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D
ear Friends:

Since its beginnings, Teachers 
College has defined “education” in 
the broadest sense, as the experi-

ences that occur not only in classrooms but also 
in communities, churches, streets, homes and all 
the other settings of daily life. That view is per-
haps best expressed in the thought of the College’s 
most iconic figure, John Dewey, who argued that 
education is life and vice versa, and that learning 
is a process through which the student creates 
meaning by trying to make sense of his or her environment.

TC also has been known as an education partner to the 
world, with an enduring commitment to providing policymak-
ers and practitioners with the best and most impartial research-
based information.

Nowhere do these two ideals converge more meaningfully 
than in our efforts to address the nation’s achievement gap—the 
gulf in opportunities and outcomes that separates poor students 
and students of color from their wealthier, typically white peers. 

As the nation works to overcome that gap, we believe it is 
critical to keep the Deweyan view of education firmly in mind. 
Research has repeatedly  shown that children from disadvantaged 
circumstances simply do not come to the starting line equally 
matched to compete; that they are handicapped by poorer health 
care, unsafe neighborhoods and unstable housing, broken fami-
lies and language deficits that stem from parents who themselves 
are typically products of poor education. These issues become 
compounded as they attend schools that have fewer qualified 
teachers and offer less challenging curricula.

This isn’t news. These basic findings have been reiterated 
in major national documents such as the Coleman Report and 
A Nation at Risk. What’s far less clear, however, is what to do 
about it. There are few fields more ideologically contentious 
than education and few more complex. The idiosyncrasies of 
individual demographic groups, cities, neighborhoods, class-
rooms, teachers and students make it especially difficult to tease 
out precisely what, in a given intervention, affects student learn-
ing and achievement.

TC has been known as an 

education partner to the world, 

with an enduring commitment 

to providing policymakers and 

practitioners with the best  

and most impartial research-

based information.

A Letter from the President

This past winter, our Campaign for 
Educational Equity launched Equity Matters, 
a sweeping initiative to research what’s known 
about what works in closing the gap and to 
identify what still needs to be asked. Those writ-
ing the Equity Matters reviews—faculty and 
students from TC, as well as researchers from 
other institutions—have cast a wide net. Taken 
together, their work focuses on 12 areas that bear 
directly on our ability to close the gap—from pre-
K and curriculum to preventive health measures 

and special education; from appropriate class size and effective 
after-school programs to bilingual education and the effects of 
school segregation.

Beginning on page seven of this Annual Report, we bring you 
a preview of the findings from these reviews. Their combined ef-
fect is quite powerful, and I believe the reviews will serve as a road 
map for the future of education research for many years to come.

The Equity Matters initiative also illustrates TC’s power to 
bring its best minds together across multiple disciplines. There 
have been a number of other developments at TC this past 
year that also have served to unite the institution and its many 
strengths. These include:



2  2007 AnnUAl rEporT

sored a researcher-in-residence in Amman to conduct a 
needs assessment of Jordan’s educational improvement pri-
orities. In 2008 we will participate in a design retreat with 
Jordanian educators to develop a preservice curriculum and 
offer a number of short workshops. 

TC also is active in Africa. With funding from the 
Soros Foundation Network, the College is offering a course 
on international education policy studies jointly with the 
University of Witwatersrand in South Africa. In Tanzania, 
a team of TC students led by Professor Fran Vavrus has be-
gun a curriculum development project for secondary schools. 
And TC’s Center for African Education continues to support 
the School Fees Abolition Initiative led by UNICEF and the 
World Bank.

We continue to develop our education ties in Japan, 
China, Bolivia, Iceland, Ghana and other nations. And 
early in 2008, we announced the appointment of Dr. Portia 
Williams as Director of International Affairs, reporting to 
me. A TC alumna with more than 13 years of experience in 
education and training, international development and com-
munity development programming, Portia serves as the first 
point of contact for internal and external constituencies re-
garding TC’s institutionally focused international activities.

During the past year, we also added two important new 
members to our Board of Trustees. They are Dawn Duques, an 
alumna, educator and long-time member of our other advisory 
boards, and Marla Schaefer, another alumna and the former co-
CEO of Claire’s Stores. We also lost a valued member when R. 
Thomas Zankel, the son of our late Board Vice Chair, Arthur 
Zankel, passed away at far too young an age.

And we were also joined by a new Vice President of 
Development and External Affairs, Suzanne Murphy, formerly of 
Sarah Lawrence College. Suzanne—yet another alumna; they do 
come back to us!—is a dynamic leader who brings a track record 
of success and a deep commitment to TC’s mission.

So there is much to celebrate at Teachers College and much 
new work to be done. Our impact on education, locally, nation-
ally and worldwide—and thus our power to improve human 
lives—has the potential to be greater than ever before. I look for-
ward to realizing that potential in the months and years ahead.

Susan H. Fuhrman 
President

Partnering, more closely than ever before, with  •	
New York City public schools—particularly in our 
surrounding neighborhood. 

During summer 2007, we hired Nancy Streim, an ex-
pert on university-public school collaboration, to head our 
new Office of School and Community Partnerships. During 
2008, under Nancy’s leadership and with the aid of a major 
foundation grant, we will announce a group of local schools 
we will provide with our resources and with whom we will 
share responsibilities for students’ academic performance. 
We will also plan a new pre-k through 8 school in collabora-
tion with the community, the Department of Education, the 
United Federation of Teachers and Columbia University. In 
so doing, we reconnect with the days when TC ran its own 
“laboratory school,” not only serving the children of New 
York City, but accessing valuable knowledge that shaped and 
reshaped the College’s curriculum.

Extending our involvement with the education •	
systems of other countries. 

As 2008 began, we received a grant from India’s Khemka 
Foundation to help create and assess a leadership curriculum 
for Indian high school students. TC faculty and students are 
working closely with a growing number of schools across 
India to implement this work. 

Research has repeatedly shown 

that children from disadvantaged 

circumstances do not come to 

the starting line equally matched 

to compete.

Our partnership with the education ministry of Jordan 
continues to blossom. TC is helping Jordan strengthen its 
pre-service teaching preparation, the performance of its in-
service teachers in math, science and English language learn-
ing, and its instructional leadership preparation for principals 
and education supervisors. Eleven Jordanian school teachers 
visited TC in summer 2007 to participate in our program for 
the Teaching of English to Speakers of Other Languages. In 
November and December 2007, Columbia and TC spon-
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JANUArY
TC inaugurates Susan Fuhrman as its 10th president and the first 
woman to hold the job. Fuhrman speaks of the great thinkers in 
TC’s history who have “asked fundamental questions that have 
taken us beyond the rhetoric of the moment” and of her vision 
for building on their efforts.

FeBrUArY
TC hosts a forum on Pledging Allegiance: The Politics of Patriotism 
in America’s Schools, published by Teachers College Press and 

The Year in Review

reSeArcH HigHLigHtS

Writing the Book on Language
r. Douglas greer reported that normally-developing second graders 
taught with methods typically used for children with autism and other 
linguistic development disorders achieved an average grade equivalence 
in reading and math in excess of fourth grade. Many of the children were 
eligible for free or reduced lunch, or were special education students or 
English language learners. 

Smile—But Maybe Not When Your Heart is Breaking
In studies published by the American psychological Association, george 

Bonanno and colleagues found, first, that among Columbia University 
freshmen newly arrived in new york City during the 9/11 terrorist attacks, 
the ability to smile or laugh after watching a sad film predicted better 
social networks and better emotional and mental adjustment. However, 
among late adolescent girls and young adult women who had survived 
childhood sexual abuse, genuine laughter and smiling while talking 
about their abuse predicted worse social adjustment over time. 

