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Executive Summary
The field of early childhood education is
experiencing unprecedented public investment
accompanied by increasing expectations for
enhanced child outcomes. To achieve such
outcomes, policymakers must consider the
socioeconomic and racial/ethnic composition of
children’s classrooms as an important component
of preschool quality.
This report presents the results of a review and analysis of demographic data, current research, and
position statements of national early childhood organizations, emphasizing the following findings.
The demographic data reveal troubling racial/ethnic and economic disparities in preschool enrollment
and in the quality of preschool that children experience, which beckon policy changes to provide
all families with access to affordable, high-quality preschool options. Among families who do enroll,
most children attend classrooms that are homogenous in family income, and often in race/ethnicity
as well.
The research on the distinct benefits of higher-SES and racially diverse classrooms in early
childhood provides a foundation for the development of policies and practices that encourage
and support diversity in preschool classrooms. In particular, findings from emerging research on
preschool classroom composition, which are consistent with multiple studies on school composition
in kindergarten and elementary school and on peer effects in preschool, kindergarten, and elementary
school, make a compelling case for reconsidering current preschool policy and practice.
The position statements of leading national organizations working on early childhood issues
do not include diversity within schools or classrooms as a specific goal for young children, though
one does call for integrated classrooms more generally. We call on the organizations to exercise
leadership in advancing the goal of racially and economically diverse preschool classrooms as an
important option for families with young children. Finally, two examples of diverse preschools are
presented to demonstrate how diversity works in practice.
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We argue that quality and equity are inextricably linked, that programs that are segregated
by race/ethnicity and income are rarely of equal quality, and that efforts to make early childhood
investments sustainable must take this into account.
Specific recommendations are offered in the following areas:
Build Public and Professional Knowledge.
We call upon government, foundations, researchers, professional organizations, and advocates to
mobilize and communicate the available data and research findings, using diverse sources to reach
diverse audiences. We also call for increasing the research base regarding classroom diversity.
Increase Funding.
To support efforts to enhance school and classroom diversity, we recommend pursuing state and/or
federal funding initiatives using multiple funding sources. One option is to create an “equity” set-aside
in current early education funding, parallel to the concept of the “quality” set-asides in Head Start
and Child Care Development Block Grant funding, to support classroom integration.
Consider Location and Subsidize Transportation.
When considering which programs to support, policymakers should advance programs that reside
in or close to socioeconomically and racially diverse neighborhoods, in addition to those in lowincome neighborhoods. At the same time, the predominance of residential segregation requires
that policymakers assure that families have access to affordable transportation to diverse programs.
Strengthen Professional Development.
Because teachers are critically important to the quality of children’s preschool experience, the
increasing diversity of the children they serve demands that teachers have the capacity to teach
effectively in diverse classrooms. We call on states, higher education and postgraduate education
schools, and foundations to increase attention to classroom diversity in early childhood education
(ECE) teacher preparation efforts.
Support Enrollment and Engagement.
Program administrators and teachers need to recruit and engage diverse families as valued
members of the preschool community. We call on policymakers and program administrators to
support family outreach and recruitment efforts, and the engagement of families in their children’s
preschool experience.
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Introduction: A Critical
Moment in Early Education
Never in the history of early childhood development and education has so much attention been
accorded young children. Increased public discourse and new public policies have led to programs
and services emerging throughout the country. In many cases, these initiatives provide direct services
to children as well as the physical and social infrastructure (capacity development, governance,
and accountability structures) that supports these services. Moreover, this interest and investment
has been matched by global efforts to include early education in policy documents and global
frameworks, including the Millennium Development Goals. How did this burgeoning interest in early
childhood development come to be, and are societies fully capitalizing on the opportunity such
attention affords?
Many experts attribute this surge of interest in early childhood development to new knowledge
in the field of neuroscience. With the advent of neuro-imaging, brain plasticity has become evident—
as has the importance of capturing and advancing the potential inherent in the earliest years of life.
Scientists also point to robust data that attest to the potency of high-quality early education on
children’s short- and long-term development and their readiness for school. And economists readily
acknowledge that early education is a proven cost-saving intervention, perhaps the most important
social investment any society can make. In reality, it is the confluence of all these data, widely
popularized by solid public information campaigns, that now renders early childhood a prominent
position on the public agenda.
Now that early childhood education (ECE) has penetrated the policy agenda and its
contributions are clear, it is time to shift the discourse from the why to one that addresses the how
of early childhood education. More specifically, it is time to focus next generation discourse on the
parameters needed to mount early education programs that are of sufficient quality to produce
improvements in children’s learning and development, of sufficient sustainability to ensure that early
education becomes a durable feature of the policy landscape, and of sufficient equity to reduce the
widening learning and achievement gaps that characterize American education. In other words, it is
time to focus on how to achieve excellent, sustained, and equitable early childhood efforts.
Some of this conversation on public investment in early care and education has already begun.
Data on what constitutes quality early childhood education abounds, with scholarship affirming
that group size, adult-child ratios, use of curricula, and most importantly, interactions between
educators and young children matter unequivocally. The existence of early learning standards, childcentered pedagogy, formative assessment, and comprehensive services are also critically important.
Increasingly, definitions of quality education are embracing systemic elements that include the way
early childhood efforts are governed, financed, held accountable, and foster meaningful parent
engagement and effective transition supports. Such agreement, however, does not mask a plethora
of lingering quality questions in the field: Can we have standards without standardization? How are
home cultures and values best incorporated while maintaining fidelity to specified program goals?
Why Classroom Diversity Matters in Early Education
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What is the requisite amount of training needed to prepare teachers of high quality? Is “quality”
the same for all children and for all ages of children? And amid this discourse, the question of
whether the demographic composition of children’s classrooms is a component of preschool quality
deserves careful attention.
Less abundant, but present nonetheless, are efforts to address the sustainability of new early
childhood efforts. No longer regarded as an intermittent passion of some elected officials, early
childhood education is increasingly being conceptualized as an essential element of the public good,
a service that is both a child’s right and a necessary social obligation. Such reframing is accompanied
by comprehensive and visionary planning, wherein early childhood services embrace health and
nutrition, and extend for multiple years, not multiple months. Attention is also being accorded to
the development of durable supports for families with young children. The focus on improving and
sustaining services for young children and their families has increased considerably, resulting in public
policies such as the Early Learning Challenge Fund (ELCF), the reauthorization of the Child Care and
Development Block Grant (CCDBG), and Head Start, and in scores of programs supported by the
philanthropic and corporate sectors.
Sadly, however, we have not seen similar progress regarding equity. While the issue of equity
has animated the K–12 policy narrative for decades, it has been less deeply considered in early
childhood education. This is odd, given the reality that early childhood education as a public service
reached national prominence with the Head Start program as part of the War on Poverty, followed
by concerted efforts to reduce economic inequity among poor children. Despite this, issues of racial
and socioeconomic equity have only been tangentially tackled with the result that many programs
effectively isolate children by income, and often in practice, by race.
This report seeks to address this policy deficit by presenting what is known regarding racial
and socioeconomic diversity in ECE classrooms, and by discerning diversity’s contribution to
the quality of preschool programs, the sustainability of preschool investments, and the equity of
preschool choices available to families with young children. It summarizes the demographics and
research literature, and provides the results of a survey of the position statements of national ECE
organizations regarding diversity within preschool classrooms. To complement this information, it
presents examples of how diversity works in ECE programs. Finally, it offers recommendations for
research, policy, and practice regarding classroom diversity in preschool.
In addressing issues of diversity from different perspectives, we aim to elevate it to a level
of discourse and commitment commensurate with that currently being accorded the quality and
sustainability of early childhood services. Indeed, we argue that quality and equity are inextricably
linked: programs that are segregated by race/ethnicity and income are rarely, if ever, of equal quality,
and efforts to make early childhood investments sustainable must take this fact into account. Our
stance is that, without attention to excellence, sustainability, and equity, the country cannot hope
to capitalize on the present opportunity being afforded early childhood education as it anticipates
robust expansion and enhanced efficacy.
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What We Know about Racial
and Economic Diversity in
Early Childhood Education
Public investment and enrollment in preschool programs has increased dramatically over the past
decade, with most of the rise coming in state pre-K programs. In 2012–13, 1.3 million three- and
four-year-olds attended state pre-K programs, at a total cost of $5.4 billion.1 That is twice the number
of children that were enrolled a decade
ago, and more than double the level of
Defining Preschool
funding.2 By comparison, the federal Head
Start program served about 900,000
Much of data on classroom diversity emanates
three-, four-, and five-year-olds and their
from state pre-K or Head Start programs, and
families in 2013–14, at a cost of $7.3 billion,
so this report focuses on these two delivery
and enrollment and funding have been
streams. To describe them, we use the terms
relatively stable over the past decade.3
preschool and early education programs
interchangeably in this brief. We recognize,
Despite these increases in preschool
however, that there are many other types of
program enrollment, however, we know
early childhood arrangements, including centervery little about the socioeconomic
based and family-based child care.
and racial/ethnic diversity of the early
education classrooms in which young
children spend their days. Even less attention has been focused on if and how such classroom
diversity affects children’s learning. In an attempt to address this paucity, we will look at: (1) what we
know from demographic data about children in public preschool programs and classrooms, (2) what
we know from research on children who attend schools and classrooms of different racial/ethnic
and economic composition, and (3) what we know from statements of national early childhood
organizations regarding the integration of children from diverse backgrounds in preschool programs
and classrooms.

