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PROJECT OVERVIEW

This collection of reports was produced with the underlying assumption
that every child, and every adult, deserves access to an excellent
education. However, the historical legacy of education in the United
States has rendered this ideal no more than a lofty dream. Although this
report specifically examines the status of formal education in Franklin
County, Ohio, the authors believe that the findings and
recommendations provided are transferable across a variety of
educational systems and beyond the state of Ohio.
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WHAT IT MEANS TO BE A SCHOOL 
COUNSELOR IN FRANKLIN COUNTY, 

OHIO
C. Rosie Bauder, Shelby Coen, Damon Drew, & Tyler Hudson

C h a n g e  F r o m  W i t h i n
Traditionally, school counselors in Franklin County, Ohio, did not
have opportunities to use their training and expertise to inform
greater social and academic changes within their
schools. School counselors were thought to fill a very specific
set of roles including academic advising, college preparation,
and discipline; and were often referred to as "guidance
counselors." Today, their role looks drastically different. School
counselors now communicate more closely with parents,
provide therapy for students with and without mental health
diagnoses or Individualized Education Plans (IEP), and provide
classroom guidance (Fitch & Marshall, 2004; Amatea & Clark,
2005). While this is not unique to Franklin County, the county
was one of only a few selected areas that would receive support
to transform the role of school counselors.

The National Initiative to Transform School Counseling examined
and redefined the role of school counselors to contribute to
equity and increased services for all students in 1997. In
redefining the role, this task-force included a strong advocacy
role for school counselors to position them as change agents at
a systemic level (Bemak & Chung, 2005). Their task force
enlisted none other than Dr. Susan Sears and the Ohio State
Counselor Education program as one of a select group of
institutions to participate in this initiative. Dr. Sears’ contribution
to defining the school counselor’s role nationally impacted
school counselors locally through the numerous school
counselors trained at Ohio State who practice in Franklin
County.

Dr. Susan Sears redefined what it meant to be a school
counselor in the early 21st century. She emphasized the dynamic
role of school counselors in which they played a larger role in
addressing barriers to high achievement and success after high
school, especially among low income and minority students
(Sears, 1999). Dr. Sears also recognized that many students of
diversity faced additional difficulties in not only receiving
comprehensive and adequate mental health care but also in
achieving in elementary and secondary school settings (Sears,
1993).

Today, school counselors in Ohio, particularly in Franklin County
through the work initiated by Dr. Sears, are now integral to Tier 1
interventions according to the Response to Intervention Model
in education (Kaffenberger, Murphy, & Bemak, 2008; Ryan,
Kaffenberger, & Carroll, 2011). School counselors have assumed
a role that encompasses much more than providing individual
services to students.

L e a r n i n g F r o m t h e E x p e r t s
Expert school counselors in Franklin County are invaluable
resources to help understand current inequities. Two school

counselors were interviewed and asked about how they
perceive inequity in schools based on the roles of school
counselors. These school counselors have held myriad roles that
are all-encompassed into the title of “school counselor,” and
they have comprehension on how inequity is present in each
setting. These school counselor professionals were asked
questions regarding the current roles of school counselors, how
they would change the roles of school counselors, and what is
most important to identify moving forward to close the gap of
inequity that exists. Their responses are presented alongside
information from previous research and our own statistical
analysis to provide a richer depiction of school counseling
related educational inequality in Franklin County.

D i s p a r i t i e s i n S c h o o l C o u n s e l o r R o l e
B e t w e e n L o w a n d H i g h A c h i e v i n g
S c h o o l s
Research has established that school achievement is highly
correlated with income; the more likely a student is in a
household of higher socioeconomic status, the more likely they
are to succeed, and vice-versa [1] (Davis-Kean, 2005). With that
being said, one can compare the roles of school counselors at
high-achieving and low-achieving schools as a substitute for
comparing on the basis of income. School counselors in higher-
achieving schools, based on standardized test scores, spend
more time on program management, evaluation, and research
when compared to lower- achieving schools. (Fitch & Marshall,
2004). The roles and responsibilities for school counselors
between low and high-income schools vary significantly and
further contribute to educational inequity. School counselors
function as both the school counselor and college counselor-
providing clinical support to students, implementing
programmatic changes and more while also advising students in
the college process. In higher income and higher achieving
schools, these duties include conducting needs assessments,
program planning, studying program effectiveness and
implementing changes and they also spend more time aligning
their programs to state and national school counseling
standards. (Fitch & Marshall, 2004).

One school counselor, Dr. Brett Zyromski, commented on the
situation of school counselors in Franklin County. From his years
of professional experience, school counselors are not
understood by the administrators who hire them. They are seen
as "low hanging fruit" that can complete tasks that are needed
by the school (Zyromski, personal communication, 2018). These
tasks can include test preparation, guidance counseling,
discipline roles, and more - all of which are not the entire picture
that school counselors can paint in their schools. When the roles
of school counselors vary so much by district, it can impact the
success of students. Dr. Colette Dollarhide stated, "In schools,
everybody agrees that they want students to be successful, but
they disagree around how to do that and what success means to
each person" (Dollarhide, personal communication, 2018). We
know that school counselors are pivotal to the success of
students, yet schools are still hesitant to utilize school
counselors as they are trained to help foster success in their
students.
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D i s t r i c t  I n c o m e  L e v e l  a n d  S c h o o l  
C o u n s e l i n g  S t a f f  
Public schools primarily receive funding through local property
taxes. As such, it is not surprising that a relationship might exist
between the average household income and the services
provided to students within the same school district. To explore
if there is a meaningful difference in the number of school
counselors employed by a district based on local income, we ran
a correlational analysis using SPSS. Median household income
data for each district were collected from the United States
Census Bureau website (see Table 1). The number of school
counselors per 1000 students for each district was collected
from the Ohio Department of Education 2017 Report Card for
each district.

Table 1.

We found a small, positive relationship between median
household income per district and the number of school
counselors per 1000 students; however, this relationship was
not meaningful from a statistical perspective. Based on these
findings, low and high-income schools employ virtually the same
number of school counselors per 1000 students. While disparity
does not appear to exist in terms of the number of school
counselors, relative to the median household incomes,
disparities emerge when analyzing the differences in school
counselor role and responsibility based on income.

This disparity can be analyzed by inquiring about the role that
staff serve in their respective roles and school districts. Dr.
Zyromski commented on how inequity would be addressed
through the role of the school counselor in Franklin County,
Ohio. By understanding the role of the school counselor and
recognizing the need for them, student-to-counselor ratios
would decrease, which would increase the time that school
counselors can commit to Tier 1 preventative work and resiliency
training for students.

Further, there would be more opportunity for Tier 2 data-driven
interventions for student success (Zyromski, personal
communication, 2018). In doing this, amongst other acts of
advocacy, the inequity gap would close, increasing
opportunities for underserved students. We can combat the
inequity gap that exists for students by understanding the role of
the school counselor and using these professionals exactly in
the ways in which they are trained.

D i s c u s s i o n
The quantitative data from our correlational analysis of income
and the number of school counselors with the qualitative data
from interviewing local school counselor educators suggest that
educational inequity in school counseling is cannot be solely
attributed to whether a school district is in a low-income area
versus a high-income area. Inequity results not only from the
number of school counselors employed by a district but from the
varying responsibilities of school counselors in low income
versus high-income areas. The existing literature and our
qualitative data highlight how the roles and responsibilities of
school counselors in high-income districts are more aligned with
The National Initiative to Transform School Counseling
guidelines compared to low-income districts.

R e c o m m e n d a t i o n s
Moving forward, these expert school counselors agree that
change must occur. One way we can advocate for school
counselors' roles and push for change is by educating others.
Dr. Zyromski reported, "People don't understand all that school
counselors can do and the impact they have. Research shows
that even adding interns to these environments adds to student
achievement. People don't know this research, and we need to
make it more known to [this group of] people" (Zyromski,
personal communication, 2018). Articulating this can be a great
first step toward change. In addition, adding a student
assistance team to advocate for school counseling would make
an impact (Dollarhide, personal communication, 2018). These
advocates would be embedded on the front lines and would
understand the roles of school counselors; they would be able to
advocate for change by educating others and speaking up when
they recognize the presence of inequity.

R e f e r e n c e s
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District
Median 
Household 
Income

School Counselors

Bexley City $ 173,331.00 3.1
Canal Winchester $63,390.00 2.2
Columbus City $47,337.00 2.8
Dublin $110,275.00 2.9
Gahanna-Jefferson $92,148.00 1.6
Grandview $ 105,644.00 4.7
Groveport-Madison $41,948.00 3.3
Hamilton $41,222.00 1.5
Hilliard $78,802.00 2
New Albany-Plain $224,940.00 1.9
South Western City $49,736.00 1.1
Upper Arlington $155,603.00 3
Westerville $74,605.00 2.3
Whitehall $34,381.00 4
Worthington $82,650.00 2.2
Reynoldsburg $51,464.00 1
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INEQUALITY OF SCHOOL FUNDING 
AND THE IMPORTANCE OF 

ADMINSTRATOR PREPARATION 
PROGRAMS

I n e q u a l i t y  o f  S c h o o l  F u n d i n g
The principalship in any school setting comes with the
responsibility of drafting and proposing responsive budgets that
are not only functional, but also use the limited resources given
as effectively as possible. School leaders are tasked with
achieving success for all students and communities, but in many
instances, are given restrictive financial environments to do so.
Many studies have proven the positive relationship between
school funding and student achievement (Greeenwald et al.,
1996; Elliot, 1998; Okpala et al., 2001). With this perspective, we
investigated FY2017 District Profile Report (CUPP), published by
the Ohio Department of Education, to examine school finance
distribution among districts in Franklin County. Further, one
would assume that with the tremendous expectation on school
leaders to be fiscally responsible, universities and licensure
programs that educate future administrators would supply their
students with the adequate tools to fine-tune their budgets
successfully. As such, we explored licensure programs in Ohio to
discover the extent to which financial courses are being
integrated into principal licensure curricula to deal with potential
inequalities in Franklin County Schools.
First, we compared the FY2017 CUPP report of both the average
of Ohio and Franklin County regarding the expenditure per pupil
data in order to examine Franklin county’s relative level of
inequality of school funding.

Table 1.

Ohio Statewide
Franklin 
County

Exp./ pupil
Inst. 
Exp./pupil

Exp./ pupil
Instructional 
Exp./pupil

Avg. $11,603 $6,498 $12,194 $7,248
Max. $23,908 $13,634 $16,013 $10,008
Min. $8,016 $4,576 $9,232 $5,335
Range $15,892 $9,059 $6,781 $4,673
Ratio 2.98 2.98 1.73 1.88

According to Table 1, we know that the Franklin County’s
equality level in school finance was better than the state
average in FY 2017 by comparing range and ratio of total and
instructional expenditure per pupil. However, this result does
not necessarily mean that Franklin county’s school finance in
FY 2017 was equally distributed. The maximum expenditure
per pupil ($16,013) was compared to the minimum expenditure
per pupil ($9,232); that comparison resulted in a ratio of 1.73:1.
Therefore, at the outset, substantial disparities in expenditure
per pupil among school districts of Franklin County in FY 2017
were evident. Also, there was not a difference between
expenditure per pupil ratio (2.98:1) and instructional
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expenditure per pupil ratio (2.98:1) in the state average data
(Table 1). However, in the case of Franklin County, instructional
expenditure per pupil ratio was 1.88:1, which is in contrast to the
total expenditure per pupil ratio, 1.74:1. This means that Franklin
County had more unequal distribution than the average of Ohio
in terms of instructional expenditure per pupil, which is known
as a relatively more crucial predictor for student achievement
than expenditure per pupil as general (Hanushek, 1997).

In order to investigate the causal funding sources which can
explain financial inequality among districts in Franklin County in
FY 2017, we conducted a multiple regression analysis by using
data from FY2017 CUPP report. Sweetland (2014) showed that
Ohio’s school funding is mainly decided by the revenue of local,
state, and federal. Acknowledging this finding, we used each
district’s local, state, and federal revenue per pupil as predictors
to examine their influence on total expenditure per pupil
variation among districts in Franklin County.

Table 2. Prediction expenditure per pupil of districts of Franklin 
County in FY 2017 (FY2017 CUPP Report)

According to the Table 2, the district local revenue per pupil is
the only statistically significant predictor of the expenditure per
pupil of each district. It means that expenditure per pupil of each
district is significantly dependent on each local’s taxable
valuation.

Considering the reality of each district’s taxable valuation, we
can provide two implications for school leaders based on the
result of this analysis. First, it is important for district and school
leaders in Franklin County to understand financial issues,
conditions, and policies of their locals. Second, educational
leaders in Franklin County, especially high poverty school
leaders, should be equipped with enough knowledge and know-
how about effective financial management skills so that they can
provide good quality of educational service to their students
regardless of their local’s wealth status. In the following, we
speak on how well educational leaders in Ohio and Franklin
County are prepared in terms of financial management in this
circumstance by focusing on principal preparation programs and
relevant state policies.