A Firsthand Look at Quality teaching
The Teachers College Record published “Making Teaching public,” an 
online exhibition by thomas Hatch that combines videos, photographs 
and more to document teaching and learning in challenging new york 
City, California and philadelphia classrooms.  

education, Very Broadly Defined
Hervé Varenne guest-edited “Explorations in the Theory of Education: 
Anthropological perspectives,” a special issue of the Teachers College 
Record that documented the self-education of slaves in the early U.S., 
Hmong girls in Thailand, and other people in a wide range of settings 
and historical conditions.

thought for Food
In Nutrition Education: Linking Research, Theory and Practice, isobel 

contento provides health workers with behavioral, psychological and 
educational strategies to get people to change their eating behaviors. 
The book stresses increasing awareness and motivation; facilitating the 
ability to take action; and promoting environmental supports for action. 

edited by Joel Westheimer of the University of Ottawa (son of 
TC alumna “Dr. Ruth” Westheimer). Westheimer and five of 
the volume’s contributors—including TC Professor Emerita 
Maxine Greene—discuss the meaning of patriotism and  
its implications.  

MArcH
Thomas James is named TC’s Provost, 
with the accompanying titles of Dean and 
Vice President for Academic Affairs. 

U.S.News and World Report names Teachers 
College the nation’s top graduate school  
of education. 

Dawn Duques, a TC alumna who has 
directed a continuing education school 
and a network of school-age childcare 
programs, joins TC’s Board of Trustees.

ApriL
The annual meeting of the American 

Educational Research Association (AERA), held in Chicago, 
features 154 presentations by TC faculty, students and staff. 

Susan fuhrman is inaugurated as TC’s 10th president.
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Speaking truths with power chords
lyrics to rock music “can be a lighthearted but engaging means to think 
about some profound issues of living,” writes Barry Farber in Rock ’n’ Roll 
Wisdom: What Psychologically Astute Lyrics Teach About Life and Love. 
“great songwriters offer the virtue of a more palatable way of learning than 
through the often-tedious pages of textbooks.”

getting Back to Basics—Before it’s too Late
Dolores perin authored or co-authored papers in the Journal of 
Educational Psychology, Scientific Studies in Education and the book Best 
Practices in Writing on the teaching of writing to adolescents. Supported 
by a Carnegie Corporation of new york grant, perin also led a group of 
TC faculty in developing two courses to prepare preservice science and 
social studies teachers to teach literacy skills in their classrooms.  

getting ready for pre-K and Later Life
“School readiness and later Achievement,” a study co-authored by 
Jeanne Brooks-gunn in Developmental Psychology, found that a child’s 
mastery of numbers and other early math concepts were the most powerful 
predictors of later learning. non-academic variables such as “externalizing 
and internalizing problem behaviors and social skills” were not predictive, 
with one exception: young children who had trouble concentrating in 
school were more likely to have academic trouble later on.  

on Aging Artfully
In her study “Above ground,” Joan Jeffri awards 213 elderly new york 
City visual artists high marks for personal growth, creativity, self-efficacy, 
autonomy, independence, effective coping strategies, sense of purpose, 
self-acceptance and self worth. Most of the artists still had extensive social 
contacts—important, the study notes, because “people with ‘robust’ 
networks tend to stay out of nursing homes.”  

equity research grants for Students
The Campaign for Educational Equity announced its first grants to enable 
TC students to research equity-related topics not currently addressed in 
the College’s curriculum—particularly on such issues as problems faced 
by students of color in  college and university settings. The grants consist 
of a graduate assistantship award of $1,500 and three tuition points.   

How to prepare education researchers
Anna Neumann and Aaron pallas, along with penelope peterson, dean 
of northwestern University’s School of Education and Social policy, co-
edited a special issue of the Teachers College Record that uses four 
case studies to identify a set of principles to guide the construction and 
ongoing operation of research preparation programs in graduate schools 
of education.

Assessing the Demand for High School programs
At the inaugural conference of the research Alliance for new york City 
Schools, Aaron pallas and carolyn riehl presented research showing 
that, among new york City high schools, those in Manhattan, those 
with higher levels of academic performance, and those with a lower 
concentration of racial and ethnic minority youth are in higher demand 
than other programs.  

MAY
TC launches a new online master’s degree program in Computing 
and Education. 

At Convocation, the College awards its Medal for Distinguished 
Achievement to Professor Emeritus Thomas Sobol; Shirley Jackson, 
President of Rensselaer Polytechnic Institute and former head of 
the Atomic Energy Commission; and Lee Shulman, Director of 
the Carnegie Center for the Advancement of Teaching. 

JUNe
Harvey Spector joins the College as Vice 
President for Finance and Administration. 

JULY 
A group of students from TC’s Speech and 
Language Pathology program visit Bolivia, 

where they work with children and families at three different sites, 
earning course credit in the process. 

TC mourns the death of R. Thomas Zankel, a member of TC’s Board 
of Trustees and the son of its late Board Vice Chair, Arthur Zankel. 

AUgUSt
Eleven public school teachers from Jordan 
spend six weeks at TC improving their 
English language skills and learning new 
methods of teaching English as a foreign 
language, the first step in a burgeoning 
educational exchange between TC and 

the Jordanian government. 

professor Emeritus Thomas Sobol speaks at TC’s 2007 Convocation.
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Nancy Streim joins the College in the 
newly created position of Associate Vice 
President and Special Advisor to the 
Columbia University Provost. 

SepteMBer
The College launches “Teaching The Levees: 

A Curriculum for Democratic Dialogue and Civic Engagement,” 
a 100-page teaching tool developed by TC faculty, students, staff 
and alumni cued to the four-hour HBO documentary by Spike 
Lee, “When the Levees Broke: A Requiem in Four Acts.” 

TC deploys its first cohort of Zankel Fellows—35 students at the 
College who receive $10,000 each in return for working as interns 

2007 annual report 
the year in review

poLicY HigHLigHtS

policy interns and Fellows 
The first cohort of Teachers College policy Interns were deployed to 
organizations across new york City, including the Mayor’s office, Child 
Care, Inc, new visions for Schools, InsideSchools.org and others. The 
College also inducted its third cohort of TC policy fellows—doctoral 
students, both new and returning, who receive $6,000 stipends to 
explore policy issues related to education.  

turning the Microscope on education policy research
The State of Education Policy Research (lawrence Erlbaum Associates, 
2007), a new compendium of essays co-edited by TC president Susan 

Fuhrman, assesses the field’s accomplishments over the past 30 years 
and points to future directions. one point of consensus among the many 
views expressed: more rigorous education research must be grounded 
in practice and an understanding of how policy and practice interact.

What Dropouts Are costing california
An analysis conducted for the California dropout research project 
by Henry Levin found that the 120,000 Californians who each 
year reach age 20 without a high school diploma will cost the 
state $46.4 billion over their lifetimes. The good news: effective 
intervention programs that boost high school graduation rates 
could save California $392,000 per high school graduate.  

Kagan chairs National task Force on pre-K policy
The national Early Childhood Accountability Task force, chaired 
by Sharon Lynn Kagan, called for states to develop a unified 
system of early childhood education that includes a single, 
coherent system of standards, assessment, data and professional 
development efforts across all programs and funding streams, and 
to align high-quality and comprehensive standards, curriculum, 
instruction and assessment as a continuum from pre-k through 
grade three. 

in TC’s Reading and Math Buddies programs, the College’s 
Student Press Initiative (SPI), the Heritage School, Columbia 
Secondary School, InsideSchools.org and other New York City-
focused organizations. 

TC’s Center for Educational and Professional Services is re-
dedicated as the Dean-Hope Center, marking a sweeping 
renovation that will bring new technologies to the Center’s 
mission of serving the community and teaching the next 
generation of care-givers. 

A new Provost’s Investment Fund awards TC faculty $20,000 
seed grants for proposals to add value and stimulate growth in the 
College’s academic programs.

Multicultural expert James A. Banks 
delivers TC’s annual Tisch lecture, titled 
“Diversity and Citizenship Education in 
Global Times.” 

octoBer
In her annual State of the College address, 

President Fuhrman outlines community-building initiatives both 
inside and outside the College, including partnering with New 
York City public schools; “self studies” in which visiting scholars 
will help TC’s academic departments look for better internal 
alignments and connections; and plans to address functional and 
cultural issues at TC, including minority hiring and classroom 
discussion of racial issues. 

Eddie glaude, Jr., gloria ladson-billings and Cynthia Hedge-Morrell at 
the launch of TC’s “Teaching the Levees” curriculum.
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Time-Warner Inc. honors four alumni of TC’s Cahn Fellows 
program with its New York City “Principals of Excellence” award. 