What We Know from the Demographics

As the number of children who attend early education programs has increased in recent years, a
growing list of empirical studies has demonstrated decisively that high-quality preschool can have
substantial positive effects on children’s early learning and development.4 Research also indicates that
the quality of preschool programs influences how much children benefit, and that children from lowincome families tend to benefit the most from high-quality programs.5 These results on the efficacy
of high-quality preschool underscore the need to promote equal access to such programs.
Unfortunately, the demographic data on early childhood education programs reveal three
troubling trends: (1) children from low-SES families and Hispanic children are less likely than high-SES
and non-Hispanic children to be enrolled in center-based early childhood programs; (2) low-income
children are most likely to attend low-quality preschool programs; and (3) most children in public
preschool programs attend economically segregated programs that are often segregated by race/
ethnicity as well.
Why Classroom Diversity Matters in Early Education
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Who Goes to Preschool?
Although participation in center-based programs has been rising, the data reveal disparities in
participation based on children’s race/ethnicity and socioeconomic status (SES). Children from lowSES families and Hispanic families are less likely than high-SES and non-Hispanic children to be
enrolled in center-based early childhood programs.6
Two components of SES (family income and maternal education), as well as race and ethnicity,
directly relate to children’s enrollment in early childhood programs. In 2012, only 45.6 percent
of children from families with incomes below the poverty line attended center-based programs
(including pre-K, Head Start, and center-based child care).7 For children from families making 100–
199 percent of the poverty line, enrollment was slightly higher, at 51.8 percent, and for families
making at least twice the poverty threshold, enrollment rose to 72 percent. At the same time,
children whose mothers had bachelor’s degrees or higher were almost twice as likely as those
whose mothers had less than a high school diploma to attend such center-based early childhood
programs (79.4 percent versus 42.7 percent). The data also reveal disparities by race and ethnicity:
63.5 percent of white children, 68.4 percent of black children, and 68.4 percent of Asian or Pacific
Islander children attended such center-based programs in 2012, compared to only 51.9 percent of
Hispanic children. (See Figure 1.) Together, these data suggest that many of the children who could
most benefit from high-quality preschool are not enrolled.
Who Gets High Quality?
The importance of high-quality preschool to children’s short- and long-term educational outcomes is
beyond dispute. But, sadly, the overall quality of American preschool is low. In 2012–13, for example,

Figure 1.
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Source: Federal Interagency Forum on Child and Family Statistics, America’s Children: Key National Indicators of Wellbeing, 2014, Table Fam3B
(Washington, D.C.: U.S. Government Printing Office, 2014), http://www.childstats.gov/americaschildren/tables/fam3b.asp?popup=true.
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more than half a million children in state pre-K programs—41 percent of nationwide enrollment—
were enrolled in programs that met fewer than half of the quality benchmarks set by the National
Institute for Early Education Research.8 The problem is compounded for low-SES families because
they have limited access to quality services.9 Although the quality of pre-K programs varies, those
serving high numbers of children living in poverty and racial/ethnic minorities are the most likely to
be low in quality.10
Additionally, quality in Head Start classrooms (a program designed for low-income children)
is uneven. In the aggregate, a randomized evaluation of Head Start found modest, but statistically
significant improvements in children’s language, cognitive skills, and school-related behaviors, and
the results put Head Start on par with good child-care programs.11 But when compared with pre-K
programs, Head Start has not compared favorably on a range of cognitive, language, and socialemotional outcomes in the short run.12 Moreover, the instructional quality of Head Start classrooms
tends to be low: a 2010 study found that 96 percent of Head Start classrooms scored in the low
range (1 to 2 points) on a 7-point scale measuring instructional support.13 Even so, attending higherquality Head Start programs has been associated with positive long-term outcomes for enrollees.14
Clearly, given the findings on both pre-K and Head Start programs, access to high-quality early
education for all children is not the norm.
How Diverse Are Programs and Classrooms?
As states have expanded access, the cohorts of children attending early education programs have
become remarkably diverse, mirroring the unprecedented diversity of young children in the country
as a whole. In 2012, the U. S. Census Bureau announced that for the first time, more than half (50.4
percent) of the children in the country under age five were racial/ethnic minorities (that is, race/
ethnicities other than non-Hispanic white), challenging the very notion of their “minority” status.15
This increasing diversity among young children is clearly reflected in public preschool programs.
In a 2001–03 sample of 2,966 children from eleven state pre-K programs, 59 percent of the children
represented a racial/ethnic minority.16 About one out of four was Hispanic (27 percent); one out
of five was black (18 percent); and 3 percent were Asian; 11 percent were “other”; the balance (41
percent) was non-Hispanic white. In terms of family income, about half of the total (49.2 percent)
were from families with incomes of $25,000 or below; a quarter (25.4 percent) came from families
with incomes from $25,001 to $45,000; and another quarter (25.4 percent) came from families
with incomes above $45,000, representing a surprising level of diversity in both race/ethnicity and
family income. While this data is over ten years old, as access has expanded to pre-K programs, the
diversity of enrolled children may well have increased.
Yet, this diversity in preschool programs overall does not always translate into diversity within
preschool classrooms. Many children have been clustered in pre-K classrooms that are both highminority and high-poverty. In the 2001–03 sample, almost half (47.1 percent) of the children
attended high-minority classrooms (70 to 100 percent minority), in which, on average, three out
of four (75.4 percent) of the children were poor.17 Just over a quarter (29.7 percent) attended
classrooms that were predominantly white (less than 30 percent minority). Fewer children were
in pre-K classrooms that displayed some racial/ethnic and economic diversity. Just under a quarter
(23.2 percent) attended racially diverse classrooms (30 percent to 70 percent minority), and only a
narrow slice (17.0 percent) were enrolled in classrooms that were both racially diverse and mediumor high-income.18 While the classroom diversity in these pre-K programs is surprising and perhaps
groundbreaking, it is more the exception than the rule.

Why Classroom Diversity Matters in Early Education

8

Overall enrollment in Head Start programs is also racially and ethnically diverse, though in
accord with Head Start policy, far less heterogeneous by family income. In 2012–13, 37.6 percent of
children in Head Start were Hispanic (of any race), roughly mirroring the percentage of children in
poverty ages three to five who were Hispanic.19 Broken down by race, overall Head Start enrollment
was 41.7 percent white, 29.5 percent black or African American, 3.8 percent American Indian/
Alaska Native, 1.8 percent Asian, 0.6 percent Native Hawaiian/Pacific Islander, 9.2 percent biracial or
multiracial, and 13.4 percent unspecified/other.20 National data on the racial/ethnic composition of
Head Start classrooms, however, are not publicly available.
By design, Head Start serves economically disadvantaged students, including children living in
poverty or foster care, those who are experiencing homelessness, or those who have disabilities.
Federal law does create the possibility for some economic diversity by allowing each Head Start
program to enroll up to 10 percent of its children from families that have incomes above the
poverty line; programs may also serve up to an additional 35 percent of children from families
whose incomes are between 100 percent and 130 percent of the poverty line, as long as enrollment
of families below poverty has been fully met.21 Yet while Head Start creates the potential for such
diversity with these options, the pursuit of diversity is often compromised by pressure to serve the
lowest-income children first. In 2012–13, just 5.1 percent of Head Start children nationwide had
family incomes that were 100–130 percent of the poverty line, and only 2.5 percent came from
families earning more than 130 percent of the poverty line.22
A formidable obstacle faced by preschool programs that seek to serve socioeconomically
and racially diverse children is the prevalence of neighborhood segregation. Because many parents
prefer to send their children to neighborhood programs, early education programs often reflect
neighborhood housing patterns that result in high levels of segregation by income and race. Moreover,
the number of high-minority, high-poverty neighborhoods is rising, with young children being the
most likely age group to live in segregated neighborhoods.23 An analysis of 384 metropolitan areas
across the country found that many children who are three to five years old reside in neighborhoods
with levels of racial and economic segregation that are very high, and higher than for older children.24
Summary of the Demographics
The demographic data on early childhood education clearly reveal trends that pose serious challenges
to policymakers who seek to expand enrollment in high-quality programs. Hispanic children and
lower-SES children are considerably less likely than their counterparts to be enrolled in some form
of early childhood program. Low-income children, when they do enroll, are more likely to be in lowquality programs than children from high-income families. Moreover, the data on pre-K and Head
Start enrollment suggests that most children attend preschool classrooms that are segregated by
family income, and in many cases, by race/ethnicity as well. The clustering of many young children
in low-quality, high-poverty, and in many cases, high-minority classrooms poses a direct and urgent
challenge to policy efforts that aim to establish quality, sustainability, and equity in ECE programs. At
the same time, the presence of diversity in some pre-K classrooms, by both race/ethnicity and SES,
indicates that diversity is possible and extant.