A d m i n i s t r a t o r  E d u c a t i o n  a n d  T r a i n i n g
In order to begin the principalship, educators must typically 
enroll in a masters program at an accredited university and

complete roughly 30 credit hours. Further, 12 additional credits
beyond the master's coursework are needed before licensure
can be given. However, a simple exploration of coursework at
two respected universities with the licensure programs - the
University of Dayton and the Ohio State University - reveal that
school finance does not receive the attention it may require. In
an observation of the University of Dayton’s curriculum for the
Master of Science in Education with a Major in Educational
Leadership and the licensure course expectation, “School
Finance” is listed as only 3 credits (one course) of the 42 credit
hour program (University of Dayton, 2016). The Ohio State
University offers a masters and licensure in only 36 credit hours.
Within this curriculum, “School Finance and Business
Administration” is listed as one of the required courses, and is
the only course visibly related to school finance (OSU, 2014).

When an individual becomes a new teacher in the state of Ohio,
he or she is placed into a “residency” status, where they are
given a mentor to assist them in learning how to become a
quality educator (Resident Educator Program, 2018). This
residency is a four-year process that includes a mentor, and also
occurs after four years of training to become a classroom
teacher. In comparison, the principal or school leader is asked to
step into a position with not only a little education, but without a
mentor. In contrast to teachers, school leaders are asked to
discover how to become a successful leader and financial
steward of a large institution on their own. One would believe
that with the high-stakes involved with educational leadership,
school leaders would be introduced to impactful decisions with
the help of a mentor such as the Resident Educator Program for
teachers.

With this understanding, it should be commonplace that we help
educate and provide our school leaders with every tool possible
to help educate our students. Further, it is fair to assess that if
we find it appropriate for teachers to be given mentors,
principals and superintendents could benefit from an
experienced, supportive presence as well. By providing such a
relationship, experienced school leaders who have made
budget decisions in areas with hardship can impart knowledge
to leaders making these decisions for the first time. It would only
seem reasonable that given the opportunity, school
administrators could learn from experienced educational leaders
to directly improve the opportunities for all students.

R e c o m m e n d a t i o n s
With the inequalities faced by Franklin county students, it is
clear that well prepared, creative, and financially perceptive
leaders are needed to be able to assume positions in schools.
These leaders must work successfully in an environment that is
faced with inequality as a reality. To do so, licensure programs
should increase financial preparedness as a priority for school
leaders. Further, investment into mentoring new and beginning
schools leaders should become a common practice.

Variable B (std.b) Std.Error t R R2

Model 0.969 0.940

Local Revenue Per 
Pupil

.75 (1.30) .08 9.29***

State Revenue Per 
Pupil

.41 (.45) .41 1.67

Federal Revenue 
Per Pupil

.55 (.13) .55 .63

Note: N = 16; *p < .01, ***p< .001
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child should never be abandoned. To better understand these
barriers we review the historic and present-day practices with
respect to two major issues in public education in Franklin
County, Ohio: political representation and school funding. This
brief report discusses their impact on public education and how
they can support or stifle equity in education.

Historically, African Americans1have been denied the right to
education notwithstanding their commitment to the value of
education and their attempts to establish avenues for education.
In times of slavery, education was often outlawed and those
who sought it regardless were brutally punished (Rury, 2016;
Williams, 2005). This denial of what we now value as a basic
right is the backdrop for many of our current political and
financial challenges in public education.

Political representation and the allocation of public funds, or
funding, are intrinsically linked. Public funding is an expression
of a community’s values and it is, therefore, imperative for all
parts of a community to have a‘voice’on policy and funding
decisions. The elusive equity in public education that we strive
for begins when every citizen’s voice, opinion, and perspective
is considered and when policy and funding are established.
Franklin County, Ohio, like many other American counties and
cities, has a reprehensible history regarding its treatment of
African Americans and their communities. Following the racist
practices of the nation, Blacks did not have political
representation in Franklin County and their collective voice was
silenced when legislators laid the foundation for public
education (Jacobs, 1998). This, combined with scores of other
systematic racial restrictions, ascribed the Black community to a
formidable state of vulnerability. Today many are speaking up
and making their voices heard in the political arena in an effort
to confront and disarm systemic inequity that parented current
vulnerabilities.

The lack of political representation for Blacks has contributed to
the unfair public funding system in Franklin County. This unfair
practice was ruled to be unconstitutional by Ohio’s district court,
based on housing patterns—i.e., residential planning that has
historically led to segregation. Despite this ruling against the
City of Columbus, local legislators have resisted making any
meaningful changes and have tacitly supported a perpetual
state of unfairness in funding practices.

P o l i t i c a l R e p r e s e n t a t i o n
Political representation is the first pillar that we need to address
and in some ways the most important one. By political
representation, we mean the ability of a population to have a
legitimate and representational voice in the institutions that
make economic, civic, and educational decisions; in essence the
ability of everyone regardless of race, class, or ethnicity to
exercise their democratic rights. The primacy of reconstructing
the current inequitable

EDUCATIONAL POLICY, PHILOSOPHY, 
AND HISTORY OF EDUCATION

I n t r o d u c t i o n
Every child deserves an excellent education. Commitment to this
fundamental belief demands that the pursuit to remove all
impediments from achieving an equitable education for every
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The primacy of reconstructing the current inequitable system of
political representation is dictated by the history of oppression
and marginalization which for centuries has hindered African
Americans all over the United States, and Ohio in particular,
from governing their own lives and securing the well-being of
their communities (Jacobs, 1998; Rury, 2016; Williams, 2005). In
what follows, we show how Black people exercised power even
when denied civic rights, we shed light into how
disenfranchising practices are still in effect today, and we
discuss alternatives that might increase the political
representation of vulnerable populations.

A B r i e f H i s t o r y
A good starting point is to think about how Black students have
been educated in Franklin County historically because that
history might provide insight into equity in education. Even
before African Americans were given formal civic rights, they
found ways to exercise power over educational decisions in
Columbus. In the mid-19th century, as Jacobs (1998) explains,
Black people in Columbus were barred from the state-supported
schools. As a result, two decades before the Civil War, they
bought their own plot of land and built their own school. State
law-makers then codified a separate school system for Black
people. This breakthrough illustrates how Black people
managed to affect state law even before Black suffrage was
established. Because Black teachers were restricted to teaching
in Black schools, Columbus’s Black high school, Champion,
ended up having a hyper-educated faculty who were also
leaders and role models in the Black community (Randolph &
Robinson, 2017). By the election of the first Black member of the
school board in 1961, the growing Black population of Columbus
had already been educating itself and thus providing the seeds
for Columbus civil rights movement. This movement first took
action when Black parents and organizations sued the
Columbus City School Board over segregated construction plans
in 1973 (Jacobs, 1998). Desegregation in Columbus, however,
resulted in the loss of the role models and leaders of the
segregated Black community, as they were reassigned to teach
in other communities (Randolph & Robinson, 2017). Any push for
equity in Franklin County education must first contend with the
lack of political representation for vulnerable communities,
which is largely responsible for the impediments to education
that Black communities have historically faced.

T h e  P r e s e n t  S y s t e m  o f  
R e p r e s e n t a t i o n
The lack of representation in the policy-making process led to 
negative outcomes for Black communities; this form of 
disenfranchisement continues to be an issue today. In order to 
quantify the lack of representation, scholars, community 
members, and policymakers must turn to specific problems 
impacting vulnerable communities. For example, in 1999, the 
U.S. Department of Justice (DOJ) sued the City of Columbus for 
"police misconduct and racial profiling" (Weatherspoon, 2004, p. 
733). Shortly after a collection of "reforms" within the Columbus 
Police Department (CPD), the DOJ dropped the charges. 

The CPD (1999) claimed to have addressed structural racism;
simultaneously, there was a 2.5 million dollar increase in law
enforcement officers' legal defense fund. This increase in
funding was voted on by police officers located outside of
Columbus, meaning individuals from suburban region of Franklin
County were mobilized to counter the DOJ's lawsuit seeking to
protect Black communities. As a result of the buttressing of legal
support and a collection of other factors, the Black community
continues to be subjected to structural racism at the hands of
the police force. Over 20 years have passed since the DOJ
dropped its suit and more than two dozen complaints have been
brought against the CPD from 2016-2018 including the fatal
shooting of Henry Green and 13-year-old Tyre King (Welsh-
Huggins, 2017).

Although the particular problem of police violence continues to
resurface due to the lack of representation, the Black
community has continued to be relentless in their pursuit of
justice. This relentless spirit has the potential to be the impetus
for achieving educational equity. Tammy Fournier-Alsaada, a
community activist and author, proclaimed that, "Until you deal
with the fact that [Columbus has] a rogue police force terrorizing
a neighborhood, we will continue to sit in these seats and
demand justice" (Rousan, 2017, para. 3). This statement was
made after activists occupied a city council meeting for nearly
two hours on September 19, 2017; activists left unsatisfied after
city council refused to address the CPD's structural racism.
Policymakers and Franklin County community members must
ask themselves how vulnerable populations in Columbus can
prioritize education when they lack the necessary amount of
meaningful political representation in order to secure the well-
being of their communities. Bowen and Bowen (1999) asserted
that “exposure to and perceptions of danger in schools and
neighborhoods are likely to threaten the ability of youth to fulfill
their potential in the school setting” (p. 319). Acknowledging
these barriers and ensuring marginalized communities have a
meaningful role in policymaking is the first step in forming an
equitable education system.

R e c o m m e n d a t i o n s  f o r  
F u t u r e  R e p r e s e n t a t i o n  
One possible way of addressing this lack of representation is 
adopting a ward election system (Bartels, 2009). Ward election 
systems—that is, voting systems aimed to maintain authority at 
the local level (such as neighborhoods or communities) as 
opposed to at-large voting systems that appeal to city-wide or 
district-wide authority—have historically benefited 
neighborhoods that are of a low socioeconomic status, which 
face challenges with increasing voter turnout. Columbus would 
benefit greatly from changing their voting system from an at-
large system to a ward system because marginalized 
communities would have a direct link to the City 
Council. According to a study analyzing the advantages and 
disadvantages of ward election systems, researchers have 
shown that various parts of municipalities have different 
priorities (Dhindsa, 2016). For example, one neighborhood may

8



be dealing with supporting people who find themselves
homeless, while other neighborhoods are dealing with
economic growth. This difference in need presented by this
study is reflective of the differences in needs between
neighborhoods in Columbus. The residents of Columbus would
benefit from advocating for the transformation of the current at-
large election system to a ward-based election system. In 2016,
9% of the voting population struck down a measure (72.6% of
the vote) that would have established a hybrid at-large and
ward-based election system (Sullivan, 2016). Although there may
be influential Columbus residents who are supporters of the
current at-large system, the mobilization of people, who want to
see an increase in the amount of political representation for
marginalized communities, can force the members of City
Council to acknowledge this request.

S c h o o l F u n d i n g
Having surveyed the inequities of the Franklin County school
system from the perspective of political representation, it is now
time to examine the second locus of inequity, namely,
funding. Though drawing a clear line between political
representation and school funding is not feasible, focusing on
funding policies separately affords us some insight into the form
that inequities emerging from lack of representation took, and
how it shaped the current educational system of Franklin County
which is ridden with economic disparities.

A B r i e f H i s t o r y
In 1977, the district court of Ohio found the Columbus Board of
Education guilty of intentional racial segregation and ordered
measures to remedy the situation. Despite the Board’s claims
that the racial disparity resulted from housing patterns over
which they had no influence, judge Duncan decided that, since
schools do indeed influence the population’s housing decisions,
the Board was directly affecting housing patterns by inducing
and perpetuating racial segregation. It is on this intent to
segregate that the unconstitutionality of the Board’s practices
was warranted, as indicated by the Keyes precedent (Penick v.
Columbus, 1977). The long history of the school system in
Columbus provides insight regarding the establishment of this
intent. The early existence of integrated schools since 1881 (both
in terms of students and faculty) was undermined by the
Columbus Board which undertook active efforts to segregate by
building new schools in Black neighborhoods and switching
Black and white faculty members to match the racial identity of
students (Penick v. Columbus, 1977). Furthermore, new policies
were adopted—strategic selection of new school locations,
gerrymandering, the establishment of “optional attendance
zones,” and the promotion of “discontiguous attendance
areas”—to serve the purpose of undermining integration efforts
and promoting segregation (Penick v. Columbus, 1977). Despite
the Penick ruling’s establishment that the Columbus Board went
out of its way to promote segregation in ways that were
organizationally inefficient and costly, the Board engaged in a
series of appeals which led to an “indefinite stay of implementation” of
the court orders only a few months later (Jacobs, 1998, p. 96).

In 1997, due to the statewide failure of desegregation attempts
mandated by previous court cases, the Ohio school funding
system was found to be unconstitutional. The Ohio Supreme
Court, in what came to be known as the DeRolph v. State of
Ohio case, asserted the state’s failure to provide “a thorough
and efficient system of common schools throughout the state,” a
fundamental right of all students (DeRolph v. State, 2002, para.
2). In an attempt to remedy this situation, the court demanded
“‘a complete systematic overhaul’ of the school-funding system”
given that the property-tax funding model was primarily
responsible for the inequities between districts and the
inadequacies of poor districts (para. 5). Three years later, the
changes that had been enacted as a result of the DeRolph
decision were found to be inadequate and school funding was
once again ruled unconstitutional. However, the “systematic
overhaul” never happened and in 2003 the fifth and final
restatement of DeRolph “put an end to the plaintiffs’ attempt …
because it barred all parties from further litigation” (Sweetland,
2014, p. 90).