Teachers College honors five alumni with awards for service 
to education. Early Career Awards are given to Sharon Ryan 
(Ed.D., Early Childhood Education, 1998), a faculty member 
at Rutgers Graduate School of Education, and Michael Lowry 
(M.A., Educational Administration, 2005), a science teacher at 
the McCallie School in Chattanooga, Tennessee. Distinguished 
Alumni Awards are given to feminist sex educator Leah 
Schaefer (Ed.D., Family and Community Education, 1964); 
Fordham University professor and trauma-therapy specialist 
Anie Kalayjian (Ed.D., Nursing Education, 1986); and Susan 
Fuhrman (Ph.D., Political Science and Education, 1977), 
President of Teachers College.

poLicY HigHLigHtS

community college research Fellows
Six fellows and nine associates participated in “Covering America, 
Covering Community Colleges,” a fellowship offered by TC’s Hechinger 
Institute on Education and the Media. The 15 students were all working 
journalists. Community colleges serve the bulk of the nation’s poor and 
minority college students.  

equal educational opportunity, post-Brown 
The June 2007 decision by the U.S. Supreme Court to invalidate racial 
balancing plans in two school districts ended the era of a federal 
judiciary committed to integrated schools, presenters at TC’s third 
annual Symposium on Educational Equity agreed. Michael rebell, 
Executive director of TC’s Campaign for Educational Equity, argued 
that educational adequacy litigation, which has won increased funds for 
poorer school districts in many states, offers the best hope for pursing 
equal educational opportunity in the future.  

First iscol Symposium Held
TC held its first annual Iscol Symposium, co-sponsored by the office of 
policy and research and the program in politics and Education, titled 
“where is education in the 2008 presidential election?” The speakers 
were frederick Hess, director of Education policy Studies at the American 
Enterprise Institute; patrick Mcguinn, one of the authors of the federal 
no Child left behind Act; and wendy pureifoy, president of the public 
Education network.  

A report on Dual enrollment
A report by Melinda Mechur Karp, Juan carlos calcagno, Katherine 

L. Hughes, Dong Wook Jeong and thomas r. Bailey—all of TC’s 
Community College research Center—found that the practice of dual 
enrollment, in which high school students take college-level courses, 
is a useful strategy for encouraging post-secondary success, even for 
students in career and technical education programs. CCrC has also 
received a $4.4 million grant from the James Irvine foundation to study 
dual enrollment in California. 

Suzanne M. Murphy, who previously 
headed institutional advancement at 
Sarah Lawrence College and Marymount 
College of Manhattan, is named TC’s new 
Vice President for Development and 
External Affairs. 

TC alumna Marla Schaefer, former co-
CEO of Claire’s Stores, joins the College’s 
Board of Trustees. 

NoVeMBer 
TC mourns the passing of professors Leslie 
Williams, Robert Bone, Kenneth Herrold 

and Elizabeth Maloney. Williams was an active faculty member 
and the others were retired. All were leaders in their fields. 

DeceMBer
The African Diaspora Film Festival, founded by the TC 
husband-and-wife team of alumnus Reinaldo Barroso-Spech and 
Diarah N’Daw Spech, financial director for the College’s Center 
for Educational Outreach and Innovation (CEO&I), ran for its 
15th consecutive year, showing more than 100 films over a 17-day 
period in New York City. Over the years, the festival has drawn 
over 100,000 attendees. Barroso-Spech teaches a course at TC 
in which students, who use films in the festival to create lesson 
plans, not only watch the films, but also meet the filmmakers. 

The College honored alumni Michael lowry, Sharon ryan, Susan 
fuhrman, leah Schaefer and Anie Kalayjian in october 2007.
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What Works in Schools
What we know and what we need to learn to address 

inequalities in education

A
t a conference in new york City in March 2008, four education journalists were discussing the challenges of 
reporting research on issues such as charter schools, high stakes testing and class size reduction. An older 
man stood and identified himself as a retired new york City school teacher.  

“you guys give all this space to the so-called academic experts, and none to teachers, who really know 
what’s going on in schools,” he said. “And the feeling among a lot of us is”—he dropped into the voice of one of the 
banditos in “The Treasure of Sierra Madre”—“‘we don’t need no stinking researchers to tell us that kids learn better in 
smaller classes.’”

The panelists looked at one other. Andy rotherham, creator of the blog “Eduwonk,” took the microphone. “Actually, 
the literature is pretty clear. Class size by itself doesn’t boost student outcomes. Smaller classes aren’t as powerful as 
teacher effectiveness.” 

not every researcher would agree with rotherham’s take, and certainly, from a teacher’s point of view, having fewer 
students creates more opportunities to be effective. but the exchange illustrates a fundamental dynamic in American 
education: all of us, on a gut level, think we know what works in schools. yet if research is clear about anything, it’s 
that answers about schools aren’t simple—particularly when one does, in fact, visit a classroom. Student performance 
isn’t a self-contained entity, floating along by itself. pull on it and you find that it’s connected to the training and skill of 
teachers, the quality of home and community environments, kids’ physical and mental health, and more. 

That’s the rationale for Teachers College’s Equity Matters research initiative, launched in 2007 by the College’s 
Campaign for Educational Equity. fourteen TC faculty members and their students, as well as researchers at other 
institutions, are inventorying the successes and failures of strategies across a range of fields that affect the nation’s 
education achievement gap. The topics include pre-K education, special education, school leadership development, 
bilingual education, teacher quality, class size, challenging curriculum, after-school programs, parental involvement, 
families as the focus for school interventions, children’s health, and segregation and the concentration of poverty.

“our belief is that because inequities in schools stem from broader inequities in society, we can’t fix them without 
understanding and addressing all the causes,” says Michael rebell, the Campaign’s Executive director.

“In recent times, responsibility for high and low test scores has been laid almost entirely at the schoolhouse door,” 
says Amy Stuart wells, professor of Sociology and Education at Teachers College and director of the Campaign’s 
research initiative. “Through these multi-disciplinary research reviews, we hope to provide more thorough explanations 
for school failure and success.”

Ultimately, the power of the Equity Matters reviews is cumulative. Separately, each sheds valuable new light on a 
distinct issue in education. Together, the reviews turn a set of klieg lights on the much broader problem of inequity in 
America, showing how all these issues exist in relation to one another. yet the value of the effort lies not only in the 
answers it provides, but in the unanswered questions it identifies—particularly in areas where researchers stand to learn 
from practitioners in the field.

The following special report offers an early peek at the findings of the Campaign’s research initiative. It’s a sobering, 
sometimes startling look both at past reform efforts and our nation’s future. but we think you’ll agree that it makes one 
thing abundantly clear: equity does indeed matter.

To view completed Equity Matters reveiws, visit www.tcequity.org

2007 annual report 
special report
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Alannie grant, a senior at rockville Centre’s South Side High School,  

took the International baccalaureate and will attend new york University.
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The Value of Aiming High—Together
Integrated schools set higher expectations and achieve better 

results for those typically left behind

A
lannie Grant never thought she’d be 
headed to New York University for col-
lege. “It will be very different going to 
that kind of school,” says the 18-year-old 

high school senior, who is African American and from 
a low-income family.

Grant says she owes her success to the International 
Baccalaureate (IB), a two-year college-credit program 
similar to Advanced Placement (AP). “With the IB, you write 
essays and have all this opportunity to find something different 
about yourself,” she says.  

Other high schools offer the IB, but at Grant’s school—South 
Side High, in Rockville Centre on Long Island—70 percent of 
the students take IB English or Math. Nearly 40 percent of the 
school’s black and Hispanic students are IB diploma candidates. 
Fifteen years ago, virtually no students of color at South Side were 
taking IB or AP courses.

The secret? Where most big, suburban high schools put students 
in “tracks”—groupings for high-, middle- and low-level achievers, 
in which students in the top categories typically are college-bound 
and those in the lower ones are not—South Side is track-free, with 
nearly everyone taking enriched or advanced courses. The school 
averages fewer than five dropouts per year. Every student takes ac-
celerated math and nearly all take calculus. Black and Latino students 
in Rockville Centre have higher rates of earning the New York State 
regents diploma than do white students statewide.  