What We Know from the Research

Amidst evidence that low-income children are the least likely to have access to high-quality
preschools, a widely held goal in state capitols across the country is to expand access to high-quality
early education programs. Reaching across political ideologies, this goal begs the question of what
constitutes “quality” in a preschool program. The question persists, despite the fact that the early
education field has long focused on quality, albeit on the structural components of quality, including
class size, the teacher-to-child ratio, and teacher credentials.25
A Better Start
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More recently, research has pointed to the salient importance of “process” quality, characterized
by emotionally supportive and instructionally effective interactions between teachers and children
that are consistently associated with better cognitive and social outcomes for children.26 Yet an
additional line of research points to another classroom characteristic that is significantly associated
with preschool quality: the composition of children in the classroom. The evidence, as presented
in the next section, suggests that children who are clustered in high-poverty and high-minority
preschool classrooms develop fewer cognitive skills on average than children who may also be low
income and minority, but who attend more diverse classrooms.
What Does the Research Say?
Historically, researchers who have sought to understand whether school composition affects
learning have focused on older children and adolescents. James Coleman’s landmark study of highschool students, Equality of Educational Opportunity (1966), concluded, “The social composition of
the student body is more highly related to achievement, independent of the student’s own social
background, than is any school factor.”27 Fifty years later, the research methods used to estimate
school effects have improved dramatically, and the results, based on far more precise analyses, are
remarkably consistent.28 For example, a re-analysis of Coleman’s ninth-grade-cohort data found that
a school’s socioeconomic composition was one and three-quarters times more important than its
students’ own SES in predicting their academic achievement, after accounting for other differences
in children’s individual background.29 This research is consistent with studies that have linked racial/
ethnic composition with student achievement. Racially diverse schools are associated with higher
student achievement than high-minority schools.30 They can also reduce the prejudices and social
isolation of children by race and class, as well as promote cross-cultural relationships that have longterm benefits such as greater social capital, employment opportunities, and comfort in multi-racial
settings.31
Scholars have also explored how school and neighborhood composition may affect early
learning, focusing on kindergarten and the primary years of school.32 One study examined children’s
reading trajectories from kindergarten through third grade and found that although family background
made the largest contribution to initial reading disparities, school composition and neighborhood
conditions were more important in predicting SES differences in how children’s reading skills
progressed during school.33 Specifically, the school’s poverty concentration and number of students
with lower reading ability were associated with less learning by children. Another study assessed
neighborhood and school contexts and found a significant effect for socioeconomic composition
in the growth of reading skills during kindergarten, and for socioeconomic composition and racial/
ethnic composition during first grade.34 Yet another study found that children who attended highminority schools typically gained fewer math skills in both kindergarten and first grade, and fewer
literacy skills in first grade, after accounting for school average SES, when compared with children in
more diverse or low-minority schools.35
Using a small sample (n = 85) of preschool children, one study examined the language growth
of two groups of low-income children, one attending preschools with high concentrations of lowincome families, and the other attending economically mixed preschools. By the spring of preschool,
children in the integrated programs learned more language skills than children in the low-income
programs. For children who spoke English at home, gains in the diverse programs were enough to
make their spring scores equal to those of their more affluent peers.36 Using a larger sample of children
(n = 2,966 children from eleven state pre-K programs), another study examined the relationship
between preschool composition and children’s learning, yielding results that are consistent with prior
preschool and kindergarten findings.37 The study analyzed the composition of children’s classrooms, a
Why Classroom Diversity Matters in Early Education
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more precise unit of analysis than schools, and found that children in middle or high-SES classrooms
learned more language and math skills than those in low-SES classrooms, regardless of children’s own
SES and race/ethnicity, and the racial/ethnic composition of their classrooms. Importantly, another
analysis of the data found that socioeconomic classroom composition and racial/ethnic classroom
composition were independently associated with children’s preschool learning, suggesting that the
types of classroom composition affect children’s growth in different ways.38
Is the Research Credible?
Valid concerns have been raised—and to a large extent, answered—about the validity of research
analyzing the impact of kindergarten and primary school class composition on student performance.
One concern is the possibility that the findings of “school effects” merely reflect the influence of
neighborhoods where children reside; that is, children who attend the same schools are likely to
share the same neighborhoods, which may have a profound influence on children’s achievement.39 If
true, this suggests that so-called compositional effects represent the effect of neighborhoods where
children spend most of their time.
To answer this critique, researchers have distinguished between school and neighborhood
effects by including measures both of children’s neighborhoods and of schools in their analyses
of school effects, and by comparing learning during the school year (when children go to school)
and learning during the summer (when children are generally not in school). Two of the studies
referenced above compared summer and school-year learning and found a significant effect for the
socioeconomic and/or racial/ethnic composition of elementary schools only during the school year,
suggesting that the school “effects” are indeed capturing something unique to schools because no
such effect was present during the summer, when children are generally not in school.40
Another concern is the possibility that compositional effects at the school level merely reflect
selection bias; that is, parents who enroll their children in racially or socioeconomically diverse schools
differ from parents who do not, in ways that promote their children’s learning. If true, this suggests
that so-called compositional effects merely reflect the difference of parents who choose diverse
schools.To minimize this possibility, studies have taken a quasi-experimental approach, controlling for
characteristics of the family, such as maternal level of education, which are strongly associated with
parenting skills, and using statistical methods to account for children’s experiences before they enter
preschool.41 These measures reduce, but do not eliminate the possibility of selection bias.
The antidote to this critique is randomization. Accordingly, one study used a dataset of 850
low-income children who had been randomly assigned to elementary schools in Montgomery
County, Maryland and found that low-income children who attended the district’s most-advantaged
schools (in which no more than 20 percent of the children were low-income) far outperformed in
math and reading the low-income children who attended the district’s least-advantaged elementary
schools (in which 21 to 85 percent of the children were low-income). Specifically, by the end of
elementary school, the initial skills gap between low-income children who attended the district’s
most advantaged schools and higher-income children in the district was cut by half for math and onethird for reading.42 Another study, using a statistical method that closely approximates randomization
(“propensity score matching”) to address selection bias, found that African-American first-graders
who attended racially segregated schools made significantly smaller gains in reading than AfricanAmerican first-graders who attended racially diverse schools, controlling for the schools’ percentage
of children in poverty.43
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While concerns about the unmeasured effect of neighborhoods and the possibility of selection
bias are valid, careful research suggests that the compositional effects found in early education
research are not simply capturing the effects of neighborhoods where children reside or the
strengths of parents whose children attend diverse schools.
How Does It Work? The Role of Peers in Classrooms
The process by which preschool composition actually affects children’s learning is important, though
somewhat unclear and complex. Ideally, policy efforts that seek to maximize the effects of preschool
composition should be informed by how this process actually occurs. For that reason, it is necessary
to explore fully what may—or may not—be happening.
One possible explanation for the difference in how much children learn is that high-SES,
low-minority preschools attract and retain better teachers than their lower-SES, high-minority
counterparts; indeed, research in pre-K settings suggests that better teachers are more likely to
teach in high-SES, low-minority classrooms.44 If this were a sufficient explanation for preschoolcomposition effects, policies to develop better teachers for low-SES, high-minority preschools would
be a logical way to extend the benefits associated with classroom composition into such classrooms.
Yet, studies that have controlled for differences in teacher quality and teacher motivation have
nevertheless found an enduring compositional effect, suggesting that something else is influencing
children’s learning.45
Another potential explanation is the effect of peers, in which higher-skilled children promote
the learning of their lower-skilled peers. In addition to studies on peer effects in elementary school,
several studies have examined peer effects on children’s preschool learning, using data at the
classroom level, and have found robust and significant associations between the cognitive skills of
children’s preschool peers and how much children learn.46 Specifically, in preschool, it is beneficial for
children to be surrounded by classmates who have relatively high levels of language and math skills,
and this is particularly true for children who are less skilled than their classmates; children who are
highly skilled tend to be less influenced by the skills of their classmates.47
Because SES and the skills that children bring to school are highly correlated, these studies
suggest that interactions among peers are an explanation for how socioeconomically diverse
classrooms may promote children’s learning. On average, low-SES children enter preschool and
kindergarten with fewer literacy and math skills than high-SES children, though we stress that these
are average skill levels that, of course, vary among individual children.48 Children with disparate skills
may learn from each other in the daily interactions and play activities that typically characterize the
preschool day. For example, pretend play scenarios can present opportunities to stimulate elaborate
language and vocabulary use in children’s role-play. Such skills naturally weave in and out of children’s
play. Indeed, the multiple direct interactions with peers in early childhood settings may provide more
frequent and more varied language input than direct stimulation from a teacher.49 At the same time,
while children may learn directly from peers, their impact may also operate indirectly, with higherskilled peers increasing teacher expectations and the curricular pace in the classroom.
In preschool, peers may have a particularly strong impact on language skills. One study found
that language-rich preschool settings promote children’s receptive language skills, especially among
children who come from home environments with lower levels of language stimulation.50 This finding
is supported by evidence that early vocabulary growth is related to the amount and type of speech
to which children are exposed, such as the use of open-ended questions, elicitations, expansions, and
recasts, and research indicating that wide gaps in vocabulary knowledge open at young ages among
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lower and higher-SES children as a result of differences in exposure.51 Positive interactions with
English-speaking peers in preschool may also foster Spanish-speaking children’s English vocabulary
and letter-word skills.52
What happens to the higher-skilled children alongside those lower-skilled children? Most of
the research suggests that while lower-skilled children learn more from such interactions, higherskilled peers are relatively immune to peer effects.53 Interestingly, one study found that children
learned more expressive language skills in pre-K classrooms that were racially/ethnically diverse
(about two-thirds of the children white and one-third racial/ethnic minorities) when compared to
more homogenous classrooms, regardless of the race/ethnicity or family income of the individual
child in the class.54
Peer diversity may also offer important social benefits to all children, irrespective of their SES.
Children from a variety of socioeconomic backgrounds and race/ethnicities can learn from peers
who are different, and these benefits may be enduring and profound. Usually by kindergarten,
children have developed an awareness of racial/ethnic identities and social status, and the ability to
make social comparisons.55 Exposure to peers from a variety of racial, ethnic, and socioeconomic
backgrounds can inform these perceptions. We know that in racially diverse kindergartens, for
example, children’s acceptance of peers and friendships may transcend racial or ethnic identities.56
Friendships in diverse classrooms could thus diminish the social isolation that characterizes children
in socioeconomically and racially homogenous neighborhoods, whatever their predominant race or
income.
Summary of the Research
Extensive research in kindergarten and elementary school settings has established that the
socioeconomic and racial/ethnic composition of schools affects children’s learning and achievement.
Two studies have found that the effects of school composition extend into preschool, and that
they cannot be explained by the presence of better teachers in high-SES, low-minority classrooms.
These findings are complemented by another line of inquiry into the effects of peers; in addition to
research on peer effects in elementary school, several careful studies have found that young children
learn with and from their peers in the highly social context of preschool, and that lower-skilled
children appear to benefit cognitively from sharing classrooms with higher-skilled peers. Moreover,
all children may benefit socially, rendering the call for quality outcomes for all children inextricably
linked with the diversity of children within preschool classrooms.

What We Know from Statements of National Early Childhood
Organizations
Given the research results and their potential consequences for young children’s learning and early
education, it seems important to understand if, and the degree to which, the findings related to
classroom composition are penetrating policy and practice. Although not the sole barometers of
policy, the position statements of major national organizations committed to advancing early learning
both reflect current thinking and affect policy and practice; as such, they are worthy of attention.
In order to discern if and how fourteen such organizations have addressed this issue of
classroom composition (though there are others that were beyond the scope of this analysis), we
conducted a content analysis of each organization’s major policy/position statements and in many
cases had phone conversations with individual staff members. The organizations are:
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• American Federation of Teachers (AFT)
• Children’s Defense Fund (CDF)
• Council of Chief State School Officers (CCSSO)
• Education Commission of the States (ECS)
• Education Trust (ET)
• National Association for the Education of Young Children (NAEYC)
• National Association of Elementary School Principals (NAESP)
• National Association of State Boards of Education (NASBE)
• National Black Child Development Institute (NBCDI)
• National Education Association (NEA)
• National Governors Association (NGA)
• National Council of State Legislatures (NCSL)
• National Head Start Association (NHSA), and
• Zero to Three (ZTT).
To collect the policy and position statements, we first searched organization websites for
statements of purpose or mission statements regarding the children the organization intends to
address. Next, we examined position statements and advocacy documents, looking specifically for
indications that the organization seeks to serve a diverse cohort of children. Finally, we contacted
the organizations via e-mail and telephone to confirm that we reviewed all relevant material related
to the organization’s support for economic and racial integration in early education.57
In general, we were unable to find any position statements that specifically called for economic
and racial integration within preschool classrooms, with the possible exception of the AFT, which
affirms a commitment to integrated schools—though not specific to preschools—and to a robust
research agenda that informs society about “the scope and impact of segregation, desegregation, and
re-segregation across the nation.”58
This is not to suggest, however, that the other position statements do not reflect concern
with honoring cultural and linguistic diversity among children, families, and early childhood workers.
In fact, every single position statement reviewed indicates a clear and visible commitment to
advancing the well-being of all children and, in most cases, to honoring cultural diversity. Although
some organizations focus on children within specific age-ranges (NAEYC, NBCDI, NHSA, and
ZTT) and some focus on specific populations (CDF, NBCDI, and NHSA), most if not all of them
expressed the need to embrace cultural pluralism. In addition to expressing a broad commitment to
embracing diversity, many organizations additionally suggest specific approaches to achieve this end.
For example, a number of organizations address the importance of closing the achievement gap,
while others advance the provision of high-quality services, with a commitment to bilingualism and
cultural pluralism as key elements of quality. Additionally, many of the organizations speak to cultural
diversity in terms of interactions among staff, faculty, and parents. Each of these themes is explored
below, with a few examples provided.
Closing the Opportunity and Achievement Gap
Recognizing that much of the achievement gap reflects the varying opportunity to access quality
services, and that such access is less available for low-income and minority students than others,
many organizations call for more equitable opportunities. In fostering the ideals of the American
democracy, NASBE calls for developing “a culturally competent education system that helps all
students and staff interact constructively with individuals from diverse backgrounds.”59 The NEA lists
Why Classroom Diversity Matters in Early Education