F u n d i n g f o r P u b l i c
S c h o o l s i n t h e P r e s e n t
Notwithstanding the unconstitutionality of the Ohio school
funding system established by the DeRolph rulings, schools
continue to operate under a similar structure. An examination of
present-day funding illustrates how property taxes are the main
source of revenue for public schools. Inequity in funding persists
since tax bases vary depending on property value (Sweetland,
personal communication, March 7, 2018). A lesser-known
problem is the passage of House Bill 920 in 1976. This tax policy
states that schools are not able to generate additional revenue
based on property value, placing additional burden on schools
to be reliant on property taxes (Sweetland, personal
communication, March 7, 2018). Even though property value
within a specific district may increase, the schools do not
receive any additional funds because this policy, “…eliminates
changes in revenue from certain voted levies that would
otherwise occur when existing real property in a taxing unit is
reappraised or updated” (Ohio Department of Taxation, 2009).
Consequently, this policy prompted school districts to pass
additional levies to address the inflation of operating costs
(Sweetland, 2014). It is practically impossible to raise equitable
funds to support lower-wealth districts (Sweetland, personal
communication, March 7, 2018).

Along with local taxation and levies, public schools also receive
state funding. The amount of funds a district receives is
determined using a foundation formula based on student
enrollment population and property wealth (Ohio Department of
Education, 2017). In addition, profits from the Ohio Lottery
subsidize activities for the Ohio Department of Education
including assessments, early education, preschool special
education, and district report cards (Ohio Department of
Education, 2017).
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F u n d i n g B e t w e e n L o w a n d
H i g h V u l n e r a b i l i t y
Having examined the current funding situation in the Ohio
school system, it may be worthwhile to have a closer look at the
disparities between poor and wealthy districts within Franklin
County. When looking at the funding and expenditures of four
school districts in Franklin County (Dublin, Columbus City, Upper
Arlington, and Groveport Madison), several findings are
noticeable—due to the limited scope of this report we focus on
two of the wealthiest and two of the poorest districts where the
disparities are most accentuated. First, it is worth noting that
both Dublin and Upper Arlington are ranked in the top 20% of
schools in Ohio in terms of both Performance Index and Value-
Added student growth, whereas Columbus City and Groveport
Madison are ranked quite low, according to the Ohio
Department of Education district report cards.

Through a comparative study of Dublin and Columbus City
districts, it appears that both districts have similar expenditures
per pupil; however, Dublin spends approximately 13% more
money per pupil on instructional costs than Columbus
City. Additionally, upon examining total revenue received versus
total expenditures, it appears that Dublin has fewer than 4% of
revenue remaining after their total district operating
expenditures. Columbus City, on the other hand, appears to
have more than 22% percent of their revenue remaining.

Meanwhile, by comparing the finances of Upper Arlington
district and Groveport Madison Local district—both are similarly
sized districts—in Upper Arlington the expenditures per
equivalent pupil is nearly one and a half times that of Groveport
Madison. Again, there is a huge discrepancy between the
amount spent on instructional costs per pupil between the two
districts, with Upper Arlington being around 71% and Groveport
Madison around 55%. Additionally, the percentage of
expenditures on building costs varies greatly, with Upper
Arlington spending 13% and Groveport Madison spending 23%.
Similar to the comparison of Dublin with Columbus City, the
discrepancy in remaining funding is quite stark between Upper
Arlington and Groveport Madison. After district total
expenditures, Upper Arlington is left with a 7% remainder in
revenue, while Groveport Madison with 27%. (All calculations
were created by examining finance reports published on the
Ohio Department of Education's Funding and Finance website.)
As shown above, district wealth does not necessarily correlate
directly to per-pupil expenditures, but perhaps plays a role in
how schools are allocating their funding within those
expenditures. While the above data does not demonstrate a
definitive gradation of per-pupil expenditures from highest to
lowest vulnerability, it does demonstrate discrepancies
regarding how schools are choosing to utilize their money.

C o n c l u s i o n
When the general public discusses the issue of educational
inequity, political representation and school funding models are
at the forefront of the discussion.

However, when considering the problems we must remember
that many of these populations were intentionally and
systematically restricted from participating in the education
system for centuries. The issues addressed in this report are
direct consequences of this historic oppression and render any
solution a form of muddled progression at best. In an effort to
further progress, this report exposes historic and present-day
impediments to equity in education. There is no “silver bullet”
solution or a one-size-fits-all answer. This report aspires to
encourage an ongoing-dialogue while welcoming all voices and
perspectives to consider past practices, present-day challenges,
and future solutions to provide equity in public education for
every student in Franklin County.

F o o t n o t e s
1. The authors chose to use African American and Black
interchangeably to acknowledge the various ways Black
Americans identify. The term “Black” is capitalized when
referring to black people in America due to the difficulty in
identifying the exact origin of many Black Americans. The
system of slavery stripped African culture from Black Americans’
ancestors, leaving people who were enslaved to create a new
community on the North American continent. This historical
reality causes some Black people to claim their ethnicity as this
community created from the common struggle for liberation.
Terms delineating ethnicity should be capitalized (i.e., African,
German, Hispanic, Asian, Native American); therefore, Black in
this context is also capitalized. When referring to all people of
African descent, we use a lowercase “b” to appropriately
recognize race as a social construct. The term “white” will have
a lowercase “w” because white people are generally able to
identify their ethnic origins. These semantics respect the African
diaspora and the historical context stated above.
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HOW THE LACK OF RACIAL 
CONGRUENCE BETWEEN STUDENTS 
AND TEACHERS IMPACTS STUDENT 
OUTCOMES
Authors: Johana Chaparro Moreno, Robin Sayers, Jacqueline von Spiegel

I n t r o d u c t i o n
The achievement gap in America is nothing new. Despite
continuous calls for action, interventions, and policy changes,
Black students consistently underperform when compared to
their white peers. This is a problem across America and here in
Franklin County, Ohio. During the 2016-2017 school year, 75% of
Franklin County public schools received an F rating on the state
report card for closing the gap (ODE, 2017). This means that
these schools are not making sufficient progress in meeting the
needs of their vulnerable students to close the gap that exists
between students of varying incomes, backgrounds, and
abilities. Many researchers have explored the issue of the
achievement gap and found a wide range of influences from
physical factors, such as birth weight and diet; to school factors,
such as safety and class size; to societal factors, such as budget
cuts and community opportunities. While there are many
contributors to the achievement gap one less-discussed reason
is the lack of racial congruence between students and teachers.
The majority of teachers in American are White (Boser, 2014). In
Franklin County during the 2016-2017 school year,
approximately 93% of the K-12 public teachers were reported to
be White, while only 61.5% of the students in K-12 public schools
are White (ODE, 2017). This stark difference leads to a lack of
representation for students, limited cultural understanding,
uneven discipline, and differing expectations. Taken together
the combined effects of not having racial congruence between
students and teachers creates clear differences in student
outcomes. This report will highlight the powerful impact of racial
incongruence, an issue that is critical for advancing the
education of all students.

D i s c i p l i n e G a p s
In addition to emotional skills, teacher-student racial
congruence also contributes to the racial disparity in discipline.
Compared to White students, Black students are more likely to
be severely disciplined (Okonofua & Eberhardt, 2015) and be
expelled from school (Gilliam, 2005). One study conducted in
2016 illustrates this point (Blake et al., 2016). The study followed
students in the state of Texas for five years starting in 7th grade.
The authors found that the number of discipline incidents
increased when there was less racial congruence and that this
effect was more pronounced for Black male students. Further,
they found that in comparison to White and Hispanic males,
Black males were more likely to be disciplined between 7th and
12th grade. These results are consistent with the 2016-2017
discipline reports for public schools in Franklin County (ODE,
2017).
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On average, for every 100 students in Franklin County that 
receive disciplinary action, 45 are Black students while 16 are 
White. Nonetheless, it is important to interpret this information 
with caution since it is school-reported data which may not be 
completely accurate. All of this clearly shows that lack of racial 
congruence between students and teachers can greatly impact 
a student’s experience in school. Racial congruence between 
teachers and students might impair student adjustment which is 
essential for academic success. Socio-emotional skills, such as 
students’ abilities to regulate their attention, emotions, and 
behavior, play an important role in this adjustment. Previous 
studies have revealed that children from low socio-economic 
backgrounds display more emotional and behavioral problems 
than their counterparts from higher socio-economic 
backgrounds (Meuwissen & Englund, 2016). These results, 
however, mainly rely on teachers’ reports which are subject to 
racial bias. Studies suggest that minority groups, particularly 
Black students, receive less favorable ratings on emotional skills 
evaluations and are more likely to be labeled as 
“troublemakers” (Okonofua & Eberhardt, 2015). It has also been 
found that student evaluations differ when they are rated by 
teachers from different racial backgrounds, making the concern 
even greater. A study found that Black students are more likely 
to receive negative evaluations when they are rated by a White 
teacher rather than a Black teacher (Downer, Goble, Myers, & 
Pianta, 2016). This teacher-student racial incongruence effect 
has been demonstrated in studies with children of all ages.

A c a d e m i c A c h i e v e m e n t
G a p s
Racial incongruence between teachers and students also 
impacts students’ academic achievement. There is evidence 
from educational research which suggests that differences in 
achievement are due, in part, to expectations about what the 
student can achieve academically (Dee, 2005; Douglas, Lewis, 
Douglas, Scott, & Garrison-Wade, 2008; Egalite, Kisida, & 
Winters, 2015; Gershenson, Holt, & Papageorge, 2016; Price, 
2010; Oates, 2003). Expectations for student achievement 
impact both students’ and teachers’ behavior in several 
important ways.

Teachers can have different expectations for students whose 
backgrounds are different from their own. In one national study 
comparing teachers’ expectations of their 10th-grade students’ 
ability to get four-year college degrees, researchers found that 
non-Black teachers had lower expectations for Black students 
than Black teachers did (Gershenson, Holt, & Papageorge, 2016). 
Teachers come to the classroom with their own biases and 
stereotypes, which create changes in their behavior toward 
particular groups of students, even in subtle and unintended 
ways. Teachers might call on certain students more frequently, 
provide different levels of constructive criticism, or give more 
positive feedback to students they believe have a higher 
potential for success (Oates, 2003). By treating students 
differently based on beliefs about their abilities, teachers create 
an environment that unequally supports student growth, 
resulting in an increase in the achievement gap.

Students may also alter their expectations for their own 
academic performance based on the racial incongruence with 
their teacher. When there is a racial mismatch between students 
and teachers, students are often concerned about behaving in a 
way that confirms negative stereotypes about their racial group 
(Steele, 1997). Having a teacher with a dissimilar racial 
background can increase students’ anxiety about being 
negatively judged, which results in lower academic 
performance. An increase in racial congruence and better 
training for all teachers in cultural competencies could reduce 
the students’ concerns, thereby increasing the performance of 
minoritized students (Dee, 2005, Douglas et al., 2008). Further, 
when students have a similar background to their teachers, 
students are more likely to view them as role models. Having 
racial congruence with their teachers increases students’ 
expectations for themselves and improves academic 
achievement (Egalite et al., 2015). One study done here in Ohio 
public universities showed Black students were more likely to 
persist in STEM (science, technology, engineering, and math) 
majors if they had a Black instructor in a STEM course (Price, 
2010).

C o n c l u s i o n  
It is clear that the lack of racial congruence between students 
and teacher is problematic for non-White students. However, we 
want to be clear that in no way do we suggest or imply, that 
segregating students and teachers by race is the solution. In 
fact, studies have shown that having diverse student peers and 
creating cross-ethnic friendships is beneficial to student 
experiences in school (Graham, 2014). However, the studies 
above do suggest that the way that White teachers treat 
minority students in schools needs to change. All teachers need 
to be educated on the impact that their known and unknown 
stereotypes and biases have in the classroom. Further, 
increasing the diversity among teachers is important for 
supporting student success. We recommend that steps are 
taken to increase diversity among teachers to support teacher-
student racial congruence by having teacher education 
programs actively recruit diverse students. Schools and teacher 
training programs need to design and implement cultural 
competency training and educate teachers about the impact of 
their whiteness.
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BARRIERS TO COLLEGE ACCESS IN 
FRANKLIN COUNTY
Authors: A Contributor, Steph Charles, Jessica Rivera, Suzanne Schier-Happell

I n  t  r  o  d  u  c t  i  o  n
This report investigates college access in Franklin County 
schools, with particular focus on prospective first-generation 
college students in Columbus City Schools (CCS). CCS is the 
largest school district in the state of Ohio, and faces the 
largest college access inequities in Franklin County. CCS 
represents 21 of Franklin County’s close to 90 high schools. 
Additionally, this report highlights I Know I Can, a nonprofit 
college access organization that works primarily with 
students in CCS, as an effective intervention.

