we
know about the impact of Brown on enrollment patterns and academic and economic outcomes for blacks. There
can be little doubt that the decisions in Brown and several subsequent cases dramatically altered public education
in the US. From 1968 to 1980 there is an almost 67 percent increase in the average percentage of blacks’
schoolmates who are white in the US as a whole and a whopping 130 percent increase in the south despite the
efforts of many whites to avoid the newly integrated schools. The discontinuous nature of the white enrollment
changes following the implementation of desegregation programs provides strong evidence of a causal link between
desegregation and white enrollment declines. Not surprisingly, programs that require student participation and
urban areas with larger numbers of alternative school districts appear to evoke a larger enrollment response. This
responsiveness along with other factors that determine the choices of neighborhoods and schools complicate efforts
to identify desegregation program and racial composition effects on academic, social, and labor market outcomes.
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The evidence on school demographic composition indicates that expanded inter-racial contact improves both
academic and labor market outcomes for blacks. There is less evidence on desegregation program effects, and
existing evidence is mixed. In recent years demographic changes across the nation have reduced the average share
of blacks’ classmates who are white despite the fact that segregation of blacks from whites has declined in all
regions since 1980 except in the south, where the increase has been small. Importantly, it is the sorting of families
among communities rather than districts’ allocations of students among schools that limit the extent of inter-racial
contact in the schools.

Rumberger, R.W., & Palardy, G.J. (2005). Does Segregation Still Matter? The Impact of Student
Composition on Academic Achievement in High School. Teachers College Record. 107:
1999-2045.
The Coleman report, published 12 years after the Brown decision, confirmed that widespread school
segregation in the United States created inequality of educational opportunity. This study examines whether racial
and socioeconomic segregation, which is on the rise in the United States, is still contributing to the achievement
differences among students. The study used data from the National Education Longitudinal Survey of 1988 to
estimate multilevel models of achievement growth between Grades 8 and 12 in mathematics, science, reading, and
history for a sample of 14,217 students attending a representative sample of 913 U.S. high schools. The study found
that the average socioeconomic level of students’ schools had as much impact on their achievement growth as their
own socioeconomic status, net of other background factors. Moreover, school socioeconomic status had as much
impact on advantaged as on disadvantaged students, and almost as much impact on Whites as on Blacks, raising
questions about the likely impact of widespread integration. The impact of socioeconomic composition was
explained by four school characteristics: teacher expectations, the amount of homework that students do, the
number of rigorous courses that students take, and students’ feelings about safety. The results suggest that schools
serving mostly lower-income students tend to be organized and operated differently than those serving more-affluent
students, transcending other school-level differences such as public or private, large or small. This article then
addresses the question of whether such school characteristics can be changed by policies to reform schools and
funding systems versus policies to desegregate schools.

Steele, C.M., & Aronson, J. (1995). Stereotype threat and the intellectual test performance of
African Americans. Journal of Personality and Social Psychology. 69: 797-811.
Stereotype threat is being at risk of confirming, as self-characteristic, a negative stereotype about one's
group. Studies 1 and 2 varied the stereotype vulnerability of Black participants taking a difficult verbal test by
varying whether or not their performance was ostensibly diagnostic of ability, and thus, whether or not they were at
risk of fulfilling the racial stereotype about their intellectual ability. Reflecting the pressure of this vulnerability,
Blacks underperformed in relation to Whites in the ability-diagnostic condition but not in the nondiagnostic
condition (with Scholastic Aptitude Tests controlled). Study 3 validated that ability-diagnosticity cognitively
activated the racial stereotype in these participants and motivated them not to conform to it, or to be judged by it.
Study 4 showed that mere salience of the stereotype could impair Blacks' performance even when the test was not
ability diagnostic. The role of stereotype vulnerability in the standardized test performance of ability-stigmatized
groups is discussed.
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Tyson, K., Darity, Jr. W., & Castellino, D.R. (2005). It’s Not “a Black Thing”: Understanding
the Burden of Acting White and Other Dilemmas of High Achievement. American
Sociological Review. 70: 582-605.
For two decades the acting white hypothesis—the premise that black students are driven toward low school
performance because of racialized peer pressure—has served as an explanation for the black–white achievement
gap. Fordham and Ogbu proposed that black youths sabotage their own school careers by taking an oppositional
stance toward academic achievement. Using interviews and existing data from eight North Carolina secondary
public schools, this article shows that black adolescents are generally achievement oriented and that racialized peer
pressure against high academic achievement is not prevalent in all schools. The analysis also shows important
similarities in the experiences of black and white high-achieving students, indicating that dilemmas of high
achievement are generalizable beyond a specific group. Typically, high‐achieving students, regardless of race, are
to some degree stigmatized as “nerds” or “geeks.” The data suggest that school structures, rather than culture, may
help explain when this stigma becomes racialized, producing a burden of acting white for black adolescents, and
when it becomes class-based, producing a burden of “acting high and mighty” for low-income whites. Recognizing
the similarities in these processes can help us refocus and refine understandings of the black–white achievement
gap.
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