14

Equal Opportunity as its first value that guides its mission.60 As its central tenant, the Education Trust
directly states the importance of closing the achievement gap.61 ECS seeks to advance equitable and
effective education for all students.62
Achieving High-Quality Services
Most of the policy statements by national organizations also place a priority on the provision of
high-quality early childhood services, with “high quality” defined somewhat differently in the various
position statements. Many conceptualize quality, at least in part, with a commitment to developing
learning environments that respect children’s home language and culture. NAEYC policies advocate
“promoting second language acquisition and the preservation of children’s home languages and
identities.”63 A 2008 publication by ZTT notes that because “early childhood services are often the
first point of contact with mainstream culture for immigrant families and ‘minority’ families in the
United States, it is essential that the services be based on a deeper understanding of the background
and lived experiences of the families in our ever-changing culture.” 64 Others, such as CDF, commit
to advancing pedagogical diversity in terms of the content addressed by offering training that reflects
the diverse cultures of the children.65 And still others acknowledge children’s diverse learning styles;
CCSSO notes that this is particularly important when constructing assessments for young children.66
Advancing a Culturally Diverse Workforce
Adults who engage with children can affect what and how young children learn in profound ways.
Therefore, fostering a workforce that is itself culturally diverse and is well prepared to foster cultural
diversity emerged with frequency in the position statements. ZTT has released a document that
addresses the importance of “training early childhood practitioners to better understand the
distinction between individualistic and interdependent cultures” so that children’s diverse learning
styles can be fostered.67 NAEYC’s position statements support the development of teaching practices
that acknowledge and respect multiple cultures and languages in the classroom.68 NBCDI not only
focuses on advancing diversity for staff, but is also concerned with supporting culturally relevant
practices for diverse families.69 NAESP’s position statement values diversity and the recruitment
of ethnically diverse persons for administrative positions in order to establish role models for all
students.70 CCSSO tasks school leaders with developing equitably and culturally responsive schools
so that a community’s diverse cultural, social, and intellectual resources are used. 71 In short, advancing
professional capacity for meeting students’ diverse needs is an acknowledged component of many
organizational position statements.
Summary of the Statements of National Early Childhood Organizations
Overall, the statements of the national early childhood organizations do not specifically call for
economic and racial integration within preschool classrooms. Many of them advance one or more
themes of how to honor diversity within early childhood settings by closing achievement gaps,
supporting high-quality services, and/or nurturing a culturally diverse workforce.
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What Is Happening Now:
Examples of Preschool Diversity
While the scholarship on diversity in early education has accumulated, some program providers
have been recruiting a diverse array of families whose children bring multiple socioeconomic and
racial/ethnic backgrounds to their classrooms. We present two examples below, which demonstrate
that socioeconomic and racial/ethnic diversity in preschool can be done, and is being done. There
is much to be learned regarding funding, recruitment, parent engagement, and transportation, from
these integrated programs.

Morris Jeff Community School, New Orleans, Louisiana

The Morris Jeff Community School in New Orleans, Louisiana, was started by a socioeconomically and
racially diverse coalition of parents because they sought a school as diverse as their neighborhoods.To
create an integrated pre-K program, Morris Jeff ’s founders took advantage of a seldom-used option
in Louisiana’s LA4 Early Childhood Program, which supports pre-K enrollment for low-income
four-year-olds, to enroll tuition-paying students alongside children who receive state funding.72 This
enrollment model has created a socioeconomically and racially diverse pre-K program in the school
and its classrooms, which creates a foundation for diversity in subsequent grades.
Morris Jeff ’s pre-K program has long waiting lists for both the LA4 and tuition-paying seats.
“There are people who clearly could send their children to any private school in the city and have
chosen to come to Morris Jeff because they believe so strongly in public school and their child
having the same opportunities as the child next door,” said Morris Jeff principal Patricia Perkins. “And
then there are many parents who . . . depend on the public school, and they’re so absolutely thrilled
that their children are going to school with other kids who don’t look like them—but really are like
them at their core.”73
Morris Jeff assesses its children’s mathematics and language skills to gauge their developmental
progress and readiness for kindergarten. In 2013–14, using the Developing Skills Checklist, a
standardized assessment used by Louisiana pre-K programs, only about one quarter of Morris Jeff ’s
pre-K children began the year demonstrating “mastery” (a minimum score chosen by program
administrators) in math, and only one tenth demonstrated mastery in language skills; by the end of
the year, more than 80 percent of students demonstrated mastery in each subject.74 While these
results may be attributable to many elements of children’s lives, they suggest that the Morris Jeff
model is producing positive results.
The biggest challenge for Morris Jeff ’s pre-K program is funding. While combined state and local
funding for Louisiana students in kindergarten through twelfth grade averages about $8,500 per
pupil, the state only reimburses $4,700 per LA4 student, and tuition-paying families pay at the same
rate, per state law.75 Morris Jeff ’s pre-K program operates at a loss, but the school has remained
committed to offering pre-K, building the cost into the overall school budget and holding private
fundraising drives to support the program.
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At a Glance:
Morris Jeff Community School
Location

New Orleans, Louisiana

Program mission and history

Public charter school opened in 2010; Diversity
is a core value in the charter

Funding

Educational approach

• Pre-K is guided by the state early childhood standards for the LA4
program and the International Baccalaureate curriculum (used in grades
pre-K thru fifth grade)
• Full-day pre-K program
• Two teachers in each classroom (one certified)

Funded by Louisiana’s LA4 program (state
appropriations and federal Temporary
Assistance for Needy Families (TANF) funds),
private tuition, and fundraising

Enrollment

Transportation

• Cohort consists of forty children (67 percent) eligible for state LA4
program (based on low-income status), and twenty children (33 percent)
who pay tuition.

Provided at no cost to students

• Three pre-K classes, each with twenty four-year-old children
• Program composition is 48 percent white, 45 percent black, 5 percent
two or more races, 2 percent Hispanic, and 10 percent students with
IEPs

• Separate admissions lotteries for LA4 and tuition-paying seats; children
selected randomly with preference for those living in catchment zone
and siblings

Hartford Region Magnet Schools,
Greater Hartford, Connecticut

In 1996, the Connecticut Supreme Court ruled in Sheff v. O’Neill that the racial isolation of Hartford
students was unconstitutional, and a 2003 settlement created a regional system of voluntary school
choice that includes inter-district magnet schools.Today, all but one of the elementary magnet schools
offer pre-K programs.76 The state Department of Education strives to achieve racial/ethnic and
socioeconomic diversity within the Hartford Region Magnet School system by balancing enrollment
of Hartford and suburban students in an admissions lottery.77
One challenge in pursuing diversity across a region is the cost of transportation. The state
provides transportation for Hartford families to out-of-district magnet pre-K programs, but not to
magnet pre-K programs within Hartford. Suburban families must provide their own transportation
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At a Glance:
Hartford Region Magnet Schools
Location

Educational approach

Greater Hartford, Connecticut

• Pre-K programs use the CT Early Learning and
Development Standards

Program mission and history

• Most are full-day programs

• Regional magnet school system created as
part of the remedy in the 1996 Sheff v. O’Neill
case; significant magnet school growth began
in 2003
• Schools have dual purpose of encouraging
integration and providing high-quality education

Funding

Enrollment

• Population consists of 2,071 pre-K students, in twenty-two
magnet schools
• The pre-K magnet system draws 36 percent of its students from
Hartford, and 64 percent from suburban districts (in K-12 magnet
classes, the overall ratio is closer to 50/50 city and suburban)

• Free for all students

65

• Funded by a combination of state subsidies
and payments from students’ sending school
districts

Transportation

• Each classroom has twenty children, and two to three
teachers, at least one of whom is certified

Services or subsidies provided to some pre-K
families, depending on their home district and
school location

• Pre-K enrollment at CREC Reggio Magnet School of the Arts is 43
percent white, 27 percent black, 18 percent Hispanic, 7 percent two
or more races, 4.2 percent Asian, and 0.8 percent Native American
• Pre-K enrollment at CREC Reggio Magnet School of the Arts is
36.6 percent low income (free or reduced-price lunch)

to all magnet pre-K programs, but are eligible for a daily transportation subsidy.78 Even when
transportation is provided, building a strong community can be difficult at schools where families
live far apart. Some schools provide parents with transportation to school events and teacher
conferences and encourage teachers to communicate with families via e-mails and daily notes
home.79
Another demand of having diverse classrooms is the need to be sensitive to cultural differences.
One pre-K teacher found it particularly important in diverse classrooms to have one-on-one
conversations with parents early in the year in order to understand each family’s background and
needs: “We have to really make sure that we have the time to sit and talk to the parents and know
what their beliefs are and what they want us to know about their child.”80
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Together, the magnet schools received almost four times as many pre-K applications in 2014–
15 as their pre-K seats.81 While a system-wide assessment of pre-K results is not available, individual
programs report positive outcomes. For example, in 2014, at the CREC Reggio Magnet School of
the Arts, 91 percent of pre-K students scored “proficient” on the Peabody Picture Vocabulary Test.82
While we do not know how much these results reflect skill development attributable to the pre-K
program, they are encouraging. In addition, diverse programs create social connections that families
might not otherwise find. One principal reflected that some of his school’s biggest successes “come
on Monday morning, when . . . we hear that kids from Glastonbury attended a birthday party for a
Hartford student. That would not have happened unless we existed.”83

Summary of the Examples

Both examples underscore the strengths of diverse settings, while acknowledging their challenges.
Certainly, finding, securing, and maintaining adequate funding from multiple financing streams so that
families from diverse socioeconomic and racial/ethnic backgrounds can access quality programs
requires creativity and commitment. While the Hartford magnet schools are state and locally funded
by judicial mandate, Morris Jeff weaves together funding from three sources: federal, state, and
private, with “private” including revenue from both tuition payments and fundraising. Even then,
Morris Jeff ’s pre-K program funding is inadequate; with only $4,700 per child annually, the school
operates its pre-K classrooms at a loss. Both the Hartford magnet schools and Morris Jeff provide
or subsidize transportation for some or all of the families who must travel long distances to their
pre-K center. Administrators and teachers also work to engage a diverse array of families in their
children’s preschool experience. At one of the Hartford magnet pre-K programs, for example,
teachers communicate daily with parents about their children, and sit down with parents early in the
year to learn about their background and hopes for their children.
The fruits of these efforts are apparent to the teachers and administrators who have committed
themselves to nurturing a diverse community. Children and families in these schools’ communities
are forging friendships that transcend the social divisions common beyond the preschool walls. The
empirical evidence that children benefit from this diversity in terms of their cognitive and social
skills is also suggestive, but not definitive. Ideally, such data would be examined with more rigorous
statistical methods that can account for the possibility of unmeasured variables or selection bias. In
their absence, the data reported here are encouraging.
These examples represent two instances of preschool diversity that are happening now, and
the data (referenced in “How Diverse Are Programs and Classrooms?”) suggest that other pre-K
programs, while far from the norm, are doing so as well.84 Again, preschool classroom diversity is
possible and extant.