In 2015, 27% of United States high school graduates came 
from families in which neither parent held a college degree, 
and 18% of graduates fell into the lowest socioeconomic 
quartile (Council of Independent Colleges). These students 
face distinct barriers in accessing higher education in 
comparison to their peers: a lack of support in understanding 
the processes of applying to and paying for college, less 
access to college preparatory curriculum and/or college 
counseling in high school, and lower performance on college 
admissions tests (Council of Independent Colleges, 2015). 
100% of CCS students have access to free and reduced lunch 
and a majority of them come from families in poverty who 
more than likely have not had access to higher education 
(CCS, n.d.; CCS, 2014).

In 2015, 27% of United States high school graduates came 
from families in which neither parent held a college degree, 
and 18% of graduates fell into the lowest socioeconomic 
quartile (Council of Independent Colleges). These students 
face distinct barriers in accessing higher education in 
comparison to their peers: a lack of support in understanding 
the processes of applying to and paying for college, less 
access to college preparatory curriculum and/or college 
counseling in high school, and lower performance on college 
admissions tests (Council of Independent Colleges, 2015). 
100% of CCS students have access to free and reduced lunch 
and a majority of them come from families in poverty who 
more than likely have not had access to higher education 
(CCS, n.d.; CCS, 2014).
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The most prevalent barriers to college access and success for 
CCS students are: (a) access to a high-quality college 
preparedness curriculum, (b) financial literacy regarding paying 
for college and applying for financial assistance (e.g., 
completing the FAFSA), and (c) culturally responsive college 
access programming.

C o l l e g e A c c e s s f o r F i r s t
G e n e r a t i o n C o l l e g e
S t u d e n t s
Perna (2006) states that although postsecondary students 
received about $122 billion in financial aid from 2003-2004, 
Black students, Hispanic students, first-generation students, and 
students from low-income families are still disproportionately 
underrepresented in higher education. According to research by 
Hurtado, Inkelas, Briggs and Rhee (1997), a closer examination 
of the factors impacting representation include changes in 
higher education policies, as well as:

“rising standards for high school achievement accompanied by 
more stringent admissions requirements from four-year 
institutions (Orfield, 1990), increasing reliance on student loans 
coupled with soaring tuition costs (Orfield, 1992; St. John & 
Noell, 1989), as well as sharp cuts to secondary and post-
secondary budgets in urban areas (Orfield, 1992).”

Hurtado et al. (1997) found that by the end of 12th grade, close 
to half of all Black and Latino students had not submitted a 
college application. Hurtado et al. (1997) also found that by the 
end of 12th grade, 52% of students in the lowest income 
category had not applied to college.
Founded in 1988, I Know I Can is “the only college access 
program in Columbus and one of the largest and most 
successful in the nation” (2018). I Know I Can staff and 
volunteers work in each of CCS’s middle and high schools 
alongside counselors, to assist students in completing college 
applications, accessing summer camp opportunities, and 
receiving fee waivers for applications and ACT/SAT exam fees 
(Reid, 2007; I Know I Can, personal communication, February 
28, 2018). They also work with school counselors to provide 
assistance to students and their families in completing the Free 
Application for Federal Student Aid (FAFSA).

T h e N e e d f o r C o l l e g e
P r e p a r e d n e s s C u r r i c u l u m
In a report for the National Center for Education Statistics, Choy 
(2001) found that nearly half of first-generation students were 
barely or not at all academically qualified to gain admission into 
a four-year institution. The National Association of College 
Admissions Counseling (NACAC) outlines the necessary 
curriculum for students to take during their high school career to 
be prepared for college admission. The curriculum outlined on 
the NACAC (2018) website includes: (a) four years of English; (b) 
four classes of math, beginning with pre-algebra; (c) three to 
four years of laboratory science; (d) two years of social studies; 
(e) at least two years of a foreign language; and, (f) one year of

art, depending on the institution to which a student applies.

However, the NACAC curriculum does not always align with the 
courses offered at individual high schools. The graduation 
requirements for CCS students are similar to those that NACAC 
lists, except for the absence of a foreign language requirement 
(CCS, 2016). Furthermore, depending on the prestige of a 
postsecondary institution, this curriculum could potentially 
satisfy only minimum requirements. Unfortunately, the 
requirements that NACAC provides do not always align with high 
school’s course offerings or graduation requirements.

According to the 2016-2017 Report Card for Columbus City 
School District, only 42.6% of the 2014 CCS graduates had 
entered college within two years of graduation, and from the 
2010 CCS graduating class, only 13.4% of them had graduated 
from college within six years of their original start date (Ohio 
Department of Education, 2018). This suggests that an 
overwhelming percentage of CCS students who go to college 
are underprepared to be successful. Additionally, a low 
percentage of students meet key indicators in critical state 
subject tests like math and language arts. In 2016-17, only 19% of 
high school students met the 80% passing rate in Math I and 
only 11.7% met the minimum for Math II. In language arts, 33.3% 
of high school students passed English I and 29.6% passed 
English II. While 13.5% of CCS students participated in college 
preparatory coursework like Advanced Placement classes, only 
5.5% scored a 3 or higher on AP exams (Ohio Department of 
Education, 2018) -- meaning that those students will likely not 
receive college credit for those courses.

T h e N e e d f o r F i n a n c i a l
L i t e r a c y
Another major barrier impacting college access and enrollment 
is financial literacy. With state and federal government budgets 
allocating fewer dollars to education, the costs of pursuing 
higher education are consistently growing (Department of 
Education, n.d.). Often, students do not understand the full 
college attendance cost until after they have already enrolled at 
an institution and receive their first bill. Increasing a student’s 
financial literacy while enrolled in high school could assist 
students in making appropriate decisions on financing their 
education, as stresses over financing higher education can lead 
to students dropping out later on (Joo et al., 2008-2009). 
Additionally, institutions should provide students
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with a more accurate number of what their higher education will 
realistically cost prior to applying to schools. Having access to 
this knowledge is important because students pay for college 
before receiving their degree, but only receive the benefits of a 
degree after they have graduated.

The FAFSA completion rates for the 2017 academic year across 
districts and schools illustrate the financial disparities in Franklin 
County. By June 2017, before students would have begun 
attending college or likely would have received a bill from their 
institution, CCS had an estimated FAFSA completion rate of 45-
49%. By contrast,the more affluent Bexley City school district 
had a completion rate of 65-69% (United States Department of 
Education, 2018). These numbers suggest a disparity in the 
amount of financial knowledge that students from districts might 
take with them into their collegiate journeys, in correlation with 
the socioeconomic status of a district’s neighborhoods, despite 
all coming from Franklin County. 

T h e  N e e d  f o r  C u l t u r a l l y  
R e s p o n s i v e  C o l l e g e  A c c e s s  
P r o g r a m m i n g
No coordinated effort exists that allows schools and 
organizations to adjust their programming and services, in order 
to accommodate the cultural needs of students from immigrant, 
rural, poor White, and college-adverse families in Ohio. When 
designing college access initiatives, it is important for CCS 
professionals to be mindful of different subpopulations’ cultural 
attitudes towards higher education. 

At the time of her 2007 dissertation, Ohio State alumna M. J. 
Reid was a school counselor in CCS. Her dissertation explored 
ways in which individuals, programs, and experiences 
influenced the decision of CCS alumni to pursue a college 
education. Reid found that participants’ families were the single 
most important influence in their decisions to attend college. 
Participants discussed their parents wanting a better life for 
them, and felt that postsecondary education was necessary in 
attaining one (Reid, 2007). Participants’ parents did not know 
college application processes, but encouraged the participants 
to ask questions at school. Their parents also contacted schools 
themselves to ask questions, and attended workshops put on by 
both school staff and I Know I Can. Several of Reid’s (2007) 
participants identified the positive impact of supportive school 
teachers and staff, as well as I Know I Can staff, on their 
transitions to college. Today, parents - particularly Black parents 
- continue to be proactive, and to encourage their children to
work towards accessing college.

By contrast, low-income White families in Columbus and with 
ties to Ohio's Appalachian region are less encouraging of 
college attendance than Black families in Columbus (I Know I 
Can, personal communication, February 28, 2018). Factors that 
contribute to apprehensive views of college include having 
negative experiences with education systems in the past, and

previously having to leave college during or after the first 
year because of personal and familial hardships. 
Woodrum’s (2004) study suggests that Appalachian 
families often feel that education systems teach their 
children to leave their families. These families fear that 
their children will never return to their communities once 
they have attended college.

Black CCS students have expressed wanting to attend 
college to access more job options and a higher quality of 
life than those of peers who did not attend college (Reid, 
2007). However, all CCS students also recognize that the 
poverty in which they live limits their options for upward 
mobility by the time they reach middle school. Students are 
particularly vulnerable to dropout during the transition 
between middle and high school, as they become more 
discouraged by limited future prospects (I Know I Can, 
personal communication, February 28, 2018).

Last, many CCS students speak English as a second 
language, and collectively speak more than 100 languages 
(I Know I Can, personal communication, February 28, 
2018), which suggests that professionals should be 
cognizant of non-American cultural representation and 
needs when developing college access programs and 
policies. Organizations like I Know I Can translate program 
materials to accommodate families whose first language is 
not English, but these families’ needs extend beyond 
access to literature in their preferred language.

C o n c l u s i o n s  a n d  
R e c o m m e n d a t i o n s
As the largest school district in the state of Ohio, Columbus 
City Schools faces challenges in providing college access 
to its students that require attention at the policy and 
structural levels. Significant barriers for low-income CCS 
students include having limited access to and experience 
with education systems, not having the access or 
expectation to complete a rigorous college preparatory 
curriculum, and having limited knowledge in the financial 
aid process. One non-profit organization is working 
tirelessly with CCS to prepare its students for college, 
supporting both them and school staff on a daily basis in 
order to create a college pathway that begins in middle 
school. However, one non-profit should not have to 
compensate for infrastructural shortcomings.

Furthermore: creating partnerships with organizations is 
one step, but not a complete response, toward increasing 
the number and diversity of students that transition into

15



college from Franklin County. Communities like those in the CCS 
District face interlocking barriers when working to create access 
for their students. Partnerships will not remove these barriers, 
but shifts in education policy and practice will begin to do so. 
Districts must be reflective and intentional in creating 
infrastructure that will support the success of their students. 
School completion infrastructure that also supports college-going 
must: (a) design curriculum that fulfills application requirements 
for selective institutions, (b) create early access to financial 
literacy that accommodates an array of languages, reading 
levels, and cultural understandings, (c) respond to varying 
perceptions that student subpopulations and their communities 
have of college, (d) understand and respond to students’ 
motivations and discouragements regarding college-going, and 
(e) accommodate the cultural traditions and needs of
subpopulations that are underrepresented minorities in
America’s education systems.
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INEQUALITY IN GRADUATE AND ADULT 
EDUCATION IN FRANKLIN COUNTY

I n t r o d u c t i o n
Inequalities in education persist at all levels in Franklin county 
including graduate and adult education. Of all the non-profit 
higher education institutions in Franklin County, all but two 
(Columbus State and Pontifical College Josephinium) offer 
graduate programs. Significant graduate offerings are provided 
by The Ohio State University with over 200 graduate and 
professional specialties. Other institutions, including four for-
profit institutions in Franklin County, serve to provide access to 
non-traditionally aged adult learners. These students are 
defined as people over 25 years old, financially independent, 
non-traditional, might have their own dependents and are 
employed full-time (Ross-Gordon, 2011).

In exploring issues related to inequality in graduate and adult 
education in Franklin County, four themes emerged. First, the 
importance of diversity in graduate education and a definition of 
the term diversity is discussed. Next, inequalities in funding at 
the graduate level and the disparities in borrowing across 
student and institution type are examined. Finally, this paper 
provides a report on current for-profit, workforce development, 
and certificate programs operating within the county. Looking to 
the future, recommendations are provided for further 
investigation.

D i v e r s i t y  i n  G r a d u a t e  
E d u c a t i o n
The Council of Graduate Schools’ (2009) resolution on building 
an inclusive graduate community states “seeking students from 
groups historically underrepresented in graduate education and 
encouraging these individuals to pursue advanced degrees 
serves the best interests of higher education and the nation at 
large.” This sentiment is echoed within Franklin County. In The 
Ohio State University’s 2017 Campus Conversations the 
Graduate School identified diversity and inclusion as one of the 
strategic planning priorities, stating that “diversity of 
experiences and perspectives is fundamental to graduate 
education and the high quality research, scholarship, and 
advanced practice that is expected of graduate degree holders 
(p.4).”

While there is support for diversity in graduate education, 
defining diversity has proven challenging. Schlemper et al. (2011) 
conducted a qualitative study and explored the interpretation of 
diversity by graduate students and faculty across the nation. 
Their definition includes a broad range: gender, race and 
ethnicity, age, discipline, family status, sexual orientation, and 
disability. However, an open definition of diversity can make it 
challenging to operationalize. Scholars have proposed ideas for 
mentorship (Hughes-Oliver, 2017), incorporating diversity into 
the curriculum (Gayles & Kelly, 2007), allowing for self-
identification in recruitment (Ralston et al., 2005), and 
globalizing higher education (Kienle and Loyd, 2005).