“De-tracking has done wonders for this school,” says Principal 
Carol Burris, a Teachers College alumna who has become a na-
tionally recognized expert on the subject. “It’s not just a way to 
group kids—it’s a strategy for whole-school reform.”

Mixing It Up
South Side’s experience dramatically illustrates an old but 

seemingly forgotten lesson: “separate” is rarely “equal.” The U.S. 

student population is growing more diverse—as of 
2005, 42 percent of public school students were mem-
bers of a racial or ethnic minority group, up from 22 
percent in 1975—but American schools are becoming 
more segregated, both by race and social class. About 
one-sixth of black students and one-ninth of Latino 
students now attend “apartheid schools” (institutions 
with at least 99 percent students of color). In urban 

centers, black and Latino students are twice as likely to attend 
such schools. Forty percent of African Americans now live in the 
suburbs—but they remain segregated, in housing and in schools, 
across all income levels. 

 The result is much what it was more than half a century ago.
“Within our racially divided society, students of color who 

are not in close proximity to more affluent and politically power-
ful white students in school are far more likely to get the short end 
of the educational stick,” write Amy Stuart Wells, TC Professor 
of Sociology and Education, and her students, Terrenda White, 
Annis Brown, Jacquelyn Duran, Mei Lue and Lisa Gordon in 

Even as the U.S. student population grows more diverse—as of 2004, 

42 percent of public school students were members of a racial or 

ethnic minority group, up from 22 percent in 1975—American schools 

are becoming more segregated, both by race and social class.

special report: what works in schools
desegregation

Student Kurt Joseph in physics class at South Side High School.
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their Equity Matters research review, “The Harms of 
Racial and Socio-Economic Segregation: What We 
Know About Why School Desegregation Does and 
Does Not Matter in the 21st Century.”  

Apartheid schools are characterized by:

Highly concentrated poverty.•	  Seventy-one 
percent of all black public school students and 73 
percent of all Latino public school students attend 
schools where more than half of the students qualify 
for free and reduced lunch or come from families with 
income less than 185 percent of the poverty line. Just 
28 percent of white students attend such schools.

A lack of quality teachers.  •	 Schools serving poor 
students and students of color attract and retain 
fewer teachers who are well educated, certified, 
experienced and credentialed in their subjects. In 
2000, 28 percent of teachers in New York City’s 
highest-poverty schools had two years or less of 
classroom experience, compared with 15 percent of 
teachers in the lowest-poverty schools. In 2006, a 
legal brief filed by former Chancellors of University of 
California campuses asserted that the odds of a new 
California public school teacher being appropriately 
credentialed varied inversely with the proportion of 
blacks/Latinos in a school—even when salaries were 

high and students were high achievers and not from 
low-income families.  

Inferior curricula.•	  High school students who 
take more challenging courses enjoy great-
er success, academically and on the job mar-
ket, report TC faculty members Margaret 
Crocco and Anand Marri and their students 
Christopher Zublionis and Samantha Schoeller 
in their Equity Matters research review, “Rigorous  
and Challenging Curricula for All Students: The 
Equity Perspective.”

Yet poor and minority students are far less 
likely to take such courses. In part that’s because 
many attend racially isolated schools, but it’s also 
because, even in integrated schools, “second gen-
eration” segregation often persists, particularly in 
the form of tracking. Studies show that since the 
practice was introduced in the post-Sputnik era, 
poorer students—particularly those who are black, 
Hispanic, Native American or English language 
learners—have since been shunted into lower 
tracks at a disproportionately high rate.  

NCLB, too, has created barriers to curricular 
equity. In striving to reach the NCLB-mandated 
goal of proficiency for all students in reading and 
math by 2014, districts and schools have dramati-
cally scaled back physical education, the arts, so-
cial studies, lunch, recess and other activities. A 
2007 study by the Center for Education Policy 
found that, in elementary schools surveyed, time 
spent on subjects other than reading and math had 
dropped by nearly one-third since 2002, the year 
NCLB went into effect. Schools that serve poor 
and minority kids were significantly more likely to 
make such cuts.  

Meanwhile, only 16 percent of the nation’s 
poorest students took an advanced placement or 
International Baccalaureate-level course in 2004, 
compared with 51 percent of the wealthiest students.  

About one-sixth of black students and  

one-ninth of Latino students now attend 

“apartheid schools”—institutions with at least  

99 percent students of color.

“De-tracking has 

done wonders 

for this school. 

It’s not just a way 

to group kids 

—it’s a strategy 

for whole-school 

reform.”
cAroL BUrriS, 

priNcipAL, SoUtH 
SiDe HigH ScHooL

Alannie grant, Elysa Aldana and Matthew geyer on their way to class.
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Poorer academic performance, lower gradu-•	
ation rates and lower college attendance 
rates. The majority of high schools that are 90 
percent non-white have low “promoting power” 
(less than 60 percent of their students graduate in 
four years), versus just 6 percent of majority-white 
high schools. Students in predominantly minority 
schools also are less likely to graduate from college, 
even if their test scores and socioeconomic status are 
high. And whether or not they come from poverty, 
students in high-minority districts usually have high 
school graduation rates below 50 percent.

Yet despite all the evidence of the benefits of inte-
grating schools and classrooms—and of the harms of not 
integrating them—in June 2007, the U.S. Supreme Court 
struck down plans in Seattle and Louisville that spe-
cifically sought to maintain racial balance in classrooms. 
Prior to that decision, federal courts were rapidly termi-
nating their oversight of desegregation decisions. The 
result, the Wells group finds, has been the rapid re-segre-
gation of districts such Charlotte-Mecklenberg in South 
Carolina, once among the nation’s most integrated.

Against The Odds
All of which makes the success of South Side High 

even more impressive. When the school opened in 
1982, race relations in Rockville Centre were so bad that 
then-principal Robin Calitri (Carol Burris’s predecessor) 
brought in consultants to help ease the tensions. Calitri 
himself astutely observed that racial conflict among stu-
dents was most severe in the lowest-track classes, and he 
began phasing those classes out.

By 2000, the year Burris became principal, South 
Side—through the efforts of district Superintendent 
William Johnson, another TC alum and current adjunct 
professor—had eliminated its elementary school Gifted 
and Talented program in favor of inclusive classes and 
completely de-tracked its middle school, ensuring that 
students begin high school prepared for accelerated classes. 
Tracking in grades 9 and 10 had been eliminated, too.

Making those changes wasn’t expensive, nor did it 
involve hiring many new teachers—but it did require a 
wholesale cultural shift.

“You can’t just snap your fingers and do away with 
tracks,” says Burris, who will publish a book later this year, 
De-tracking for Excellence and Equity, which she wrote with 
Delia T. Garrity. “You have to carefully screen the teachers 
you hire to make sure they’ve got the skills needed to help 
kids rise to a new challenge. You’ve got to offer support 
classes for struggling learners, and professional develop-
ment for your faculty. And it’s a political process, too. You 
get resistance from teachers of high-track classes, parents 
of gifted students and parents of special needs students. 
So you have to collect data on your results, analyze it and 
communicate it back to all your stake-holders.”

What money the district did spend, Johnson adds, 
was mostly on support classes for struggling students. The 
classes “ended up being so well subscribed to that they just 
knocked us out of our socks.”

Clearly the effort has paid off. Meeting a group of vis-
iting researchers this past spring, one young South Side 
student was asked what she thought it would take to cre-
ate another school along the same lines.

“Hire teachers who believe in the kids,” she said.  •

Overall, only 16 percent of the nation’s poorest 

students took an advanced placement or International 

Baccalaureate-level course in 2004, compared with 51 

percent of the wealthiest students. 

special report: what works in schools
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South Side High 
School principal Carol 
burris (top, left) and 
Superintendent william 
Johnson (top, right). 
both are TC alumni.
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After (and Before) the Bell
More time on task can boost achievement— 

but it’s got to be quality time

S
even-year-old Mark Jackson doesn’t fit the 
stereotype of an “at risk” African American 
male. Mark’s father, a bus operator, lives at 
home, and his mother is a vice president at 

CitiBank. Mark, a public school second grader, main-
tains an academic average of just below 90.