A Better Start

19

Recommendations for Building
an Excellent, Sustainable, and
Equitable Preschool System
The argument for diversity in early education is more than an academic or policy debate; it invokes
a moral commitment to young children. The research on classroom composition and peer effects
in early childhood education suggests that segregating children limits their learning. Yet, much of
current preschool policy effectively segregates children by income, and often, by race/ethnicity. We
need to devote concerted attention to classroom composition in the important discourse about
what constitutes preschool quality.
Research on the distinct benefits of preschool classrooms with socioeconomic and racial/ethnic
diversity, along with research on elementary school composition and research on preschool peer
effects, provides a strong foundation for the development of policies and practices that encourage
and support diversity in preschool classrooms, even though such integration may not be feasible
in all contexts.85 We also recommend the expansion of research on diversity in order to further
develop our understanding of the nature and extent of benefits from classroom diversity in early
education.
We recognize that preschool enrollment is, and will undoubtedly remain, a voluntary choice
for parents. In this context, policymakers should try to broaden parents’ access to high-quality early
education programs by encouraging the formation of diverse pre-K and Head Start classrooms. At
the same time, we fully recognize the pride that many low-income parents feel regarding the Head
Start programs that their children attend; indeed, parents’ “ownership” of Head Start programs was
a guiding principle in their design, and we deeply respect parents’ engagement in this regard. But we
also argue that low-income parents, like higher-income parents, should have multiple high-quality
preschool options from which to choose, including ones that offer socioeconomic and racial/ethnic
diversity. A more socioeconomically diverse Head Start would also be consistent with the vision
of one of its founders, Ed Zigler, who had originally hoped for broader based enrollment in the
program.86
Though we recognize that broader structural reforms may be needed, we offer below more
immediate recommendations for how to foster diverse preschool classrooms, and thereby support
the goal of creating excellent, sustainable, and equitable early education programs.
Build Public and Professional Knowledge
The early learning arena has been an exemplar of using data to drive policy, accounting for much
of the policy attention currently being accorded young children. Much of the data presented in
this report, while clear, has remained remote from those who create policy or those who plan
and administer early childhood services. In addition to calling for an enriched research base, we
recommend initiatives that will disseminate and communicate available information, using diverse
sources to reach diverse audiences and to incentivize new research on classroom diversity.
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• Foundations and the government should support efforts to extend and deepen our
knowledge of preschool classroom composition, how it operates in practice, and how
it affects subgroups of children, such as those who are learning English as a second
language, those of diverse family incomes, those of diverse races/ethnicities, migrant
children, and children with disabilities.
• Foundations and the government should support convening a high-level panel or
National Academy of Science Workgroup to report to the American public on the
information currently available regarding classroom integration at the preschool level
and to make recommendations regarding research studies.
• The government, foundations, researchers, professional organizations, and early
childhood advocates should disseminate empirical data on classroom composition in
early education to the public through the use of print, broadcast, and social media and
publicize exemplars of classrooms and programs that make integration a priority; widely
share the lessons and challenges from these efforts.
• Researchers should communicate the data and findings from empirical research to
policymakers and early learning leaders through professional papers, conferences and
conference presentations, and working forums.
• National early childhood organizations should examine their current policy statements
to ensure that they reflect current research and offer guidance to readers and members
regarding the effects of classroom integration at the preschool level. Even while these
organizations call for programs of the highest quality and clearly seek to advance cultural
diversity among the children they address, nearly all of them are silent on the question
of whether children should be segregated in classrooms by income, and effectively by
race/ethnicity, as they are now. We call on them to take a stance on this question, which
is a critical element of their commitment to serve all children and serve them equitably.
Increase Funding
The examples here provide illustrations of how some preschool leaders have blended funding from
both public and private sources to create classrooms of children who are diverse by income and
race/ethnicity. These public and private funding streams, however, are often inadequate. To support
program-level efforts to serve diverse communities, state and/or federal policymakers should:
• Create an “equity” set-aside in current federal early education funding, parallel to
the concept of the “quality” set-asides in Head Start and Child Care Development
Block Grant funding, to support classroom integration with the funds used at program
discretion for transportation, outreach, parent engagement, professional development,
dual language programs, and culturally appropriate curricula.
• Create incentives for programs to reserve slots for both publicly funded and privately
funded children.
• Increase fiscal allocations for Head Start considerably to allow Head Start providers to
use the existing option of enrolling up to 10 percent of their children from families with
incomes above the poverty line without jeopardizing services to low-income children.
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• Create a pool of funding to support ongoing empirical research on this topic, which
we describe above in “Build Public and Professional Knowledge.”
Consider Location and Subsidize Transportation
When parents choose a preschool for their children, location matters.Therefore, in addition to funding
programs in predominantly low-income neighborhoods, policymakers should consider supporting
programs in or close to socioeconomically and racially diverse neighborhoods. At the same time, the
predominance of residential segregation requires that policymakers assure that families have access
to affordable transportation to diverse programs. State and federal policymakers should:
• Strive to locate new programs on the boundaries of neighborhoods that might attract
families with various SES and racial/ethnic backgrounds.
• Consider locating programs in or near large employers, such as hospitals, universities,
and corporate offices, where employees with children may represent a diverse array of
socioeconomic and racial/ethnic backgrounds.
• Create incentives for large corporations to initiate and/or support ECE efforts where
classroom integration is given a priority.
• Provide financial support for transportation to parents who choose a program that is
not within walking distance, either with vouchers, subsidies, or direct provision.
Strengthen Professional Development
At the core of any major advancement, policy must lead to the improvement of practice. In early
learning, the role of teachers and program leaders is instrumental to all programmatic implementation.
We recommend initiatives that will enhance attention to classroom diversity in all ECE teacher
preparation efforts, pre-service or in-service.
• States should support professional development that systematically shares the research
on socioeconomic and racial/ethnic diversity to prepare teachers for programming in
integrated settings.
• Higher education and postgraduate education schools should implement curricular
reforms that address these challenges when preparing teachers for the classroom. One
option would be to promote enrollment for all prospective teachers in a course on
diversity in ECE. Such a course should address all aspects of diversity, including the issues
related to classroom composition examined in this report.
• Higher education and postgraduate education schools should assure that student
teaching placements are done in settings where classroom diversity exists.
• States should amend certification requirements for new and continuing education
professionals to incorporate attention to diversity broadly and to classroom integration
specifically.
• Foundations and the government should jointly develop opportunities for teachers
and administrators from around the county to come together to share their successes
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and experiences with classroom diversity. Such exchanges could be part of an innovation
effort, but it should be sustained for a minimum of five years.
Support Enrollment and Engagement
Even when extending open arms, programs cannot assume that families from all backgrounds will
step through the preschool door. Gaps in preschool participation are rooted, in part, in cultural
and language differences that deter some families from enrolling in center-based preschool. These
differences obligate programs to assure that families know their parenting beliefs and wishes will be
respected in the preschool setting. When families do enroll, program administrators and teachers
need to engage them in their children’s preschool experience and to include them as valued
members of the preschool community. We call on policymakers and program administrators to
support parent outreach and recruitment efforts, and the engagement of parents in their children’s
preschool experience.
• Policymakers should support public information and outreach efforts that inform and
recruit families from diverse backgrounds.
• Preschool programs should regularly allot time to provide opportunities for teachers
and parents to communicate about the curriculum and their individual children. This
could be done via face-to-face meetings, phone, or other electronic communication.
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Conclusion

This report calls attention to the value of socioeconomic and racial/ethnic diversity within preschool
classrooms. It has taken the stance that not only is such integration possible (as evidenced by data
on pre-K programs and the two examples), but also that it is an important (though often neglected)
correlate of quality.

In the short term, such diversity supports the development of important cognitive skills in young
children; in the long run, it can foster far greater social understanding and social equity.Taking a stand
on quality for all children commits our society to the kinds of classroom-level integration that are
long overdue, especially for our youngest learners. Without such diversity, public investments in early
childhood education are on fragile ground in the quest for excellence, sustainability, and equity.