When attempting to compare Franklin County’s diversity with 
the national statistics, the U.S. Department of Education issued a 
report on advancing diversity and inclusion in higher education; 
however, graduate education is not included. Within Franklin 
County, diversity is not an easily found keyword on institutional 
websites. For example, while searching diversity in the graduate 
programs at Otterbein University, only two results appeared and 
neither had any clear diversity indication. On the other end, a 
search for undergraduate diversity returned 275 results. In 
Otterbein’s case, one university has different approaches by the 
levels of education. Some other schools reflect their diversity by 
demonstrating the number of enrollment by race and country 
profiles. For example, CCAD displayed their commitment to 
diversity using a web page of enrolled students’ demographics. 
Several universities made an effort to provide their diversity 
statements explicitly, including Capital University, CCAD, and 
Ohio State. With differences in institutions, the definition of 
diversity varies even within the same county.

F i n a n c i n g  G r a d u a t e  S c h o o l
In the current national climate of rising tuition costs and 
decreasing public funding, loans for graduate education have 
increased dramatically in recent years, rising to 45% of all 
student borrowing in 2012 (National Center for Education 
Statistics, 2015). One contributing factor is the limited amount of 
federal aid for graduate education when compared to 
undergraduate studies. Graduate students do not have access to 
federal Pell grants, with the exception of a limited number of 
students in graduate teacher certification programs (U.S. 
Department of Education, 2017). The Federal Work-Study 
Program is available but has restrictions at the graduate level 
making it far less available for graduate students than for 
undergraduates. The U.S. Department of Education’s own 
brochure on graduate student aid is largely filled with 
information on loans—unsubsidized federal loans such as the 
William D. Ford Federal Direct Loan Program and private loans.
Despite the magnitude of graduate student borrowing, little 
research has been done on the topic, although some (Niu, 2016) 
suggest that an examination of borrowing patterns reveals 
numerous inequalities. Inequalities in borrowing patterns matter 
because student debt has been shown to be tied to a host of 
negative outcomes. Student debt increases time to degree, 
decreases probability of graduation, decreases pursuit of higher 
degrees, and also affects career decisions and job performance 
after graduation (Niu, 2016).

Inequalities in borrowing patterns can be found at both the 
individual and the institutional level (Niu, 2016). At the individual 
level, Black and Hispanic students are more likely to borrow for 
graduate school than their White or Asian peers. Additionally, 
students in the fields of education, the humanities, and the 
social sciences are more likely to take out student loans than 
those in STEM fields. Students with parents of lower education 
levels are also more likely to borrow. At the institutional level, 
Niu (2016) found that graduate students at large institutions 
were less likely to borrow than those at smaller (defined as less
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than 5,000 students) institutions, even when controlling for 
other factors. In addition, graduate students at institutions with 
larger underrepresented minority student populations were 
more likely to borrow, even after controlling for their own race.
Data on borrowing rates of graduate students in Franklin county 
was not available, however, if the results of Niu’s study hold 
true, inequalities may exist between the various 
institutions. Students at the smaller institutions (Capital 
University, Columbus College of Art & Design, Franklin 
University, Ohio Dominican University, and Otterbein University) 
may be borrowing more than students at Ohio’s largest 
institution, The Ohio State University. In addition, students at the 
institutions which have larger underrepresented minority 
populations may also be borrowing more. Regardless of 
institution, students with dependents, underrepresented 
minority students, and students whose parents’ education level 
is low may be borrowing at disproportionately high rates (Niu, 
2016).

F o r - P r o f i t I n s t i t u t i o n s
Recognizing a need for widespread access to various types of
education and flexibility for the adult learner, for-profit school
enrollments grew by 236 percent from 1998-2008 (Richards,
2010). According to the Ohio Department of Higher Education
(ODHE) (2018), Franklin County currently has 4 schools operating
as for-profit colleges, including the American Institute of
Alternative Medicine, Bradford School, Fortis College, and
Hondros College of Nursing. Focusing on a variety of fields from
Alternative Medicine to Veterinary Technology and Culinary Arts,
these schools advertise the opportunity to start a new career,
with built-in flexibility and a short time to degree completion,
which is ideal for the adult learner.

Across the state of Ohio, for-profit institutions are growing faster 
than other types of colleges and the costs are outweighing the 
benefits, with students paying high prices for their education 
and frequently not completing a degree. According to Richards 
(2010), “Among first-time, full-time students at for-profit 
colleges, 22 percent earn bachelor’s degrees within six 
years…with 55 percent at public universities and 65 percent at 
private non-profits.” Further, out-of-pocket expenses at for-
profit institutions are sizeable, as financial aid is limited and 
fewer grants are offered. Adult learners, specifically minority, 
low-income, and veteran student populations are targeted using 
aggressive marketing strategies, offering a variety of 
“convenience-centered” student services and resources, sharing 
readily available information on financial aid, and focusing very 
little on professional training (Farrell, 2003). For many students 
who complete degree programs, their debt is so overwhelming 
that they cannot make enough in their field to earn a decent 
living, eliminate debt, and (in some cases) purchase enough 
food to feed a family of three (Halbert, 2017).

W o r k f o r c e T r a i n i n g a n d
C e r t i f i c a t e P r o g r a m s
Franklin County provides a number of continuing and vocational

education offerings for working adults to meet the needs of 
citizens and employers. Those seeking additional training may 
consider certificates offered through local universities, such as 
The Ohio State University or Columbus State Community 
College, or they may find resources through vocation-specific 
training centers. Ohio’s State Board of Career Colleges and 
Schools provides a searchable list of schools within the state. As 
of of October 2016, Franklin County had 20 operating career 
colleges or schools (Ohio Career Colleges and Schools Search, 
2016). These programs have the potential to enhance a region’s 
economic capacity. A Milken Institute report (2013) indicated 
that an increase of one year in the average education of a 
population can improve that region’s GDP by 17.4%.The majority 
of students pursuing career and technical education in central 
Ohio are economically disadvantaged defined either by 
qualifying for need-based aid or having an income below the 
poverty level (Central Ohio Compact, n.d.).

While workforce development education programs serve 
important functions to meet various economic needs, current 
structures may potentially contribute to educational 
inequality. The Ohio Department of Higher Education (ODHE) 
(2018) estimates that career and technical education programs 
take between 3-18 months to complete. Some programs may 
provide viable transfer credit that can be applied to an 
associates or bachelors level program; however that is not 
guaranteed. ODHE recommends that students completing such 
programs check with an academic advisor. Failure for these 
credits to transfer can cause downstream inequities for these 
students. Individuals uninformed of these potential 
consequences not only pay for credits that do not advance their 
educational goals but possibly lose the opportunity to generate 
income while pursuing these studies. Additionally, some 
continuing education programs are eligible for federal financial 
aid while others are not. Requiring students to self pay for 
programs increases the financial burden of these programs. This 
brings up concerns of inequality considering that the majority of 
these students are economically disadvantaged.

One program seeking to move the needle on adult education in 
Franklin and surrounding counties is the Central Ohio 
Compact. According to their statistics, only 46% of adults in 
Franklin County ages 25 to 64 have at least an associates 
degree (Central Ohio Compact, n.d.). The goal of the Compact is 
to increase this number to 65% by 2025. Relying on a network 
of community providers and educational organizations, the 
Compact has seen modest success in improving career and 
technical program completion (Central Ohio Compact, n.d.).

C o n c l u s i o n a n d F u t u r e
D i r e c t i o n s
Inequality exists in graduate education in many ways although 
four primary themes emerged through our analysis: lack of 
universal diversity definition, lack of support provided by for-
profit institutions, limited financial aid, and an underutilized and 
under-supported adult and continuing education. Diversity in
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graduate education is clearly supported through the literature 
(Gayles & Kelly, 2007; Ralston et al., 2005; Kienle and Loyd, 
2005), however, there is not universal agreement as to what the 
term “diversity” means. Development of unity around a shared 
definition of this term would help move additional resources 
towards increasing diversity in graduate and adult education. 
Additionally, graduate students lack the same level of access to 
federal financial aid compared to their undergraduate peers. 
One of the institutional types targeting adult learners for their 
limited funds are for-profit institutions. Considering that for-profit 
schools are more widespread than other types of institutions 
across the state of Ohio, greater support and resources need to 
be provided for students pursuing education at these 
institutions. Further, more time and effort needs to be spent 
explaining the costs of this education compared to its outcomes, 
especially when financial aid options are limited. An additional 
sector where more student and institutional support is needed is 
workforce development and continuing education. One group 
working to increase support in this area is the Central Ohio 
Compact. In order to increase the number of adults in Franklin 
County obtaining university education and credentials, we 
propose the following recommendations.

To address inequalities in graduate and adult education, 
institutions need a multi-pronged approach. Increasing diversity 
through curriculum, recruitment, and internationalization across 
institutional types will enlarge the platform and increase the 
visibility for fair participation in graduate education. Providing 
financial literacy training and financial aid consultations to 
prospective and current graduate students may help them make 
informed decisions about borrowing. Paying special attention to 
students at risk for borrowing large amounts to ensure that they 
have the information and support they need to finance their 
graduate degree is critical. Institutions can also consider 
increasing aid to students at risk for borrowing large amounts, 
such as underrepresented minority students, students from low 
socioeconomic backgrounds, and students in fields such as 
education, the humanities, and the social sciences. 

In addition, greater support is needed for adult education within 
Franklin County. More effort and resources need to be provided 
to retain this population of students. While for-profit institutions 
catering to working adults may provide flexible programs, these 
institutions often struggle with retention. Considering the high 
rate of borrowing for these programs, going into debt without 
ever graduating can actually increase inequities. The Central 
Ohio Compact has made retention one of its goals in increasing 
educational attainment for adults within central Ohio. To 
strengthen these efforts, more institutions should sign onto the 
Compact and additional financial support for this program 
should be provided by local government.
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TRANSFER AND MOVEMENT INTO AND 
BETWEEN INSTITUTIONS OF HIGHER 
EDUCATION

I n t r o d u c t i o n
Transfer programs and processes help students transition from 
high school into college, as well as between colleges and 
universities. These programs and policies help to provide access 
for students who may not be eligible for admission to four-year 
institutions directly following high school, and/or students who 
may be unable to afford the cost of attendance at a four-year 
institution (Laanan, 2001). However, students encounter 
academic, environmental, social, and financial barriers when 
transferring between institutions. These barriers and their 
associated challenges impact the degree to which transfer 
students persist and succeed.

C o n t e x t
Franklin County is home to eight institutions of higher education, 
including six private institutions that offer baccalaureate 
degrees: Capital University, Columbus College of Art and Design 
(CCAD), Franklin University, Ohio Dominican University (ODU), 
Otterbein University, and the Pontifical College at Josephinum. 
This report does not review Pontifical College Josephinum, 
because of the specialized nature of its instructional programs. 
Public institutions within the county that are part of the 
University System of Ohio (USO) include Columbus State 
Community College (CSCC), and The Ohio State University (OSU). 
CSCC offers associate and certificate programs; OSU offers 
bachelor degrees, as well as associate degrees at its regional 
campuses that are outside of Franklin County.

W h o  T r a n s f e r s
The United States Government Accountability Office (2017) 
estimates that from 2004 to 2009, 35% of first-time college 
students transferred at least once. 62% of these students 
transferred between public schools, and most moved from two-
to four-year public schools (pp. 7-8).

T r a n s f e r  W i t h i n  F r a n k l i n  
C o u n t y
With increased state-level initiatives, students who move from 
one institution to another are no longer a rarity in higher 
education. The Institutional Postsecondary Education Data 
System (IPEDS) datasets indicate that during autumn 2016, 
almost 6,000 students transferred credit into Franklin County 
postsecondary institutions (IES, 2018). In a study of college 
transfer by the United States Government Accountability Office 
(GAO, 2017), most students transitioning between institutions 
moved from two-year to four-year institutions, a phenomenon 
known as vertical transfer, and within public systems of higher 
education within the same state. The Ohio State University is the 
only public university in the county, and 43% of students who 
transferred within Franklin County transferred into OSU. 
Columbus State Community College is the only public

community college, and welcomed 37% of Franklin County 
transfers. Franklin University accounted for 12.9% of transfer 
students, and the other private institutions accounted for less 
than 3% each.

Community colleges tend to enroll higher numbers of students 
from first generation, low income, and underrepresented 
minority (URM) backgrounds. While transfer students contribute 
to the overall diversity within each institution, the percentage of 
URM students in the incoming class of transfer students does 
not vary much from the percentage of those in total student 
enrollment. On average, Black students represented less than 
13% of the transfer students in autumn 2016, Hispanic students 
represented 3.9% of, and Native American/Pacific Islander 
students represented less than 1% of (IES, 2018).

C o m m o n  B a r r i e r s  T r a n s f e r  
S t u d e n t s  E n c o u n t e r
Students often encounter barriers when preparing for transfer. 
They may find it difficult to obtain adequate information on 
transfer articulation agreements and advising, at both the 
originating and receiving institutions, to effectively plan for their 
transfer. This can result in loss of credits, additional time to 
degree, and increased overall costs (GAO, 2017). Transfer 
students may also encounter a phenomenon known as transfer 
shock (Bell, 2004), which includes a temporary decrease in 
academic performance, self-confidence, and motivation post-
transfer. Additionally, transfer students may not find adequate 
support services, orientation, or assistance in navigating the 
bureaucratic processes of their new environment (Bell, 2004).