Still, the Jacksons live on East 125th Street in Harlem 
—a neighborhood that, while fast gentrifying, remains 
troubled by gangs, crime, drugs and violence. And Mark—who re-
cently brought home a “D” in conduct—is nearing the age when his 
interest in academics and success in school could wane.

“Research says that after third grade, the achievement gap widens 
for black boys, and they grow less academically during the school year 
than other groups, especially in mathematics,” says Veronica Holly, a 
TC doctoral student who serves as Assistant Director of the College’s 
Institute for Urban and Minority Affairs (IUME). 

That’s why Mark is now attending the Steps for Success pro-
gram created by the Children’s Aid Society in partnership with 
IUME (Holly is the program’s Academic Director). Twice a week 
after school, Mark and 51 other boys go to Wadleigh Secondary 
School in central Harlem for tutoring, including a program in 
math developed by another TC doctoral student, Viveka Borum. 
On Saturdays, the boys go to Teachers College for a special cultural 
enrichment session. Each boy also has a male, African American 
“life coach” who acts as a mentor, a partner in setting and reach-
ing goals, and, in general, a guide to navigating the challenges of 
growing up black and male in the nation’s biggest city. The life 
coaches are available 24/7 to the boys and their families.  

“I have to ask myself, ‘Which hat am I going to wear with this 
boy?’ says Jamil Muhammad, 32, Mark’s life coach. “If I have the 
uncle and not the dad, if the family doesn’t have money, if there 
are the resources but the parents don’t have the time. You bob and 
weave through the different intricacies of those family structures.”

A Popular Strategy
Steps for Success is one of the better programs 

that increase “time on task,” an increasingly popular 
strategy for boosting achievement among poor and 
minority students through after-school programs, 
early childhood education and longer school days.

Access to these programs varies tremendously 
from one community and one household to the next. 

So does program quality; in fact, many fail to offer what some 
believe students need most.

“Unfortunately, these efforts too often lack the most vi-
tal ingredient: the involvement of parents and communities,” 
wrote Edmund Gordon, the founding director of IUME and 
TC’s Richard March Hoe Professor Emeritus of Psychology and 
Education, in an opinion piece in the New York Times in 2005. 
Gordon, who in the 1950s opened one of the first comprehensive 
family centers in Harlem, called upon the City’s education lead-
ers to supplement “the formal and informal learning that children 

A recent study showed that the better program staff were at 

ensuring that kids felt respected by both adults and other kids, the 

more engaged the kids became in the program, the more they felt 

they got out of activities, and the more they wanted to return. 

special report: what works in schools
additional time on task

veronica Holly, TC doctoral student and Assistant director of IUME.
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receive through their families, in personal relationships 
and through community groups and religious institu-
tions” and to provide “active engagement with concerned 
parents, parent surrogates, peers and interested adults.”

Gordon and his colleague, Beatrice Brigdlall, to-
gether with Heather Weiss and Susanne Buford of 
Harvard, are writing an Equity Matters research review 
that centers on the critical role of the family in educa-
tion—its importance in human development, as educa-
tor and teacher, as education consumer and as the key 
focus of what Gordon calls “comprehensive education” 
interventions. The ultimate goal of the latter, as Gordon 
sees it, is “to enable families to support the academic and 
personal development of children.”

Meanwhile, two other research reviews by TC fac-
ulty and their students take stock of the two most com-
mon forms of supplementary education, after-school 
and preschool. They describe a mix of enormous poten-
tial and disappointing reality.

“Although after-school programs offer a promis-
ing avenue for improving the academic competencies 
of American students, it would be misguided to expect 
the average program to substantially improve students’ 
academic performance,” write Jeanne Brooks-Gunn, 
Margo Gardner and Jodie Roth in their Equity Matters 
research review, “Leveling the Academic Playing Field 
for Disadvantaged Youth through Participation in 
After-School Programs.” Brooks-Gunn, Co-Director of 
the College’s National Center for Children and Families 
(NCCF), is a pioneering researcher whose own large-
scale studies of families and neighborhoods have helped 
establish the connection between these environmental 
influences and the academic prospects of children. 

Again, that’s the average program. Effects of after-
school programs on student performance have ranged 
from a 27 percent increase in young people with bet-
ter grades to a decrease (for children from single-parent 
families) in homework completion and higher rates of 
involvement in vandalism and substance use. Most pro-
grams fall somewhere in the middle, often resulting in 

Effects of after-school programs on student performance have 

ranged from a 27 percent increase in young people with better 

grades to a decrease in homework completion and higher rates of 

involvement with vandalism and substance abuse.

 “I have to ask 

myself ‘Which 

hat am I going 

to wear with 

this boy?’ 

You bob and 

weave through 

the different 

intricacies of 

those family 

structures.”
JAMiL MUHAMMAD, 
StepS For SUcceSS 

LiFe coAcH
Curriculum designer and TC doctoral student viveka borum 
(third from left) with the high school students she trains as tutors.

better attitudes toward school, but rarely doing much to 
improve academic performance. 

What are the components of an effective after-
school program? Results from an evaluation of The 
After-School Corporation (TASC) suggest that more 
years of participation are necessary to change academic 
outcomes for academically at-risk kids. In the L.A.’s 
Best after-school programs, a third year of participation 
reduced likelihood of dropping out.

There’s also evidence that “those who need the most, 
benefit the most” from after-school programs. In TASC, 
black, Hispanic and low-income children showed great-
er gains than other participants.

Program characteristics may be the most important 
success factor. The TC authors divide after-school pro-
grams into those that promote youth development op-
portunities not available during the school day, and those 
that focus on extra time to master academic skills. The 
programs offering development opportunities are more 
likely to improve kids’ academic achievement, primar-
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ily because they are likelier to offer a flexible, emotionally 
supportive and empowering environment. For example, 
when Veronica Holly—a former student research coordi-
nator under Brooks-Gunn—learned that a third grader 
in Steps for Success was in danger of being held back in 
school, she made sure he got one-on-one homework as-
sistance and a certified teacher for tutoring on Sundays. 
Soon, the boy was back on track.

Parsing Pre-k 
On the early childhood side, quality pre-k helps to 

bridge the gaps in vocabulary, math and other cognitive 
skills that often separate poorer children and children of 
color from whites by age three. Large-scale studies show 
that children who attended a high-quality center-based 
preschool perform better in kindergarten than peers 
who did not. The effects are larger for lower-income 
children and persist into first grade. The well-known 
studies of specific pre-k initiatives—Perry Preschool (for 
which Edmund Gordon approved funding back in 1965, 
when he was Director of Research for Head Start), the 
Abecedarian Project, the Chicago Child-Parent Center 
Program—have shown enormous life-long benefits for 
disadvantaged children, including lower rates of incar-
ceration, better health and higher earnings.

Unfortunately, most children are unlikely to end up 
in such high-caliber programs. 

“The hard reality is that quality in the majority of early 
childhood programs remains very low,” writes TC fac-
ulty member Sharon Lynn Kagan in her Equity Matters 
research review “American Early Childhood Education: 
Preventing or Perpetuating Inequity?” Kagan, Co-Director 
with Brooks-Gunn of NCCF, is an internationally recog-
nized expert on early learning standards.

Indeed, Kagan writes, “inequity pervades early child-
hood education, seriously restricting who has access to ser-
vices, the quality of the services themselves, the quality and 
competency of those who teach young children, the nature 
and application of regulations, the quality and thoroughness 
of the expectations and standards that guide pedagogy and 

instruction, and the amount and distribution of resources.” 
She confirms “socioeconomic status and race as predictors of 
inequity”  but also finds that “state, regional and programmat-
ic inequities are also serious and ubiquitous.” For example, in 
Oklahoma, over 90 percent of four-year-olds are enrolled in 
pre-k or Head Start programs, while New Hampshire and 
Nevada enroll just 13 percent of their four-year-olds.  Eleven 
states have no preschool program for four-year-olds. And 
while the average Head Start allocation nationally is $7,208, 
Washington state spends $9,016, while Washington D.C. 
spends just $728. 

“Unless we reconceptualize American early child-
hood education research and policy...our strategies, as 
promising as they appear, will perpetuate, not prevent, 
inequity and inequality,” Kagan writes.