Why Classroom Diversity Matters in Early Education

24

Notes
1 W. S. Barnett, M. E. Carolan, J. H. Squires, and K. C. Brown, The State of Preschool 2013 (New Brunswick, N.J.: National Institute
for Early Education Research, 2013).
2 W. S. Barnett, K. B. Robin, J.T. Hustedt, and K. L. Schulman, The State of Preschool 2003 (New Brunswick, N.J.: National Institute
for Early Education Research, 2003).
3 Office of Head Start, Head Start Services Snapshot, National (2013–2014) (Washington, D.C.: Administration for Children
and Families, Department of Health and Human Services, 2014). Office of Head Start, Head Start Program Facts: Fiscal Year
2013 (Washington, D.C.: Administration for Children and Families, Department of Health and Human Services, 2014). “Head
Start” funding includes Early Head Start, which serves an additional 150,000 children per year (http://www.acf.hhs.gov/
programs/ohs/about/head-start).
4 H. Yoshikawa, C. Weiland, J. Brooks-Gunn, M. R. Burchinal, L. M. Espinosa, W. Gormley, … M. J. Zaslow, Investing in our Children:
The Evidence Base on Preschool Education (New York: Society for Research in Child Development and the Foundation for
Child Development, 2013).
5 Eager to Learn: Educating our Preschoolers, ed. B.T. Bowman, M. S. Donovan, M. S. Burns (Washington, D.C.: National Academy
Press, 2001); R. H. Bradley and D. L. Vandell, “Child Care and the Well-being of Children,” Archives of Pediatrics and Adolescent
Medicine 161, no. 7 (2007): 669–76; E. Dearing, K. McCartney, and B. A. Taylor, “Does Higher Quality Early Childhood Care
Promote Low-income Children’s Math and Reading Achievement in Middle Childhood?” Child Development 80, no. 5 (2009):
1329–49; W. Gormley, T. Gayer, and D. A. Phillips, “Preschool Programs Can Boost School Readiness,” Science 320 (2008):
1723–24; W. Gormley, T. Gayer, D. A. Phillips, and B. Dawson, “The Effects of Universal Pre-K on Cognitive Development,”
Developmental Psychology 41, no. 6 (2005): 872–84; C. Howes, M. Burchinal, R. Pianta, D. Bryant, D., Early, R. Clifford, and O.
Barbarin, “Ready to Learn? Children’s Pre-academic Achievement in Pre-Kindergarten Programs,” Early Childhood Research
Quarterly 23 (2008): 27–50; K. Magnuson, M. K. Meyers, C. J. Ruhm, and J. Waldfogel, “Inequality in Preschool Education and
School Readiness,” American Educational Research Journal 41, no. 1 (2004): 115–57; K. Magnuson, and J. Waldfogel, “Early
Childhood Care and Education: Effects on Ethnic and Racial Gaps in School Readiness,” The Future of Children 15, no. 1
(2005): 169–96; E. S. Peisner-Feinberg and M. R. Burchinal, “Relations Between Preschool Children’s Child-care Experiences
and Concurrent Development: The Cost, Quality, and Outcomes Study,” Merrill-Palmer Quarterly 43, no. 3 (1997): 451–77;
E. S. Peisner-Feinberg, M. R. Burchinal, R. M. Clifford, M. L. Culkin, C. Howes, S. L. Kagan, and N. Yazejian, “The Relation of
Preschool Child-care Quality to Children’s Cognitive and Social Developmental Trajectories through Second Grade,” Child
Development 72, no. 5 (2001): 1534–53; D. Vandell and B. Wolfe, Child Care Quality: Does It Matter and Does It Need to Be
Improved? (Washington, D.C.: U. S. Dept. of Health and Human Services, Office of the Assistant Secretary for Planning and
Evaluation, 2000).
6 Federal Interagency Forum on Child and Family Statistics, America’s Children: Key National Indicators of Wellbeing, 2014, Table
Fam3B (Washington, D.C.: U.S. Government Printing Office, 2014), http://www.childstats.gov/americaschildren/tables/fam3b.
asp?popup=true.
7 Ibid; Center-based programs include day care centers, pre-kindergartens, nursery schools, Head Start, and other child-care
programs.
8 Barnett et al., The State of Preschool 2013.
9 M. Burchinal, L. Nelson, M. Carlson, and J. Brooks-Gunn, “Neighborhood Characteristics and Child Care Type and Quality,”
Early Education and Development, 19, no. 5 (2008): 702–25; B. Fuller, S. L. Kagan, S. Loeb, and Y. W. Chang, “Child Care Quality:
Centers and Home Settings that Serve Poor Families,” Early Childhood Research Quarterly, 19 (2004): 505–27; B. E. Hatfield, J.
K. Lower, D. J. Cassidy, and R. A. Faldowski, “Inequities in Access to Early Quality Care and Education: Associations with Funding
and Community Context,” Early Childhood Research Quarterly (in press), http://dx.doi.org/10.1016/j.ecresq.2014.01.001.
10 D. M. Early, I. U. Iruka, S. Ritchie, O. A. Barbarin, D. C. Winn, G. M. Crawford, … and R. C. Pianta, “How do Pre-Kindergarteners
Spend their Time? Gender, Ethnicity, and Income as Predictors of Experiences in Pre-Kindergarten Classrooms,” Early
Childhood Research Quarterly, 25 (2010): 177–93; J. LoCasale-Crouch, T. Konold, R. Pianta, C. Howes, M. Burchinal, D. Bryant,
A Better Start

25
... O. Barbarin, “Observed Classroom Quality Profiles in State-funded Pre-Kindergarten Programs and Associations with Teacher, Program, and Classroom
Characteristics,” Early Childhood Research Quarterly, 22 (2007): 3–17; R. C. Pianta, C., Howes, M. Burchinal, D. Bryant, R. Clifford, D. Early, and O. Barbarin,
“Features of Pre-Kindergarten Programs, Classrooms, and Teachers: Do They Predict Observed Classroom Quality and Child–teacher Interactions?” Applied
Developmental Science 9, no. 3 (2005): 144–59.
11 U. S. Dept. of Health and Human Services, Administration for Children and Families, Head Start Impact Study: First Year Findings (Washington, D.C.: U. S. Dept.
of Health and Human Services, 2005), http://www.acf.hhs.gov/programs/opre/hs/impact_study/reports/first_yr_execsum/first_yr_execsum.pdf; W. S. Barnett
and C. R. Belfield, “Early Childhood Development and Social Mobility,” The Future of Children 16, no. 2 (2006): 73–98.
12 W. T. Gormley, T. Gayer, D. Phillips, and B. Dawson, “The Effects of Universal Pre-K on Cognitive Development,” Developmental Psychology 41, no. 6 (2005):
872–84; W. T. Gormley, D. Phillips, S. Adelstein and C. Shaw, “Head Start’s Comparative Advantage: Myth or Reality?” Policy Studies Journal 38, no. 3 (2010):
397–418; G. T. Henry, C. S. Gordon, and D. K. Rickman, “Early Education Policy Alternatives: Comparing Quality and Outcomes of Head Start and State
Prekindergarten,” Educational Evaluation and Policy Analysis 28, no. 1 (2006): 77–99; F. Zhai, J. Brooks-Gunn, and J. Waldfogel, “Head Start and Urban Children’s
School Readiness: A Birth Cohort Study in 18 Cities,” Developmental Psychology 47, no. 1 (2011): 134–52; R. Lee, J. Brooks-Gunn, F. Zhai, W. J. Han, and J.
Waldfogel, “Head Start Participation and School Readiness: Evidence From the Early Childhood Longitudinal Study–Birth Cohort,” Developmental Psychology
50, no.1 (2014): 202–15.
13 N. Aikens, L.Tarullo, L. Hulsey, C. Ross, J. West, and Y. Xue, ACF-OPRE Report: A Year in Head Start: Children, Families and Programs (Washington, D.C.: U.S. Dept.
of Health and Human Services, Administration for Children and Families, Office of Planning, Research, and Evaluation, 2010).
14 Eliana Garces, Duncan Thomas, and Janet Currie, Longer Term Effects of Head Start (Cambridge, Mass.: National Bureau of Economic Research, 2000);
Rucker C. Johnson, School Quality and the Long-run Effects of Head Start (Berkeley, Calif.: Goldman School of Public Policy, University of California, Berkeley,
forthcoming), http://ist-socrates.berkeley.edu/~ruckerj/RJabstract_LRHeadStartSchoolQuality.pdf.
15 U.S. Census Bureau, Most Children Younger than Age 1 Are Minorities, Census Bureau Reports (Washington, D.C.: U.S. Census Bureau, May 2012), http://www.
census.gov/newsroom/releases/archives/population/cb12-90.html.
16 Jeanne L. Reid, “The Racial and Ethnic Composition of Pre-Kindergarten Classrooms and Children’s Language Development,” Pennsylvania State Law Review
119 (forthcoming, 2015).
17 Ibid. “Poor” is defined as a family income below 150 percent of the poverty line.
18 Reid, “Racial and Ethnic Composition of Pre-Kindergarten Classrooms,” forthcoming. “Low” income classrooms had an average family income of $16,720;
“medium” income classrooms had an average family income of $30,874, and “high” income classrooms had an average family income of $58,362.
19 Child Trends Databank, Head Start, Indicators on Children and Youth, http://www.childtrends.org/wp-content/uploads/2013/02/97_Head_Start.pdf, 12, app. 2.
20 Child Trends Databank, Head Start, Indicators on Children and Youth, http://www.childtrends.org/wp-content/uploads/2013/02/97_Head_Start.pdf, 12–13,
app. 2.
21 Office of Head Start, National Center on Fiscal and Program Management, What Head Start Leaders Need to Know Eligibility, Recruitment, Selection,
Enrollment, and Attendance (ERSEA), https://eclkc.ohs.acf.hhs.gov/hslc/tta-system/operations/navigating/system9.html.
22 Child Trends Databank, Head Start, Indicators on Children and Youth, http://www.childtrends.org/wp-content/uploads/2013/02/97_Head_Start.pdf, 11, app. 2.
23 K. Bischoff and S. F. Reardon, “Residential Segregation by Income, 1970–2009,” J. R. Logan, ed., Diversity and Disparities (New York: Russell Sage Foundation,
2014), 208–34; Paul A. Jargowsky, Concentration of Poverty in the New Millennium: Changes in the Prevalence, Composition, and Location of Highpoverty Neighborhoods (New York: The Century Foundation and Rutgers Center for Urban Research and Education, 2013); Paul A. Jargowsky, “Segregation,
Neighborhoods, and Schools,” in Choosing Homes, Choosing Schools: Residential Segregation and the Search for a Good School, ed. Annette Lareau and Kimberly
Goyette (New York: Russell Sage Foundation, 2014), 111–14.
24 Jargowsky, “Segregation, Neighborhoods, and Schools.” The analysis compares “dissimilarity” indexes in children’s neighborhoods, which reflects how many
children would need to move out of their neighborhoods to achieve racial/ethnic or economic balance among children living in the neighborhood. For black
and white children ages 3 to 5, the dissimilarity index was 0.798, compared to 0.582 for black and white children enrolled in first through twelfth grades. This
means that 79.8 percent of black children ages 3 to 5 would have to move out of their neighborhoods to achieve black/white balance in the neighborhoods,
compared to 58.2 percent of older black children. For poor and non-poor children ages 3 to 5, the dissimilarity index was 0.605 for children ages 3 to 5,
compared to 0.333 for older children. This means that 60.5 percent of poor children ages 3 to 5 would have to move to achieve poor/non-poor balance in
their neighborhoods, compared to 33.3 percent of older poor children.
25 G. Camilli, S. Vargas, S., Ryan, and W. S. Barnett, “A Meta-analysis of the Effects of Early Education Intervention on Cognitive and Social Development,”
Teachers College Record 112, no. 3 (2010): 579–620.
26 M. Burchinal, C. Howes, R. Pianta, D. Bryant, D., Early, R. Clifford, and O. Barbarin, “Predicting Child Outcomes at the End of Kindergarten from the Quality
of Pre-Kindergarten Teacher-child Interactions and Instruction,” Applied Developmental Science 12, no. 3 (2008): 140–53; G. J. Duncan and K. Magnuson,
“Investing in Preschool Programs,” Journal of Economic Perspectives, 27, no. 2 (2013): 109–32; A. J. Mashburn, R. C. Pianta, B. K. Hamre, J.T. Downer, O. Barbarin,
D. Bryant, … C. Howes, “Measures of Classroom Quality in Prekindergarten and Children’s Development of Academic, Language, and Social Skills,” Child
Development 79, no. 3 (2008): 732–49.
Why Classroom Diversity Matters in Early Education