Transfer students and their receiving institutions may make false 
assumptions about each other, creating additional barriers that 
impact the transfer student experience. For example, advisors 
may assume that transfer students are experienced and need 
little assistance adjusting to a new environment, would prefer to 
have minimal orientation, and are most interested in planning 
academic coursework. These assumptions may lead to 
standardized advising practices that do not accommodate 
individual developmental needs (Bell, 2004). Students, on the 
other hand, come with assumptions that a new environment will 
solve past academic issues, and with preconceived notions 
about their new institution and their probability of success 
(Ward-Roof & Cawthon, 2004).

T r a n s f e r  C r e d i t s ,  P o l i c i e s  
a n d  C o s t s
Ohio Higher Education, the governing board for postsecondary 
institutions in Ohio, has prioritized and supported policies 
related to transfer within the USO. Private institutions are not 
required to participate in the Ohio Transfer Module (OTM) or 
Transfer Articulation Agreements (TAG), but should be 
encouraged to do so. While OTM and TAG set minimum 
standards for transfer coursework, both public and private 
institutions can and should develop specific pathways for
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transfer students that meet and exceed the requirements set by 
Ohio's transfer policies. For example, CSCC has pathways 
relationships with all institutions listed above, and with 
additional institutions located outside of Franklin County as well. 
With rising concerns about workforce needs for employees with 
bachelor’s degrees, it is important to note that students who 
initially select a two-year institution must transfer to a four-year 
school to complete a bachelor’s degree.

Transfer agreements and policies are intended to promote 
transfer between institutions, and to reduce credit loss during 
transitions. Credits that do not apply towards degree completion 
represent a loss of time, tuition, and fees, and wages for 
students. Vertical transfer students, students moving from two-
year to four-year institutions, tend to have lower rates of lost 
credits. However, even with state policies and agreements, the 
average student has to repeat 13 credits–the equivalent of one 
semester of full-time enrollment–upon transferring (GAO, 2017, 
p.15). The GAO study suggests that students still saved on
overall educational costs even when they needed to repeat
credits, because the lower costs of two-year public institutions
offset the costs of repeating the courses at a public four-year
institution. However, students transferring between institutions
used higher amounts of federal financial aid than students who
did not transfer, specifically Pell Grant funding. Transfer students
used an estimated additional $1,600 in Pell Grant funding per
student across 1.9 million students nationally, so the costs of
repeated coursework impact individual students and taxpayers
who are helping to subsidize or pay for their own education
(GAO, 2017, pp. 8 & 27).

R e m e d i a l  a n d  
D e v e l o p m e n t a l  E d u c a t i o n
The need for remedial or developmental education is a 
considerable barrier facing students in Franklin County, and the 
percentage of students leaving K-12 education in need of 
remediation reflects K-12 district inequity. Community colleges 
shoulder most of these remedial/developmental education 
responsibilities. Information from the Ohio Department of Higher 
Education (2016) indicates that school districts in Franklin 
County are sending students to public colleges and universities 
who are enrolling in remedial math or English classes at rates 
from 13% for Upper Arlington, to 58% for Columbus City Schools.
Additionally, according to the Ohio Revised Code 3345.061 
(2007), a "state university may receive state operating subsidies 
for academic remedial or developmental courses completed at 
the main campus for not more than ten per cent of the first-year 
students who have graduated from high school within the 
previous twelve months and who are enrolled in the university at 
its main campus, as calculated on a full-time-equivalent basis." 
This policy shifts responsibility for remedial education away from 
the Ohio State University, and onto Columbus State Community 
College.

According to its website, Columbus State offers eight different 
developmental courses, two college skills courses, and a variety 
of support services. It also offers a learning community that 
consists of two developmental courses, which are grouped with 
one college skills course in a cohort model that is designed to 
integrate students into the social and academic environment.
CSCC also offers a form of co-requisite remediation, called 
"paired courses," that allows students to earn transferable credit 
while taking remedial courses. This "paired courses" model 
resembles co-requisite remediation, in which students who are 
in need of remediation are placed into credit-bearing courses 
that are supplemented with academic support, as opposed to 
non-credit bearing developmental courses. At scale, co-requisite 
remediation has the power to improve students’ persistence and 
completion of college degrees--especially underrepresented 
students, but only state-level systems have access to the tools 
and resources to support the effective expansion of such a 
model, but at present only five states, Ohio not among them, 
have implemented co-requisite remediation at scale (Palmer, 
2016). While co-requisite remediation appears to be more cost 
intensive up front, that increased cost appears to be offset by 
the higher rates of student success (Belfield, Jenkins & Lahr, 
2016).

C o n c l u s i o n  a n d  C a l l  t o  
A c t i o n
Nearly one-third of all college students transfer between 
institutions, and the Ohio Department of Higher Education has 
made efforts to try to positively impact the success and 
effectiveness of transfer among public institutions. These efforts 
include policies and guidelines surrounding the transfer of 
credits, and the offering of remedial education courses. While 
public institutions must adhere to guidelines, private institutions 
do not share this requirement. Transfer students can face 
additional barriers resulting from faculty and peer 
misconceptions about transfer students, and transfer students 
sometimes have misconceptions about their own needs - all of 
which can contribute to transfer shock.

There is a common misconception that transfer students may 
increase diversity within undergraduate student populations, but 
historical data from IPEDS indicates that to not be the case. We 
suggest that the State of Ohio conduct an analysis of higher 
education in the state to ascertain (a) exactly what student 
populations are transferring, (b) institutional origins of transfer 
students, and (c) outcomes for transferring students. The authors 
propose that those with a vested interest in helping transfer 
students succeed pause, and gain a better understanding of the 
following, in order to develop future plans that will increase the 
effectiveness of institutional transfer:

▪ Current baselines for transfer student retention and graduation
outcomes;
▪ Transfer agreements created directly between individual
schools;
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▪ The unintended consequences of policies, such as limiting
state subsidies to four-year institutions that creates a
disincentive for offering needed remedial coursework;
▪ Remedial/developmental course offerings and support models;
and
▪ The need for quality advising from both institutions involved in
the transfer and the value of collaborative efforts in advising.
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K-12 PIPELINE TO HIGHER EDUCATION
Authors: Jasmine C. Marks, Julie M. Sanzone, and Rachel M. Tuttle

I n t r o d u c t i o n
To truly uncover inequities in access to and success during 
college for students in Franklin County, Ohio, one must clearly 
define all that rigorous high school academic preparation 
entails. Factors that must be considered include but are not 
limited to: teacher preparation and development, rigorous 
academic preparation and curriculum opportunities, and the 
impact of high stakes testing on student achievement. Also, 
addressing the performance of marginalized student 
populations in Franklin County must include student populations 
that have been historically underserved.

R i g o r o u s  A c a d e m i c  
P r e p a r a t i o n
Rigorous academic preparation leads to success in college 
(Porter & Polikoff, 2012). Academic rigor is the balance between 
challenging and frustrating a student: educators challenge 
students to think, perform, and grow to a level at which they 
were not previously (Matusevich et al., 2009). K-12 and higher 
education are often disconnected. Programs like Advanced 
Placement (AP), International Baccalaureate (IB), Dual-
Enrollment, and College Credit Plus (CCP) have aided in bridging 
this gap and preparing students for college. CCP opportunities 
are available in some Franklin County high schools, but not all. 
Improving academic offerings through CCP partnerships and the 
quality of dual-enrollment courses increases academic rigor and 
graduation rates, and benefits all stakeholders (Fowler & Luna, 
2009). However, due to a lack of teacher preparation and 
resources, academic rigor and graduation rates do not see 
growth because some college preparation and CCP/dual-credit 
courses may not be as challenging or preparatory as 
they should (Watt et al., 2011).
Although many underfunded schools have increased AP course 
offerings, the quality of those courses may not be equitable. To 
help mediate this inequity, Hallett and Venegas (2011) suggest 
more professional development for teachers, intentional 
planning of the curriculum, and systematic implementation of AP 
courses. The same could be said about the rigor of dual-
enrollment courses, where students take college 
coursework while in high school (Hughes & Edwards, 
2012). 

T e a c h e r  P r e p a r a t i o n
Teachers in Franklin County schools should focus on addressing 
inequities that inhibit student success and reduce academic 
rigor. Teacher support of rigorous and challenging instruction in 
the classroom depends on the quality of teacher preparation 
programs, availability of school resources, and other 
environmental factors. To prepare teachers, Stein and Stein 
(2015) advocated for more time for pre-service teachers to
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practice in schools, so that they will feel equipped to present 
holistic and individualized content while supporting 
marginalized populations. Teachers must also be aware that 
marginalized identities intersect and do not appear in isolation. 
For example, Kannos and Kangas (2014) found that teachers 
should implement rigorous academic preparation concurrently 
with English Language Learner (ELL) instruction. To wait for 
complete proficiency would delay opportunities for ELL students 
to choose their curricular rigor, master content, and perform 
well. Franklin County has a large ELL population, and teacher 
preparation is essential preparation is essential in ensuring that 
all students feel supported and challenged while exceeding 
benchmarks.

T h e  O h i o  C o l l e g e  E n t r a n c e  
T e s t  a n d  G r a d u a t i o n  E x a m s
The state of Ohio administers The Ohio Graduation Test (OGT) to 
tenth grade students, in accordance with statewide learning 
standards. When thinking about how testing results are used to 
inform policy, one must think about the various inequities that 
students may face. For example, Columbus City Schools showed 
greater discrepancies in attendance during OGT exam sessions 
than did any other Franklin County district. Attendance directly 
correlates with other environmental factors that include home 
life, neighborhood condition, and poverty (Adams, 2017). Relying 
on test scores to create policies may not address the root of 
systemic issues that contributes to inequity. The ACT and SAT 
are national scholastic examinations taken by college-bound 
students. Some institutions in Ohio view student admission 
processes with a more holistic lens, yet ACT and SAT scores are 
still used to assess whether a student is college-ready. Testing 
aptitude is not a sole predictor of future academic success. K-12 
teachers and administrators should focus more on developing 
mentorship, emotional intelligence, and social responsibility 
(Sparkman et al., 2012). Academic rigor, teacher preparation, 
and testing during K-12 are extremely important factors to 
consider when addressing preparation-related inequities that 
impact college access. However, once students pass that 
threshold and enter the stage of college access, they still face 
inequities. For example, meeting high school graduation 
requirements may be difficult for students in certain districts 
who cannot solely focus on school because they also work to 
help support their families. Additionally, the process of 
translating high school accomplishments into application 
requirements for various institutions in Franklin County can be 
unfamiliar for first-generation students. One must consider the 
fact that some students in Franklin County K-12 schools have 
been historically restricted from accessing certain educational 
opportunities because of systemic oppression. Students of color 
and other marginalized groups are historically underrepresented 
in Franklin County institutions because of financial, academic, 
and/or socio-cultural barriers, as well as others. To help combat 
this systemic oppression, it is imperative that postsecondary 
institutions seek to diversify not only their applicant pool, but
also the pool of students that they admit. After enrollment,

institutions must provide diversity, academic and social supports 
to ensure healthy retention and successful completion.

O h i o ’ s  C o r e  C u r r i c u l u m  
G r a d u a t i o n  R e q u i r e m e n t s
There are specific academic requirements that all Ohio high 
school students must meet in order to graduate. According to 
the Ohio Department of Education’s website, (n.d.) there is a 
state minimum of 20 credits in specific subjects required for 
graduation. Table 1 provides a breakdown of the State’s course 
requirements for graduation.

Table 1.

C o l l e g e  a n d  U n i v e r s i t y  
A d m i s s i o n s  C r i t e r i a
In order to evaluate the pipeline from K-12 to higher education, 
the authors analyzed the admissions criteria for seven Franklin 
County colleges and universities: Capital University (Capital), 
Columbus State Community College (CSCC), Columbus College 
of Art and Design (CCAD), Franklin University (Franklin), Ohio 
Dominican University (ODU), The Ohio State University (Ohio 
State), and Otterbein University (Otterbein). The analysis 
identified similarities, but mostly significant differences, in 
admissions criteria. All seven colleges and universities require 
students to submit an application and a high school transcript 
when applying. Beyond these items are differences in curricular 
requirements, types of applications, ACT or SAT exam 
requirements, and other items.

Most colleges and universities do not emphasize curricular
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requirements for admission. Only Capital and Ohio State identify
specific curricular expectations for their applicants. The Ohio 
Core provides students with a strong foundation for the types of 
classes that colleges expect as part of minimum curricular 
requirements for admission; the exception is at least two units of 
elective classes as foreign language courses. Students need to 
plan ahead to complete this work, as several colleges prefer two 
years of a foreign language. Differences in the types of 
applications, use of ACT/SAT scores, and admissions-related 
aspects such as holistic reviews, all varied by institution. Table 2 
highlights some admissions differences. The clear set of 
expectations placed on Ohio high schools regarding specific 
subjects for graduation is a strong starting point for admission 
into a Franklin County college or university. Because most 
colleges are considering ACT/SAT scores, and some place 
emphasis on a holistic review of an applicant’s experiences, our 
K-12 system must provide opportunities for students to engage
in academic and leadership development that will prepare them
for the college experience.