Still, after-school and preschool programs continue 
to serve an enormous number of children—and when 
they work, good things happen.  

“I don’t misbehave as much as I used to,” reports Mark 
Jackson. “When I go to my after-school, I don’t want to 
take advantage of people that I don’t really know. They 
keep me in check. And when I stay in check, I have a 
better time.” • 

Steps for Success students 
on an outing to the 
Metropolitan Museum of 
Art (top, right).

special report: what works in schools
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Mark Jackson with a tutor at Steps for Success.



16  2007 AnnUAl rEporT Itzamar Tabon and dasol Huh in class at flushing International High School.



TEACHErS CollEgE, ColUMbIA UnIvErSITy   17for AddITIonAl rElATEd ConTEnT, vISIT:  www.TC.EdU/2007AnnUAlrEporT

Calling a Rose by Its Other Names
Around the world, the consensus is that bilingualism  

is a strength. It’s time the U.S. caught on

A
t Flushing International 
High School in Queens, 
Humanities teacher Kevin 
Hesseltine recently kicked 

off a class on imperialism by scribbling 
the following direction on the blackboard: 
“Free Write: Has your native country expe-
rienced Imperialism? By who? Was it eco-
nomic, political, social or all of the above? Give examples.”

At a table of ninth and tenth graders, one boy, whose family 
had recently emigrated from China, appealed to his seatmates to 
clarify the question. 

“Was your country ever invaded,” explained a girl from Pakistan.
“Yes,” the boy replied. “Japan.”
He then called out, in Chinese, to several other Chinese boys, 

who suggested—in English—another possible invader: Mongolia.
And so it goes at Flushing International and its sister schools 

(eight in New York City and one in Oakland, California). Language 
is seen both as a tool of communication and as a way to draw on 
other strengths of the school’s largely immigrant student population. 

“Their language is a part of who they are as people, not just as 
learners,” says Principal Joseph Luft. “You don’t deny students a 
part of who they are or prevent them from using skills and abili-
ties they have to learn. If someone sent you and me off to China 
but said, ‘You can’t speak to each other in English’—well, I think 
you can see the absurdity of it.”

Rising Tide
The number of U.S. students classified as English language 

learners (ELLs) has at least doubled over the past 25 years, and 
now accounts for more than 10 percent of total public school en-
rollment. Collectively ELLs speak more than 460 languages, with 
the most common being Spanish, Vietnamese, Hmong, Korean, 

Arabic, Haitian Creole and Cantonese. The 
U.S. has 10,000 young native speakers of 
Urdu alone. Overall, ELLs are enrolling in 
American public schools at a rate seven times 
the national average for all students. 

Yet according to data from the National 
Assessment of Educational Progress 
(NAEP), only 4 percent of these “English 

language learners” in the eighth grade are proficient in reading 
and only 6 percent in math. Seventy-one percent of ELLs scored 
below “basic” on the eighth grade NAEP reading and math tests. 
ELLs trail English-proficient students by 39 points in reading and 
36 points in math on a 500-point scale nationally. And a sur-
vey in 2003 revealed that 50 percent of ELLs fail their graduation 
tests, compared with 24 percent of English-proficient students.

To TC faculty members Ofelia García and Jo Anne Kleifgen 
and doctoral student Lorriane Falchi, authors of the Equity 

The number of U.S. students classified as English 

language learners (ELLs) has at least doubled over 

the past 25 years and now accounts for more than 10 

percent of total public school enrollment.

Andru Urbano and dang lin collaborate at flushing International High School.
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Matters research review “From English Language 
Learners to Emergent Bilinguals,” those failures stem 
from a fundamentally close-minded approach to lan-
guage—and one that is very much at odds with main-
stream thinking in other countries. In fact, while it may 
seem counter-intuitive, research has shown that using a 
child’s first language is the most effective way to help her 
achieve a higher level in an English language school sys-
tem. “The benefits of such practices are explained by the 
concept of linguistic interdependence—the notion that 
two languages bolster each other and the student’s abil-
ity to acquire knowledge,” the TC authors write.

That’s very much the thinking—and practice—at 
the Twenty-First Century Academy for Community 
Leadership, a predominantly Hispanic pre-k–8 school 
located in Washington Heights. Beginning in kindergar-
ten, where Margaret Blachley also uses sign language to 
help kids remember words, classes are taught in English 
one day, Spanish the next.

“We have signs to go with all of our routines, so the 
children become more comfortable with them,” says 
Blachley who hit upon the sign language idea with a fel-
low teacher. “I don’t have a scientific article to prove it, 
but I see them able to produce more language.”

And where bilingual children at most U.S. schools 
typically abandon Spanish at the third or fourth grade, 
“that’s where our kids flourish, because they have the 
power of Spanish to keep helping them,” says Principal 
Evelyn Linares. She adds that her students not only go 
on to take New York State’s Spanish regent exam, “but 
pass it and pass it with distinction.”

To Ofelia García—a native Spaniard who, despite 
her multiple degrees and her flawless English, says she 
still sometimes feels intimidated walking into American 
schools—this is merely common-sense thinking. 

 “Throughout the world, bilingualism is the norm,” 
says García, who heads TC’s Center for Multiple 
Languages and Literacies. “But here, bilingualism is the 
elephant in the room. In viewing non-native speakers 
simply as people who ‘don’t yet speak English’ we’re fo-
cusing only on the elephant’s tail.”

Paradigm Shift
It wasn’t always that way. In the 1960s, the Bilingual 

Education Act established a federal goal of assisting lim-
ited English speaking students in the quick acquisition 
of English. In the early 1970s, in Lau v. Nichols, a group 
of Chinese-American parents brought a judicial case 
against the San Francisco school board that eventually 

Collectively ELLs speak more than 460 languages, 

with the most common being Spanish,  

Vietnamese, Hmong, Korean, Arabic, Haitian 

Creole and Cantonese.

Where bilingual 

children at most 

U.S. schools 

typically abandon 

Spanish at the 

third or fourth 

grade, “that’s 

where our kids 

flourish, because 

they have the 

power of Spanish 

to keep helping 

them.” 
eVeLYN LiNAreS, 
priNcipAL, 21St 

ceNtUrY AcADeMY

21st Century Academy Kindergarten teacher Margaret blachley uses sign language 
cues to ease the transitions between English- and Spanish-speaking days.
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went before the U.S. Supreme Court, successfully argu-
ing that, by being thrown into English-only classrooms, 
ELLs were being (in the words of the Court’s major-
ity opinion) “effectively foreclosed from any meaningful 
education.” The Court instructed school districts to take 
“affirmative steps” to address these inequities, but left the 
mode of instruction up to the educators. 

Things began to change in the 1980s, when the fo-
cus of the Bilingual Education Act began to shift toward 
supporting programs that used only English in educating 
ELLs and that imposed time limits on participation in 
transitional bilingual education.  In the 1990s, the use of 
children’s native language to support learning came un-
der political siege, perhaps best typified by Proposition 
227, a California initiative that prohibits the use of native 
language instruction and mandates the use of sheltered 
English immersion programs, where students are main-
streamed into regular classrooms after just one year. And 
under the federal No Child Left Behind Act (NCLB), 
passed in 2002, the pressure to bring all students to read-
ing and math proficiency by 2014 has led districts in 
many states to minimize the number of ELLs per grade 
in order to avoid having to report data on these students 
and sustain penalties if they haven’t made sufficient aver-
age yearly progress.

García, Kleifgen and Falchi believe that these pol-
icy shifts have amounted to a “silencing of bilingualism 
and bilingual education.” They argue that the very term 
“English Language Learner” reflects all the failings in the 
U.S. approach and call instead for “emergent bilingual” as 
a preferable term for students in this population. “Calling 
them ELL is erasing who they are,” García says. “They 

already contribute to our society with divergent think-
ing, a facility with languages—skills that we can use in the 
classroom and beyond.” 

At Flushing International High School, Kevin 
Hesseltine agrees. Earlier in the day, his students, asked 
to split into groups with different flags and divide up the 
classroom under their respective banners, spontaneously 
propose a diplomatic conference.