26
27 J. S. Coleman, E. Q. Campbell, C. J. Hobson, J. McPartland, A. M. Mood, F. D. Weinfeld, and R. L. York, Equality of Educational Opportunity (Washington, D.C.: U.
S. Department of Health, Education, and Welfare, Office of Education, 1966), 21 and 325.
28 The National Coalition on School Diversity has many helpful research briefs on its website, http://school-diversity.org/coalition-research-briefs/; in particular,
see “Roslyn Arlin Mickelson, School Integration and K-12 Educational Outcomes: A Quick Synthesis of Social Science Evidence,” Brief No. 5, March 2015.
Also see G. Borman and M. Dowling, “Schools and Inequality: A Multilevel Analysis of Coleman’s Equality of Educational Opportunity Data,” Teachers College
Record 112, no. 5 (2010): 1201–46; A. Gamoran and D. A. Long, Equality of Educational Opportunity: A 40-year Retrospective, WCER Working Paper No. 2006–9
(Madison: University of Wisconsin-Madison, Wisconsin Center for Education Research, 2006); S. Konstantopoulos and G. Borman, “Family Background and
School Effects on Student Achievement: A Multilevel Analysis of the Coleman Data,” Teachers College Record 113, no. 1 (2011): 97–132.
29 Borman and Dowling, “Schools and Inequality.”
30 M. Berends and R. V. Penaloza, “Increasing Racial Isolation and Test Score Gaps in Mathematics: A 30-year Perspective,” Teachers College Record 112, no.
4 (2010): 978–1007; Borman and Dowling, “Schools and Inequality,” 2010; K. M. Borman, T. M. Eitle, D. Michael, D. J. Eitle, R. Lee, L. Johnson, … B. Shircliffe,
“Accountability in a Post-desegregation Era: The Continuing Significance of Racial Segregation in Florida’s Schools,” American Educational Research Journal
41, no. 3 (2004): 605–31; D. J. Condron, “Social Class, School and Non-School Environments, and Black/White Inequalities in Children’s learning,” American
Sociological Review 74 (2009): 683, 699; E. A. Hanushek, J. F. Kain, and S. G. Rivkin, “Why Public Schools Lose Teachers,” Journal of Human Resources 39, no. 2
(2004): 326–54; V. E. Lee and A. S. Bryk, “A Multilevel Model of the Social Distribution of High School Achievement,” Sociology of Education, 62 (1989): 172–92;
R. L. Linn and K. G. Welner, eds., Race-conscious Policies for Assigning Students to Schools: Social Science Research and the Supreme Court Cases (Washington,
D.C.: National Academy of Education, 2007); C. Lleras, “Race, Racial Concentration, and the Dynamics of Educational Inequality across Urban and Suburban
Schools,” American Educational Research Journal 45, no. 4 (2008): 886–912; R. A. Mickelson, “The Academic Consequences of Desegregation and Segregation:
Evidence from the Charlotte-Mecklenburg Schools,” North Carolina Law Review 61 (2003): 1513–58; R. A. Mickelson, M. C. Bottia, and R. Lambert, “Effects of
School Racial/ethnic Composition on K–12 Mathematics Outcomes: A Metaregression Analysis,” Review of Educational Research 83, no. 1 (2013): 121–58; X.
Newton, “End-of-high-school Mathematics Attainment: How Did Students Get There?” Teachers College Record 112, no. 4 (2010): 1064–95.
31 W. G. Bowen and D. Bok, The Shape of the River (Princeton: Princeton University Press, 1998); J. H. Braddock and A. D. C. Gonzalez, “Social Isolation and
Social Cohesion:The Effects of K–12 Neighborhood and School Segregation on Intergroup Orientations,” Teachers College Record 112, no. 6 (2010): 1631–53;
P. L. Carter, “Race and Cultural Flexibility Among Students in Different Multiracial Schools,” Teachers College Record 112, no. 6 (2010): 1529–74; Race-conscious
Policies for Assigning Students to Schools: Social Science Research and the Supreme Court Cases, ed. R. L. Linn and K. G. Welner (Washington, DC: National Academy
of Education, 2007); E. Stearns, “Long-term Correlates of High School Racial Composition: Perpetuation Theory Reexamined,” Teachers College Record 112,
no. 6 (2010): 5–6; G. Siegel-Hawley, How Non-minority Students also Benefit from Racially Diverse Schools, Brief No. 8 (Washington, D.C.: National Coalition
for School Diversity, 2012); A. S. Wells. J. Duran and T. White, “Refusing to Leave Desegregation Behind: From Graduates of Racially Diverse Schools to the
Supreme Court,” Teachers College Record 110, no. 12 (2008): 2532–70; A. S. Wells, J. J. Holme, A. T. Revilla, and A. K. Atanda, Both Sides Now: The Story of School
Desegregation’s Graduates (Berkeley: University of California Press, 2009).
32 N. L. Aikens and O. Barbarin, “Socioeconomic Differences in Reading Trajectories: The Contribution of Family, Neighborhood, and School Contexts,”
Journal of Educational Psychology 100, no. 2 (2008): 235–51; J. G. Benson and G. Borman, “Family, Neighborhood, and School Settings across Seasons: When
Do Socioeconomic Context and Racial Composition Matter for Reading Achievement Growth of Young Children?” Teachers College Record 112, no. 5 (2010):
1338–90; K. Kainz and Y. Pan, “Segregated School Effects on First Grade Reading Gains: Using Propensity Score Matching to Disentangle Effects for AfricanAmerican, Latino, and European-American Students,” Early Childhood Research Quarterly, 29 (2014): 531–37; K. Kainz and L. Vernon-Feagans, “The Ecology
of Early Reading Development for Children in Poverty,” Elementary School Journal 107, no. 5 (2007): 407–27; D. D. Ready and M. Silander, “School Racial and
Ethnic Composition and Young Children’s Cognitive Development,” E. Frankenberg and E. Debray, eds., Integrating Schools in a Changing Society (Chapel Hill,
NC: University of North Carolina Press, 2011), 91–113; H. Schwartz, Housing Policy Is School Policy: Economically Integrative Housing Promotes Academic Success
in Montgomery County, Maryland (New York: The Century Foundation, 2010).
33 Aikens and Barbarin, “Socioeconomic Differences in Reading Trajectories,” 2008.
34 Benson and Borman, “Family, Neighborhood, and School Settings across Seasons,” 2010.
35 Ready and Silander, “School Racial and Ethnic Composition,” 2011.
36 C. Schechter and B. Bye, “Preliminary Evidence for the Impact of Mixed-Income Preschool on Low-income Children’s Language Growth,” Early Childhood
Research Quarterly 22 (2007): 137–46.
37 Jeanne L. Reid and Douglas D. Ready, “High-quality Preschool: The Socio-economic Composition of Preschool Classrooms and Children’s Learning,” Early
Education and Development 24, no. 8 (2013): 1082–111.
38 Reid, “Racial and Ethnic Composition of Pre-Kindergarten Classrooms,” forthcoming.
39 Tama Leventhal and Jeanne Brooks-Gunn, “The Neighborhoods They Live in:The Effects of Neighborhood Residence on Child and Adolescent Outcomes,”
Psychological Bulletin, 126, no. 2 (2000): 309–37.
40 Benson and Borman, “Family, Neighborhood, and School Settings across Seasons,” 2010; Ready and Silander, “School Racial and Ethnic Composition,” 2011.
See also Schwartz, Housing Policy Is School Policy, 2010, 29, which disaggregated school and neighborhood effects on student achievement for low-income
A Better Start