Table 2.

While Ohio’s Core Curriculum is a good starting point for 
academic preparation into many of Franklin County’s colleges 
and universities, the holistic review process and use of the 
Common Application suggest that there is more to college 
admission than meeting minimum academic expectations. 
Recommendation letters, essays, co-curricular involvement in 
activities and leadership roles, and disclosure of disciplinary 
actions are some of the additional information that students 
include in the Common Application and other admissions 
applications. Without proper coaching by guidance counselors, 
mentors, or parents, students could miss the opportunity to build 
their portfolio of co-curricular experiences early into their high 
school experience and may consequently not understand the 
importance of a well-written essay, or a strong, positive, and 
descriptive recommendation letter. Last, the fact that some 
schools have an application fee could make the difference in 
whether a student applies to a particular institution. 

N o n - A c a d e m i c  F a c t o r s  i n  
t h e  K - 1 2  P i p e l i n e
Although discrepancies exist between the admissions standards 
of postsecondary institutions and the offerings of Franklin 
County’s K-12 schools, there are other inequities to consider. 
While 69.9 in 1,000 Black students attending schools in the 
county are involved in a documented discipline incident, only 
16.6 in 1,000 White students are (The Annie E. Casey 
Foundation, 2018) indicating a systemic issue in student 
discipline. Battiani, Bradshaw, and Mendelson (2016) found that 
in schools where Black students were suspended more often 
than their White peers, Black students had negative perceptions 
of equality and belonging, indicators associated with academic 
achievement. The Common Application, used by several Franklin 
County institutions, requires students to answer whether they 
have been subject to disciplinary action at any educational 
institution, prompting additional screening if applicants respond 
affirmatively (Graves, February 19, 2018). Given inequities in 
discipline and its effect on academic success, this step in the 
review process provides an additional level of scrutiny that 
disproportionately impacts marginalized students.

A d d r e s s i n g  V a r i o u s  
I n s t i t u t i o n a l  N e e d s
The K-12 system has a responsibility to address issues of 
inequity, but should exercise caution in applying approaches 
that might not transfer between schools. For example, the role 
of the guidance counselor is significant in promoting college-
going behaviors and counselor practices should vary by school 
characteristics. Stephan (2013) shows how an approach 
designed for a middle-class school must be adapted to serve 
students in an economically disadvantaged school, thereby 
increasing the rate of students completing college-going 
actions.
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T h e  E f f e c t  o f  
S o c i a l i z a t i o n  o n  A t t e n d i n g  
C o l l e g e
While there are practices that high schools should revisit to 
make college more accessible, they must also recognize the 
limits of their direct effect, and acknowledge the influence that 
families, peers, and communities have on students’ college-
going behaviors. Palardy (2013) found that students attending a 
high school with an overall higher socioeconomic status were 
68% more likely to attend college than those from a high school 
of a lower socioeconomic status, regardless of individual 
financial characteristics. He concludes that school integration 
would be the most effective remedy to equalize peer influence, 
but also stresses the demonstrated value of academics as a 
strategy for schools. Socioeconomic status of students does not 
fully explain gaps in college-going behaviors, and neither does 
race. Cosa and Alexander (2007) found middle-class Black 
students were often out-performed by White peers with similar 
financial resources. Ryan (2017) identified a similar trend when 
comparing the college-going rates of Hispanic and White 
students with comparable financial resources and educational 
experiences. Both identify socialization as reasons students are 
attending college at a lower rate, though Cosa and Alexander 
attribute this to social pressures from home and less established 
middle-class status. Ryan reports that social capital plays a large 
role in how Hispanic families promote college-going behaviors. 
If schools in Franklin County hope to create more equity in the 
pipeline to higher education, they need to focus on more than 
what and how they teach, but also on how they engage with the 
larger community to help students and families understand and 
establish the social capital to attend college and succeed.

C o n c l u s i o n
Many factors contribute to inequities in the K-12 pipeline to 
higher education. Rigorous academic environments that include 
access to programs intended to bridge the gap, including AP 
and dual-enrollment, can be beneficial. However, their presence 
alone does not ensure equity. Without adequate and ongoing 
teacher preparation to ensure that these programs are of high 
quality and give attention to specific demographic needs, such 
as those of English Language Learners, students may not gain 
advantages through participation in these programs. 
Standardized tests such as the OGT are biased towards schools 
with higher student attendance, and despite colleges claiming to 
move towards a holistic review process, ACT and SAT outcomes 
are still used as college admissions criteria that may prevent 
high school students from Franklin County from being 
competitive for college enrollment. While Ohio’s Core 
Curriculum provides a good foundation for the minimum criteria 
needed for college attendance in Franklin County, students 
need to be savvy enough to take courses beyond the 
requirements for foreign language in order to be competitive for 
some institutions. Further, the variance in incoming expectations 
by college institution may make navigating the admissions 
process particularly challenging for some students.

Finally, while attending to academic and curricular expectations 
is integral to increasing equity in the K-12 pipeline in Franklin 
County, inequities exist beyond the classroom walls. Unfairly 
handling student conduct issues, inaccurately assuming an 
effective approach in one school will translate to another 
without considering student demographics, and ignoring the 
peer and community effect on socialization around attending 
college all create further stratifications between the Franklin 
County high school students who have access to higher 
education and those who do not. The remedy for inequity in 
college access requires a broad approach that considers the 
academic and social preparation of students, and with an 
awareness of larger societal contexts.
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P e r s i s t e n c e T o w a r d
C o l l e g e C o m p l e t i o n
When considering issues of inequity in higher education, much 
research focuses on points of access, asking questions such as 
"who is getting in?". However, in the process of focusing on 
access, many may overlook the challenges of persistence for 
underrepresented and/or marginalized populations. Astin (1991) 
poses that outcomes (such as college completion) are often the 
results of inputs (i.e. a student's identity and background) and 
environments (that is, college campuses and support structures). 
This paper considers aspects of college environments as they 
relate to student support, exploring four key areas of campus 
life: (1) multicultural centers; (2) residence life; (3) recreation 
centers, and; (4) counseling and wellness. In particular, we focus 
on what is happening in Franklin County, and how these areas 
of campus life may help overcome the inequities we find in the 
county's higher education system. We utilized information 
available through websites as well as personal correspondences 
with staff members at the respective institutions.1

M u l t i c u l t u r a l  C e n t e r s
Research has shown, time and again, that retention goes 
beyond academic performance: students, especially those in the 
minority, may face many barriers on the road to graduation, 
including (but not limited to) stereotype threat and lack of social 
belonging (Gieg, Oyarzun, Reardon, & Gant, 2016; Massey & 
Owens, 2012; Strayhorn, 2012; Walton & Cohen, 2011). It is these 
barriers and more that can cause inequities in higher education -
- and that multicultural centers seek to overcome.

Multicultural centers may take on different appearances or roles, 
depending on the institutions in which they reside. Overall, 
these centers offer support to various students, ranging from 
students of color, to women, to religious minorities, to Lesbian, 
gay, bisexual, and transgender communities. While these 
centers serve students in unique ways, they ultimately facilitate 
shared and inclusive learning environments on the college 
campus, where students can engage in dialogue and build 
collaborative relationships. In this section, we review some 
strengths and areas for improvement for key higher education 
institutions in Franklin County, specifically focusing on how 
these centers may address present inequities.

S t r e n g t h s
The first step to offering student support and increasing student 
retention through multicultural centers is to provide a 
multicultural center. In the five institutions examined, we found 
that two institutions -- The Ohio State University (OSU) and 
Columbus State Community College (CSCC) -- do well at offering 
a central hub out of which multicultural organizations, events, 
and programming can operate. 

Both of these institutions house the physical space for these 
centers in prominent buildings on campus that students can 
access: the student union, and the main administrative building, 
respectively. The location and the accessibility of these centers 
matters for utilization by students as well as positionality on 
campus. OSU and CSCC do well in offering a space for staff to 
further support minority students on campus.

Second, some institutions provide not only space for 
multicultural centers to operate but staff to lead such centers. 
Dedicated staff members may prove pivotal in overcoming 
disparities in Franklin County, as these members are trained in 
items such as cultural competency and inclusive programming. 
The strength of these centers hinges on those trained not only to 
support diverse student populations with programming but who 
also understand the nuance of campus cultures and help 
minority students navigate an otherwise predominantly White 
space. OSU has a professional staff of more than ten people 
prepared to support specific student populations along with 
graduate and undergraduate student workers. CSCC is the other 
institution that mentions dedicated staff on the website, 
highlighting three professional staff members as well as 
diversity peer educators. While there are certainly best practices 
in student affairs work, the people make the difference. 
Institutions with the resources to hire additional staff often have 
a greater reach in programming for and supporting students.

Third, we find differences in the numbers and types of programs 
offered across institutions. In one study at Indiana University, 
researchers found that students felt a higher sense of belonging 
when they were involved in at least one student group on 
campus, compared to none, and when students were involved in 
at least four groups, students reported feeling like a member of 
the campus community (Gieg et al., 2016). If we were to apply 
these ideas to Franklin County, then those institutions that 
perform well in this area and offer more opportunities to get 
involved through their multicultural centers (such as at OSU) 
likely have a better sense of belonging among their students.

A r e a s  f o r
I m p r o v e m e n t

Although there are many things being done well at institutions in 
Franklin County, there are also many areas for improvement. 
While we mention that two of the five institutions reviewed offer 
multicultural centers on their campus, we found this to be a 
missing component from the other three institutions. This is not 
to say that these three institutions do not offer multicultural 
programming -- in fact, all three offer organizations for students 
to join and various supports -- however, none of them seemed to 
have a centralized office or location that is utilized by both staff 
and student groups for programming and engagement 
opportunities.

Second, while some institutions, such as OSU, are able to 
provide a robust staff to cater to various student demographics 
represented across campus, this is not necessarily the case at
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every institution. At many institutions, there may be only one or 
two staff members who advise numerous student groups on 
campus, leaving much of the programming in the hands of the 
students rather than trained professionals. Otterbein, Capital, 
and Ohio Dominican University (ODU) offer many resources as 
well as information on student groups, however, they each list 
only one director for their respective multicultural offices.

Third, there remain disparities in the programming offered from 
institution to institution and where those programs may focus 
their attention. Programmatic offerings and support services at 
OSU are widespread. However, at an institution such as Capital 
University, fewer opportunities exist, as student groups often 
take the lead. The offices at ODU, Capital, and Otterbein provide 
an overview of programs and services offered but lack specific 
information regarding dates and times on their respective 
websites. When students search for support from these offices, 
they might not be able to find it. This furthers the conversation 
regarding budgets and resources. Institutions that do not have 
access to resources like OSU, for example, must rely on student 
leaders and organizations to develop and execute programming 
on campus. This programming can be essential to student 
success and retention. If minority students on these campuses 
struggle to locate and receive support, they are less likely to 
persist. Again, this is not to demean the work being done, but 
rather highlight the disparities in opportunities across 
institutions in Franklin County.

R e s i d e n c e  L i f e
Graduation rates are an important measure of success of 
academic programs and one criteria used to calculate a 
college’s national ranking. As institutions aim to increase 
student success and consequently positively impact these 
standings, they are considering holistic approaches to help 
students grow and develop during their collegiate experience. 
Attention has expanded to include the impact of campus 
environments and out-of-classroom experiences on student 
persistence and success.

S t r e n g t h s
The co-curricular experience has garnered focus in an effort to 
quantify aspects of the collegiate environment that best 
supports student success. Current research finds “students 
living on campus are more likely than those living off-campus to 
interact with faculty, participate in extracurricular activities, and 
use institutional resources” (Turley & Wodtke, 2010, p. 508). The 
same study concludes that students’ ability to think critically and 
likelihood to persist until graduation is increased as a result of 
living on campus (Turley & Wodtke, 2010). An increasingly 
popular co-curricular practice in residence life is learning 
communities. In Franklin County, these communities are found 
at OSU, ODU, and Otterbein, ranging from honors-focused 
communities to specific academic themes such as nursing or 
global business.

Learning communities can take a variety of forms. These are 
facilitated solely through residence life staff, others in 
collaboration with an academic unit, and some have created 
faculty-in-residence programs to facilitate community building 
for student support (Davenport & Pasque, 2014). Engstrom and 
Tinto (2008) have studied learning community models and their 
impact on “academically under-prepared” (p. 47) students’ 
persistence. As a result of their research, they conclude that the 
ability of “students to thrive in college lies not just in the 
students but also in the ways they [colleges] construct the 
[learning] environment” (p. 50).

Aside from structured learning communities, all residential life 
staff members have the opportunity to interact with students in 
their campus home setting. Staff members who create a safe 
living environment may also support students’ academic success 
and resulting persistence to graduation. Institutions like OSU 
collaborate with the Office of Enrollment Services to receive GPA 
reports each semester. Residential students with a GPA less 
than 2.5 connect with a residential life staff member for 
conversations to discuss campus resources and next steps for 
improvement in the future. Research shows that a weekly 
conversation with at-risk students living in residence halls 
ultimately improves their academic performance (Johnson, 
Flynn, & Monroe, 2016).