Later, Hesseltine, a Peace Corps graduate who speaks 
Ukrainian, says the benefits of the system are evident. 
“For me, this is the most interesting place to be teach-
ing,” he says. “American kids would never have gotten it. 
These guys can pull off what they know about their own 
countries. It’s much more interesting to me. Every kid is 
so different.”  •

ELLs trail English-proficient students by 39 points in 

reading and 36 points in math on a 500-point scale 

nationally...50 percent of ELLs fail their graduation tests, 

compared with 24 percent of English-proficient students.

21st Century Academy 
principal Evelyn linares 
(top, right).

flushing International High School teacher Kevin Hesseltine collaborates with a group.

special report: what works in schools
bilingual education
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Doing the Math
Smaller classes can help students learn and perform better 

—but it takes more than just numbers  
to make the approach add up

c
lasses look so small these days at I.S. 123—the 
James M. Kieran School in the Soundview 
neighborhood of the Bronx—that visitors 
sometimes get the wrong idea. 

“When we first did it, people would say, ‘You have 
horrible attendance,’” says Principal Virginia Connelly. 
Or, she says, “people from Central would mistakenly 
think we had lots of room to share in the building. I’d 
say, ‘No, no, no. Go look at my registers. I have 30 to 36 in every 
homeroom class.’”

Yet through complex programming, artful use of additional 
state funding and help from an enthusiastic faculty, I.S. 123 has 
managed to create what Connelly calls “splits” in every English 
Language Arts (ELA) and math class, resulting in sections of 15 
to 18 kids. 

The results have been impressive. In 1999, the year after 
Connelly arrived, 80 percent of her students were performing 
in the City’s lowest quartile in math. By 2007, that number had 
dropped to 10 percent, with the remaining 90 percent distributed 
across levels 2, 3 and 4. The school remains on the City’s SURR 
(Schools Under Registration Review) list, but last year, it earned 
an “A” on the new Department of Education school report card, 
which primarily measures improvement.  

A Popular Approach
When it comes to improving student achievement, reducing 

class size is popularly viewed as a no-brainer—a strategy so self-
evidently effective that it ought to be the top spending priority in 
every district and school in the country. For proof, its champions 
typically cite Tennessee’s landmark Project STAR (for Student/
Teacher Achievement Ratio), which in 1986 assigned thousands 

of the state’s kindergarten students to small, medium 
and large classes for four years. By third grade, the 
kids in smaller classes were performing at significantly 
higher levels in math and reading than other children 
in the study. In high school—long after returning to 
larger classes —these students were likelier to com-
plete advanced academic courses, take college admis-
sions tests and graduate. Black students who had been 

assigned to small classes were 25 percent more likely than black 
students in large classes to take, and score higher, on college ad-
mission tests. 

Since Project STAR, hundreds of billions of public and pri-
vate dollars have been spent nationwide to reduce the size of 
classrooms and schools, with 32 states now funding either volun-
tary or mandated class-size reduction programs. 

It’s a great story, but there’s just one catch: despite a nearly 
40 percent average reduction in U.S. class size since 1970, student 

Since Project STAR, hundreds of billions of public and private 

dollars have been spent nationwide to reduce the size of 

classrooms and schools, with 32 states now funding either 

voluntary or mandated class-size reduction programs. 

Smaller class sizes allow teacher more one-on-one time with students.

special report: what works in schools
class size reduction
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achievement in this country has remained relatively flat. 
Meanwhile, statewide class size reduction efforts have 
distracted from other reform efforts or even spawned 
unintended but sometimes harmful consequences. In 
California, a massive class size reduction effort, initiated 
with little advance preparation, has spurred a dramatic in-
crease in the number of uncertified teachers, particularly in 
schools serving poor and minority students. And Florida, 
anxious to show the fruits of class size reduction, has given 
districts broad license for meeting the new guidelines—
including the freedom to lower graduation requirements. 

“Reduced class size alone isn’t a silver bullet,” writes 
Douglas Ready, Assistant Professor of Education at 
Teachers College, in his Equity Matters research review 
“Class-Size Reduction: Policy, Politics and Implications 
for Equity.” “Establishing appropriate class size is a bal-
ancing act between children’s development needs and 
contemporary fiscal realities.” The strategy is politically 
popular, Ready says, because it makes intuitive sense; 
because elected officials have the power to enact it (un-
like other school reforms, which can be initiated only 
through a more complex set of steps); and because it can 
be (and thus far has been) applied to students of all in-
come levels. And yes, he says, studies like Project STAR 

and Milwaukee’s SAGE can legitimately claim to have 
documented a cause-and-effect relationship between 
smaller classes (typically k–3) and better student out-
comes. But, Ready points out, teachers in Project STAR 
were of uniformly high quality. Their schools had vol-
unteered to participate in the study, and they themselves 
were given incentives to work in small classrooms. These 
are conditions that rarely occur in over-crowded and of-
ten under-resourced urban school districts. 

A Turnaround Story
I.S. 123 is a case in point. Ten years ago, the school 

was beset by trouble. Drug dealers and gang recruiters 
regularly hung out outside. A gang riot erupted just 
before Connelly arrived in May 1998, resulting in the 
arrests of 20 students, and another riot was narrowly 
averted after the nearby police shooting of Amadou 
Diallo. Connelly’s top priority coming in was to “make 
the 123 campus a model for middle schools.”  

Today, life at 123 has significantly improved. Two 
years ago, Connelly declared that any mark lower than 
a 75 was unacceptable. “Now there’s no such grade,” she 
says. “It’s an ‘N,’ which means you’re not done. Not 
done, need improvement.” 

Kids who get an ‘N’ on a test must retake it, with 
studying help from teachers if necessary, until they get at 

Despite a nearly 40 percent average 

reduction in U.S. class size since 1970, student 

achievement in this country has remained 

relatively flat.

“When we first 

did it, people 

would say, ‘You 

have horrible 

attendance.’  

But I said, ‘No, 

no, no. Go look at 

my registers.  

I have 30 to 36  

in every 

homeroom 

class.’”
VirgiNiA coNNeLLY, 

priNcipAL, i.S. 123

Teacher dawn Kersting discusses a writing assignment with a student.

principal virginia Connelly in the 123 hallways.
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least a 75. That’s led to a dramatic increase in the school’s 
list of honor students: two years ago, 110 kids made the 
list, while 260 were failing. This year there are 180 kids on 
the honor roll and the number of those failing could dip 
under 100 for the first time.  

Still, as she walks through the hallways, Connelly 
constantly picks up pieces of paper and pulls hoods and 
hats off students. 

 “We’re not accepting anything less than your best,” 
Connelly says. 

That maxim extends to teachers, who are essential to 
the success of the school’s smaller classes. To pay for quality 
teachers, Connelly has drawn in part on new state mon-
ey designated for class size reduction, but she’s also used 
savings created by cutting some non-teaching jobs and 
persuading teachers to volunteer to deal with detention 
at lunchtime and help with interim and periodic assess-
ments. The incentive she offers: classes of  just 18 kids. 

A Citywide Approach
These are precisely the kinds of thoughtful strate-

gies and trade-offs encouraged by the New York City 
Department of Education (DOE). Under a state law re-
sulting from New York State’s recently concluded school 
finance case, the City has developed a five-year class size 
reduction plan and is spending 50 percent of the special 
funds it has received from the case on reducing classes. Yet 
even the 72 low-performing schools the City has targeted 
as part of this effort (I.S. 123 is one) are not absolutely re-
quired to make their classes smaller.

 “We didn’t go to any school and say, ‘You must re-
duce classes,’” says Garth Harries, DOE’s Chief Executive 
for Portfolio Development, who reports to Chancellor 
Joel Klein. “We gave schools a broad range of additional 
resources. Last year, schools opted to use about half of 
that money for class size reduction and half for other tar-
geted reforms.”

When schools do choose to undertake class size re-
duction, Harries says, the DOE pushes them to “make 
smart tradeoffs. Class size reduction happens at the nexus 

of teachers’ time and the availability of facilities. So you 
have to make sure you have the best caliber teachers you 
can have. You have to understand how to use your physi-
cal infrastructure and how to do your scheduling.  Class 
size reduction makes intuitive sense, but it’s actually a 
pretty complex business.”