27
children randomly assigned to public housing units throughout Montgomery County, Maryland. For low-income children attending more advantaged schools
while living in more advantaged neighborhoods, the size of the school effect was twice that of the neighborhood effect.
41 Reid and Ready, “High-quality Preschool,” 2013.
42 Schwartz, Housing Policy Is School Policy, 2010, 6.
43 Kainz and Pan, “Segregated School Effects,” 2014.
44 R. M. Clifford, O. Barbarin, F. Chang, D. Early, D., Bryant, C. Howes, C., … R. Pianta, “What Is Pre-Kindergarten? Characteristics of Public Pre-Kindergarten
Programs,” Applied Developmental Science 9, no. 3 (2005): 126–43; L. M. Justice, A. J. Mashburn, B. K. Hamre, and R. C. Pianta, “Quality of Language and Literacy
Instruction in Preschool Classrooms Serving At-Risk Pupils,” Early Childhood Research Quarterly 23 (2008): 51–68; R. Pianta et al., “Features of Pre-Kindergarten
Programs, Classrooms, and Teachers,” 2005; Reid, “Racial and Ethnic Composition of Pre-Kindergarten Classrooms,” forthcoming; Reid and Ready, “Highquality Preschool,” 2013.
45 G. T. Henry and D. K. Rickman, “Do Peers Influence Children’s Skill Development in Preschool?” Economics of Education Review, 26 (2007): 100–12; Reid
and Ready, “High-quality Preschool,” 2013.
46 Benson and Borman, “Family, Neighborhood, and School Settings across Seasons,” 2010; E. A. Hanushek, J. F. Kain, J. M. Markman, and S. G. Rivkin, “Does Peer
Ability Affect Student Achievement?” Journal of Applied Economics, 18 (2003): 527–44; Henry and Rickman, “Do Peers Influence Children’s Skill Development,”
2007; Justice et al., “Peer Effects in Early Childhood Education,” 2014; L. M. Justice, Y. Petscher, C. Schatschneider, and A. Mashburn, “Peer Effects in Preschool
Classrooms: Is Children’s Language Growth Associated with their Classmates’ Skills?” Child Development 82, no. 6 (2011): 1768–77; A. J. Mashburn, L. M. Justice,
J. T. Downer, and R. C. Pianta, “Peer Effects on Children’s Language Achievement During Pre-Kindergarten,” Child Development 80, no. 3 (2009): 686–701; A. A.
Summers and B. L. Wolfe (1977). “Do Schools Make a Difference?” American Economic Review 67, no. 4 (1977): 639–52; R. W. Zimmer and E. F.Toma, E. F. “Peer
Effects in Private and Public Schools across Countries,” Journal of Policy Analysis and Management 19, no. 1 (2000): 75–92.
47 Henry and Rickman, “Do Peers Influence Children’s Skill Development,” 2007; Justice et al., “Peer Effects in Early Childhood Education,” 2014; Justice et al.,
“Peer Effects in Preschool Classrooms,” 2011; Mashburn et al., “Peer Effects on Children’s Language Achievement during Pre-Kindergarten,” 2009.
48 V. E. Lee and D. T. Burkam, Inequality at the Starting Gate: Social Background Differences in Achievement as Children Begin School (Washington, D.C.: Economic
Policy Institute, 2002); Ready and Silander, “School Racial and Ethnic Composition,” 2011; Reid and Ready, “High-quality Preschool,” 2013.
49 Justice et al., “Peer Effects in Early Childhood Education,” 2014.
50 Beginning Literacy with Language, ed. D. K. Dickinson and P. O. Tabors (Baltimore: Brookes Publishing, 2001).
51 B. Hart and T. R. Risley, Meaningful Differences in the Everyday Experience of Young American Children (Baltimore, Md.: Brookes Publishing, 1995); Justice et
al., “Quality of Language and Literacy Instruction,” 2008.
52 Francisco Palermo and Ariana M. Mikulski, “The Role of Positive Peer Interactions and English Exposure in Spanish-speaking Preschoolers’ English Vocabulary
and Letter-word Skills,” Early Childhood Research Quarterly, 29 (2014): 625–35.
53 Hanushek et al., “Does Peer Ability Affect Student Achievement?” 2003; Henry and Rickman, “Do Peers Influence Children’s Skill Development,” 2007;
Justice et al., “Peer Effects in Early Childhood Education,” 2014; Justice et al., “Peer effects in Preschool Classrooms,” 2011; Mashburn et al., “Peer Effects on
Children’s Language,” 2009.
54 Reid, “Racial and Ethnic Composition of Pre-Kindergarten Classrooms,” forthcoming.
55 R. S. Bigler and L. S. Liben, “Developmental Intergroup Theory: Explaining and Reducing Children’s Social Stereotyping and Prejudice,” Current Directions
in Psychological Science 16, no. 3 (2007): 162–66; J. A. Chafel and C. Neitzel, “Young Children’s Ideas About the Nature, Causes, Justification, and Alleviation
of Poverty,” Early Childhood Research Quarterly 20 (2005): 433–50; N. W. Finkelstein and R. Haskins, “Kindergarten Children Prefer Same-color Peers,” Child
Development 54 (1983): 502–8; C. Howes, K. H. Rubin, H. S. Ross, and D. C. French, “Peer Interaction of Young Children,” Monographs of the Society for Research
in Child Development 53, no. 1 (1988): 1–78; R. L. Leahy, “The Development of the Conception of Economic Inequality. I. Descriptions of Rich and Poor People,”
Child Development 52 (1981): 523–32; P. G. Ramsey, “Growing Up with the Contradictions of Race and Class,” Young Children (September 1995), 18–22; D.
Nesdale and D. Flesser, “Social Identity and the Development of Children’s Group Attitudes,” Child Development 72, no. 2 (2001): 506–17; M. B. Spencer and
C. Markstrom-Adams, “Identity Processes Among Racial and Ethnic Minority Children in America,” Child Development 61 (1990): 290–310.
56 C. Howes and F. Wu, “Peer Interactions and Friendships in an Ethnically Diverse School Setting,” Child Development 61 (1990): 537–41.
57 American Federation of Teachers, AFT Resolution in Honor of the 60th Anniversary of the Brown v. Board Supreme Court Ruling (Washington, D.C.: AFT, 2014),
http://www.aft.org/resolution/honor-60th-anniversary-brown-v-board-supreme-court-ruling.
58 Ibid.
59 National Association of State Boards of Education, Diversity, (Alexandria, Va.: NASBO, 2015), http://www.nasbe.org/our-work/government-affairs/nasbepublic-education-positions/diversity/.
60 National Education Association, NEA’s Vision, Mission, and Values, (Washington, D.C.: NEA, 2006), http://www.nea.org/home/19583.htm.
61 Education Trust, Who We Are (Washington, D.C.: Education Trust, 2015), http://edtrust.org/who-we-are/.
62 Education Commission of the States, Minority/Diversity Issues (Denver, Colo.: Education Commission of the States, 2015), http://www.ecs.org/html/issue.
asp?issueid=84.
Why Classroom Diversity Matters in Early Education

28
63 National Association for the Education of Young Children, Where We Stand on Responding to Linguistic and Cultural Diversity (Washington, D.C.: National
Association for the Education of Young Children, 2009), http://www.naeyc.org/files/naeyc/file/positions/diversity.pdf.
64 B. Maschinot, The Changing Face of the United States: The Influence of Culture on Child Development (Washington, D.C.: ZERO TO THREE, 2008), http://main.
zerotothree.org/site/DocServer/Culture_book.pdf?docID=6921, 11.
65 Children’s Defense Fund, Letter to Prospective Teacher Institute Participant (Washington, D.C.: Children’s Defense Fund, 2013), http://www.childrensdefense.
org/library/misc/fs-teacher-institute-letter.pdf.
66 Council of Chief State School Officers, Moving Forward with Kindergarten Readiness Assessment Efforts: A Position Paper of the Early Childhood Education State
Collaborative on Assessment and Student Standards (Washington, D.C.: Council of Chief State School Officers, June 2011), http://www.ccsso.org/Documents/
CCSSO_K-Assessment_Final_7-12-11.pdf.
67 Maschinot, The Changing Face of the United States, 6.
68 National Association for the Education of Young Children, Where We Stand on Responding to Linguistic and Cultural Diversity.
69 National Black Child Development Institute, What We Do: Early Child Care and Education, (Washington, D.C.: National Black Child Development Institute,
2015), http://www.nbcdi.org/what-we-do/early-care-and-education.
70 National Association of Elementary School Principals, NAESP Platform 2014–2015, (Alexandria, Va.: National Association of Elementary School Principals,
2014), http://www.naesp.org/sites/default/files/NAESP%20Platform2014-15.pdf.
71 Council of Chief State School Officers, 2014 ISLLC Standards: Draft for Public Comment, (Washington, D.C.: Council of Chief State School Officers, 2014),
http://www.ccsso.org/documents/2014/Draft%202014%20ISLLC%20Standards%2009102014.pdf#sthash.XZq2aA6N.dpuf, 19–20.
72 2014–2015 Requirements and Guidelines for Public School and Nonpublic School Early Childhood Development (NSECD) Prekindergarten Programs (Louisiana
Department of Education, 2014), http://www.louisianabelieves.com/docs/default-source/early-childhood/2014-15-requirements-and-guidelines.pdf, 17.
73 Patricia Perkins, phone interview by Halley Potter, November 20, 2014.
74 Holly Frickey Bozzelle, e-mail message to Halley Potter, January 14, 2015.
75 “Public Pre-K for 4 Year Olds: Align, Strengthen and Diversify Delivery,” (Louisiana Partnership for Children and Families, 2012), http://www.
louisianapartnership.org/Resources/Documents/Pre-k%20WP%20on%20Rec%20_2%20%20.pdf.
76 Milo Sheff, et al. v. William A. O’Neill, et al., 238 Conn. 1, 678 A.2d 1267 (Connecticut Superior Court 1996), http://sheffmovement.org/sheff-v-oneilldecision; Sheff v. O’Neill Stipulation and Order (Connecticut Superior Court 2003), http://sheffmovement.org/phase-1-settlement-2003-stipulation-and-order/;
“Elementary Schools,” Greater Hartford Regional School Choice Office, http://www.choiceeducation.org/elementary-schools (accessed December 19, 2014).
77 Sheff v. O’Neill Stipulation and Order.
78 In 2014, the Connecticut state legislature passed a bill that could require families to pay tuition for pre-K at regional magnet schools using a sliding
scale. However, this requirement has not been enforced, and magnet school supporters are fighting the change. See Sheff Movement, “Sheff Movement
Coalition Legislative and Advocacy Agenda 2014–15,” December 31, 2014, http://sheffmovement.org/wp-content/uploads/2014/12/2015-SMC_legislative_
and_advocacy_agenda.pdf.
79 Mira Debs, Pre-Kindergarten Availability and Access in Hartford Region Magnet and Open Choice Schools (Sheff Movement, January 2015), http://sheffmovement.
org/publications/pre-k-programs/.
80 Josephine DiPietro-Smith, phone interview by Halley Potter, December 10, 2014.
81 Maria Sierra-Halla, phone Interview by Halley Potter, December 2, 2014.
82 Mira Debs, Pre-Kindergarten Availability and Access in Hartford Region Magnet and Open Choice Schools (Sheff Movement, January 2015), http://sheffmovement.
org/publications/pre-k-programs/.
83 Mollie Rusczyk, e-mail message to Halley Potter, January 13, 2015.
84 Peter Dart, phone Interview by Halley Potter, December 2, 2014.
85 Reid, “Racial and Ethnic Composition of Pre-Kindergarten Classrooms,” forthcoming.The study found that about a quarter of pre-K children (23.2 percent)
attended racially diverse classrooms (30 percent to 70 percent minority) and one-sixth (17.0 percent) were enrolled in classrooms that were both racially
diverse and medium- or high-income.
86 It is important to note that any efforts to promote racial diversity must follow constitutional guidelines. Specifically, after the Supreme Court’s decision in
Parents Involved in Cmty. Sch. v. Seattle Sch. Dist. No. 1, 551 U.S. 701 (2007), it is generally no longer appropriate to use the race of individual students as a factor
in admission to a school or school program. Instead, general tools like school attendance zones, neighborhood preferences, magnet schools, or affirmative
marketing can be used to achieve increased diversity. For a detailed discussion of permissible tools, see Guidance on the Voluntary Use of Race to Achieve
Diversity and Avoid Racial Isolation in Elementary and Secondary Schools (Washington, D.C.: U.S. Department of Justice and U.S. Department of Education, 2011),
http://www2.ed.gov/about/offices/list/ocr/docs/guidance-ese-201111.pdf.
87 Edward Zigler and Sally J. Styfco, The Hidden History of Head Start (New York: Oxford University Press, 2010), 126–27.

A Better Start

A
Better
Start
A report from The Century Foundation and
the Poverty & Race Research Action Council

Why Classroom Diversity
Matters in Early Education

200 18th St. NW #200,
Washington, DC 20036

prrac.org

One Whitehall Street, 15th Floor,
New York, NY 10004

Jeanne L. Reid and Sharon Lynn Kagan

National Center for Children and Families, Teachers College, Columbia University

1333 H Street, NW, 10th Floor,
Washington, DC 20005

tcf.org

© 2015 The Century Foundation, Inc. and
The Poverty & Race Research Action Council

with Michael Hilton and Halley Potter