Or as Doug Ready puts it: “Meaningful education 
reforms require much deeper transformations than class 
size reduction alone can provide.” 

When those deeper transformations occur, though, 
there are few complainers. A few years ago, Barry Price, a 
math teacher at 123, was so stressed out from teaching larger 
classes that his doctor recommended anti-hypertensives. 
Now, the kids in his long, bright classroom work quietly 
in groups, enabling Price to directly supervise students at 
the smart board.  

In particular, Price is able to help struggling students 
like Maxwell Alvarez. “I couldn’t reach him,” he says. 
“He’s the guy who would be in the back. He doesn’t cause 
any problems. All his life he’s going to get pushed along 
because he doesn’t cause any problems. And bad teachers 
are going to say, you don’t cause any problems, I’ll pass 
you. But now, he’s not getting lost, because I see it. I can 
physically see why he’s stuck. And I have the time to say, 
here—here’s the exact point you’re missing.” •

special report: what works in schools
class size reduction

New York City has developed a five-year class size 

reduction plan and is spending 50 percent of the money 

it has received through the State’s school finance lawsuit 

on class size reduction.

Math teacher barry price takes time with students at the board.
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Financial Statement Highlights
The accompanying financial statements have been prepared on the accrual basis of accounting in accordance with standards established  

by the Financial Accounting Standards Board (FASB) for external financial reporting by not-for-profit organizations.

BALANce SHeet
The balance sheet presents the College’s financial 

position as of August 31, 2007. The College’s largest 
financial asset is its investment portfolio, representing 
approximately 62% of the College’s total assets, with 
a fair market value of $250 million as of August 31, 
2007. The investment portfolio includes $220 million 
relating to the College’s endowment, which represent 
contributions to the College subject to donor-imposed 
restrictions that such resources be maintained 
permanently by the College, but permit the College 
to expend part or all of the income derived therefrom.  
The endowment is managed to achieve a prudent 
long-term total return (dividend and interest income 
and investment gains). The Trustees of the College 
have adopted a policy designed to preserve the value 
of the endowment portfolio in real terms (after inflation) 
and provide a predictable flow of income to support 
operations.  In accordance with the policy, $9.2 million 
of investment return on the endowment portfolio was 
used to support operations in fiscal year 2007.  

The College’s second largest and oldest asset is 
its physical plant, consisting of land, buildings, furniture 
and fixtures, and equipment. As of August 31, 2007, 
the net book value of plant assets was approximately 

$124 million, representing approximately 31% of the 
College’s total assets.

The College’s liabilities of $163 million are 
substantially less than its assets. As of August 31, 
2007, long-term debt represented the College’s most 
significant liability, at $84 million.  

In accordance with FASB standards, the 
net assets of the College are classified as either 
unrestricted, temporarily restricted or permanently 
restricted.  Unrestricted net assets are not subject to 
donor-imposed restrictions. At August 31, 2007, the 
College’s unrestricted net assets totaled approximately 
$159 million. Of this amount, approximately $105 
million represented endowment appreciation and 
funds designated for long-term investment (quasi-
endowment funds) by the College’s Trustees.  
Temporarily restricted net assets are subject to donor-
imposed restrictions that will be met either by actions 
of the College or the passage of time.  Permanently 
restricted net assets are subject to donor-imposed 
restrictions that stipulate that they be maintained 
permanently by the College, but permit the College 
to expend part or all of the income derived therefrom.  
The College’s permanently restricted net assets consist 
of endowment principal cash gifts and pledges. 

StAteMeNt oF cHANgeS iN Net ASSetS
The statement of changes in net assets presents 

the financial results of the College and distinguishes 
between operating and non-operating activities.  Non-
operating activities principally include investment 
return in excess of the expendable amount determined 
by the College’s endowment spending policy; net 
assets released from restrictions; and the loss derived 
from the refinancing of the College’s 2003 debt into 
the 2007 series.

The College experienced a net increase of $10 
million in unrestricted net assets from operations in its 
financial statements. The College’s net assets increased 
by approximately $9 million overall.  

Unrestricted operating revenues totaled 
approximately $149 million. The College’s principal 
sources of unrestricted operating revenues were 
student tuition and fees, net of student aid, 
representing 50% of operating revenues, and grants 
and contracts for research and training programs, 
representing 23% of operating revenues.  Investment 
return, auxiliary activities, government appropriations, 
and other sources comprise the remaining 27% of 
operating revenues. Operating expenses totaled 
$151 million.

BALANce SHeet August 31, 2007

ASSetS
Cash  $ 4,412,080
Student accounts and other 
receivables, net  2,597,625
grants and contracts receivable 3,363,862
Inventories and other assets 4,213,145
Contributions receivable, net 9,638,947
funds held by bond trustees and 
escrow agent  4,986,356
Investments  250,342,340
Student loans receivable, net  3,173,698
plant assets, net  124,310,365
totAL ASSetS $ 407,038,418

LiABiLitieS AND Net ASSetS
Liabilities
Accounts payable and 
accrued expenses  $ 17,151,249
deferred revenues 26,122,986
long-term debt  84,408,023
Accrued pension and other 
benefit obligations  29,419,499
other liabilities 3,473,426
U.S. government grants refundable 2,549,656
totAL LiABiLitieS 163,124,839

Net Assets 
Unrestricted net assets 

operating and other 7,319,018
designated for long-term investment 104,786,404
Investment in plant, net 47,312,391

total Unrestricted net assets 159,417,813
Temporarily restricted 14,770,327
permanently restricted 69,725,439
totAL Net ASSetS 243,913,579

totAL LiABiLitieS AND Net ASSetS $ 407,038,418

StAteMeNt oF cHANgeS iN Net ASSetS Fiscal Year ended August 31, 2007

  teMporAriLY perMANeNtLY 
 UNreStricteD reStricteD reStricteD totAL
operAtiNg reVeNUeS
Student tuition and fees, net of student aid $ 74,511,408 —  —  74,511,408
government appropriations 846,566 —  —  846,566
grants and contracts 34,353,689 —  —  34,353,689
Contributions 2,097,651 —  —  2,097,651
Investment return used in operations 10,825,310 —  —  10,825,310
Sales and services of auxiliary enterprises 18,828,519 —  —  18,828,519
other sources 3,670,938 —  —  3,670,938
net assets released from restrictions  3,373,343 —  —  3,373,343
totAL operAtiNg reVeNUeS 148,507,424 —  —  148,507,424

operAtiNg eXpeNSeS
Instruction 50,768,232 —  —  50,768,232
research, training and public service 35,893,138 —  —  35,893,138
Academic support 13,217,367 —  —  13,217,367
Student services 8,148,897 —  —  8,148,897
Auxiliary enterprises 21,543,840 —  —  21,543,840
Institutional support 21,221,257 —  —  21,221,257
totAL operAtiNg eXpeNSeS 150,792,731 —  —  150,792,731
DecreASe iN Net ASSetS FroM operAtioNS (2,285,307) —  —  2,285,307

NoN-operAtiNg ActiVitieS
Contributions —  3,041,714  597,438  3,639,152
Excess of total investment return over amounts 
used in operations 21,910,189 —  —  21,910,189
net change in fair value of derivative instruments 44,737 —  — 44,737
Investment return on funds held by bond trustees 
and escrow agent 308,710 —  —  308,710
Change in value of split-interest agreements 29,357   460,299 (149,932) 339,724
Change in additional minimum pension liability 591,498 —  —  591,498
redesignation of net assets —   (1,000,000)   1,000,000 — 
loss on refinancing of debt (1,074,465) — — (1,074,465)
net assets released from restrictions  1,346,427 (4,719,770)   —  (3,373,343)  
Increase in unrestricted net assets before cumulative
effect of change in accounting principle 20,871,146 (2,217,757) 1,447,506 20,100,895
Effect of adoption of fASb Statement 158 (10,982,530)   —  —  (10,982,530)  
iNcreASe iN Net ASSetS $ 9,888,616 (2,217,757) 1,447,506 9,118,365
Net ASSetS At BegiNNiNg oF YeAr 149,529,197 16,988,084 68,277,933 234,795,214
Net ASSetS At eND oF YeAr $ 159,417,813 14,770,327 69,725,439 243,913,579
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