Depending on the institutional type, colleges require on-campus 
housing for different lengths of time. This requirement is 
dependent upon space, financial feasibility, and the institution’s 
commitment to a residential model. Research suggests that the 
longer students are able to live on campus, the better their 
sense of belonging, which in turn affects their ultimate success 
and persistence until graduation. Residence life provides a 
controlled environment which supports students through each 
academic year and resulting transitional stages such as 
choosing a major or career development (Kranzow, Foote, & 
Hinkle, 2015).

A r e a s  f o r
I m p r o v e m e n t

Of the five institutions reviewed, only OSU developed a program 
with intentions of fostering student relationships with faculty 
members: the Second-Year Transformational Experience 
Program (STEP). Institutions in Franklin County and beyond have 
faculty members who mentor for improved student success 
(Kranzow et al., 2015). By facilitating these interactions through 
residence life, students and faculty have the opportunity to 
improve their connection to the campus community. More 
institutions could consider the faculty-in-residence model to 
achieve this goal (Davenport & Pasque, 2014).
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R e c r e a t i o n  C e n t e r s
Student recruitment and retention are determinants in 
measuring institutional success within American higher 
education (Kampf & Teske, 2013). Campus resources like 
recreation centers directly connect to recruiting and retention 
success by increasing a sense of belonging among students 
(Miller, 2011). Once students are on campus, their integration 
into scholastic and social communities are factors that influence 
institutional retention rates (Danbert, Pivarnik, McNeil, & 
Washington, 2014). Schools assist students in developing a 
sense of belonging to both academic and social environments 
(Danbert et al., 2014). Miller (2011) discovered that recreation 
facilities serve as a space for students to socially engage, 
become involved, and network with peers. Each institution 
reviewed for this paper offers a recreation center on campus for 
students to engage in fitness activities.

S t r e n g t h s
Student involvement within their campus community contributes 
to the continued persistence at their respective institution. The 
number of activity offerings and their variability across 
institutions may contribute to which is best supporting student 
persistence. All of the higher education institutions within 
Franklin County offer opportunities for students to engage in 
physical activity. Over 60% of college students mentioned that 
recreation programming and facilities had affected their 
decision to attend and continue to attend their respective 
institutions (Forrester, 2014).

A r e a s  f o r
I m p r o v e m e n t

University leadership may view collegiate recreation as 
beneficial, but ancillary to the academic success and retention 
of college students (Danbert et al., 2014). Campus recreation 
needs to develop a stronger connection to the academic mission 
and functional purpose of higher education institutions. 
Furthermore, risk of loss of funding for vital campus resources is 
a concern, especially for smaller institutions in Franklin County.

C o u n s e l i n g  a n d  W e l l n e s s
S t r e n g t h s

In order to provide mental health and wellness support 
individual, relational, and group counseling are offered in 
addition to outreach programming and consultation services. 
Counseling services are shown to positively affect retention 
rates of freshmen and transfer students, as many who seek 
services have lower cumulative GPAs (Lee, Olson, Locke, 
Michelson, & Odes, 2009). The two largest institutions, OSU and 
CSCC, have a more robust offering of services and on-campus 
workshops. The three private universities in Franklin County are 
significantly smaller and promote slightly different offerings of 
services. Free sessions that focus on holistic and comprehensive 
care increased student accessibility to counseling programs.

A r e a s  f o r
I m p r o v e m e n t

A primary concern for students is access to counseling services 
based on availability. First-generation and transfer students 
have shown a higher difficulty transitioning to college (Lee et al., 
2009; Stebleton, Soria, & Huesman, 2014). All of the universities 
only had initial appointments during business hours, which 
made them inaccessible to students with full-time jobs. Of all 
universities, only OSU addressed concerns of availability with 
regard to language and cultural differences; on the Columbus 
campus several language options are offered, which may 
increase access for non-domestic students.
Regarding wellness, there is a gap in addressing the needs that 
emerge from the overall environment and campus culture. 
Concerns about wellness in small liberal arts colleges are best 
addressed by increasing physical activity, as opposed to larger 
research universities where social accepts is the most important 
factor influencing wellness (Baldwin, Towler, Oliver, & Datta, 
2017). None of the institutions address specific identity wellness 
needs. Older students of color also score lower than traditional-
aged White students on multiple wellness and coping factors 
while students of color, in general, outscored White students 
relative to cultural identity (Myers & Mobley, 2004). The ability of 
students to take part in diverse programming should be strongly 
considered.
Lee et al. (2009) stressed the impact of the initial in-person 
intake “to provide brief therapeutic interventions to students in 
need of immediate guidance” (p. 309). Otterbein and OSU 
counseling emphasized the reliance on off-campus partners to 
accommodate the student population. Transportation and 
inconvenient hours are the largest barriers for first-generation 
student’s (Stebleton et al., 2014). Additionally, OSU, due to 
required phone screenings, has the longest time-to-appointment 
delay. CSCC, facing a similar challenge is unable to accept walk-
in appointments due to a small staff. ODU’s staff of one and lack 
of support departments may experience similar delays. The goal 
for all institutions is appropriate utilization of counseling 
services; retention is viewed as unethical if students are unable 
to succeed in the college environment (Bishop, 2016).
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C o n c l u s i o n
This brief study is a snapshot of the unlimited factors that 
contribute to student retention and educational success at these 
intuitions. It is, by no means, a comprehensive gauge of the 
good work being done. While we were able to glean quality 
information from the websites and personal correspondence, 
significant limitations hampered our search for information. 
Much of the discussion consequently came back to funding and 
whether the institutions had the resources necessary to support 
the student populations through these various services. 
Budgeting and financial reports are either difficult to gain access 
to or a taboo topic to discuss with professionals. For this reason, 
a further, more detailed investigation is needed into the 
personal experiences of the students, faculty, and staff living, 
working, and growing at these institutions. It is no secret that, 
despite the environmental inequalities between The Ohio State 
University, Otterbein University, Ohio Dominican University, and 
Columbus State Community College, good work is being 
accomplished and students are being supported. The staff at 
these institutions make up for the inequalities through their 
devotion to the students and commitment to the work.
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I n t r o d u c t i o n
Technology has supported and influenced the way we teach and 
learn, including making it easier to create instructional 
materials, and enabling the emergence of innovative 
pedagogies. This report reviews the major current trends in 
emerging technology that impact educational change. The New 
Media Consortium and Networking (NMC) Horizon Report K12 
(2017) is the longest project in exploring emerging technology 
trends in education. Key themes emerged, among which, the 
most frequent topics of discussion in the past six years include 
deeper learning approaches, blended learning designs, 
authentic learning experiences, personalized learning, and 
others. Specifically, the 2017 report focuses on the discussions 
of two long-term trends that are driving technology adoption in 
K-12 education: advancing cultures of innovation, and deep
learning approaches. Instead of looking at trending technology
tools, the NMC report emphasizes how technology transforms
learning and how it may relate to educational design.

Therefore, we shift the focus from a specific perspective of 
technology to a general overview of Science, Technology, 
Engineering and Mathematics (STEM) education in Franklin 
County. Instead of teaching the four subjects separately, STEM 
education integrates these fields into one cohesive program to 
prepare students for future innovative practices. The mission of 
a STEM school is to equip students with enough knowledge and 
skills to engage with the world and solve problems, as opposed 
to teaching new technologies. LaForce, Noble, King, Holt, and 
Centurt’s (2014) study discovered, six core elements of the 
educational goals in STEM school: (a) problem-based learning, 
(b) rigorous learning, (c) school community and belonging, (d)
career technology and life skills, (e) personalization of learning,
and (f) external community. Because STEM education is a
technology-infused program, we believe reviewing two STEM
schools in Franklin County will give us insightful information on
the technology-enhanced curriculum that embodies emerging
trends in technology adoption.

S T E M  E d u c a t i o n  i n  
F r a n k l i n  C o u n t y
In order to examine the current development and situation of 
STEM education in Franklin County, we , the Reynoldsburg 
eSTEM Academy and Metro Early College High School. eSTEM
was established in 2010, and is one of the fourteen schools in 
the Reynoldsburg school district in Columbus, Ohio. According 
to Debbie Howard (n.d.), Chief Innovation Officer of EDWorks, 
eSTEM is Metro is a semi-public high school located on the 
campus of The Ohio State University. The school falls under the 
Educational Council, which is a confederation of the sixteen 
public school districts in Franklin County. 

The school was established in 2006 as the first STEM high 
school in Ohio, serving as a model school in Ohio STEM Learning 
Network (OSLN). Its mission is “turning college aspirations into 
reality” (Metro, n.d.)

R e p o r t  C a r d s  a n d  
A c h i e v e m e n t  G a p s
Both high schools provided more equitable and accessible STEM 
education for high school students in Franklin County, and 
initially seemed to fulfillan important need foraccess. The 
summary of report card scores for the schools over the years 
2012-2017 areas follows:

Table 1.

While certain achievement markers for the schools seem 
outstanding,
In the following section we will look into the curriculum 
requirements of each STEM school, and the structure of their 
each STEM program.

I m p l e m e n t a t i o n  o f  
E m e r g i n g  T e c h n o l o g y  
T r e n d s  i n  S T E M  S c h o o l s
Taking a similar path to a technology-integrated innovation 
education , the two schools share some common essential goals 
of STEM education.

I n n o v a t i v e  C u r r i c u l u m  
S t r u c t u r e
Metro Early High School . The students who enroll in Metro 
Early High School s, which consists of math, English, science, 
social studies, technology, foreign languages, fine arts, 
wellness, a business internship, and a capstone research 
project. Upon completion of their core requirements, the 
students enroll in “the Mastery Learning” program (Metro, n.d.). 
At the end of their work, students give gateway presentations to 
demonstrate that they are able to utilize the six “Metro habits of 
heart and mind,” which are the 21st century skills a global citizen 
should possess (Metro, n.d.)
Students choose early college experiences based on what they 
want to pursue in college or as a career, from the areas of 
design, bodies (biology and related fields), growth (agriculture 
and related fields), digital arts, mosaic (arts & humanities), and 
energy. Seniors can take a full college-level course load of 12 
credits once they complete their ECEs. Half of the seniors at

School Achieve-
ment

Gap 
Closing

Progress Gradu-
ation
Rate

Prepare
-dness
for 
Success

eSTEM Fluctuating Declining Steady Steady Steady

Metro 
ECHS

Declining Declining Increasing Steady Steady
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Metro are currently doing this through dual enrollment (Han, 
Lynch, Ross & House, 2014).

eSTEM Academy. Similar to Metro, eSTEM also offers their 
students several paths they can follow after they complete their 
core requirements, which are their energy, digital, and design 
pathways. eSTEM’s core curriculum is 21 credits of math, 
science, language arts, social studies, health/PE, and elective 
courses (eSTEM, n.d.).

C u l t u r e  o f  I n n o v a t i o n  
t h r o u g h  C o l l a b o r a t i v e  
C o m m u n i t y  P a r t n e r s h i p
Metro and eSTEM widely establish partnerships with the K-12 
community, industry, and higher education. It is essential for 
STEM schools to develop effective partnerships that foster 
students’ authentic learning experience. For example, the 
partnership with The Ohio State University allows students at 
Metro to enroll in college after meeting Metro’s requirements . 
The professors at Ohio State also support students by co-
teaching courses in Metro’s learning centers. Collaborations can 
also be a collective endeavor with additional funding support. 
Battelle, a multinational company, “devotes about 80 percent of 
its charitable funding to STEM-education initiatives” (North, 2011, 
p.9). The schools collaborate with institutions such as Bill and
Melinda Gates Foundation, Honda of Americas Research and
Development, The Ohio State University, The PAST Foundation,
TS Tech, and Columbus State Community College, among
several others.

C o l l e g e  a n d  C a r e e r  
R e a d i n e s s
Metro and eSTEM have developed various pathways in 
preparing students for college and careers. Metro provides 
opportunities for students to complete college work that 
reduces the cost and time to complete a college degree. 
Students can take college courses after completing 18 credit 
hours of high school study, andexperience the “rigor of 
collegiate work” (Ark, 2015). The collaboration with Ohio State is 
a key incentive for parents and students to apply to Metro.

eSTEM incorporates massively Open Online Courses (MOOCs) 
into its curriculum. Students can also learn higher education 
content (i.e. statistics, physics, and computer science courses) 
from the online higher education provider Udacity . Additionally, 
students have career training opportunities during their final two 
years that serve as a great opportunity for them to expand their 
career choices while still in high school.

M a s t e r y - B a s e d  L e a r n i n g  
a n d  D e e p  L e a r n i n g  
A p p r o a c h e s
Mastery-based learning focuses on the student’s ability to solve 
problems. The curriculum in Metro strongly connects to real-
world problems and students engage and interact with authentic 
tasks to experience the role of world citizens. For example, 
students work with food science researchers on bread products, 

and explore how earthworms affect ragweed seed disperse with 
science experts (North, 2011).

At eSTEM, students learn through inquiry-based instruction, or 
learning through finding, instead of through memorizing 
answers. Similarly to Metro, eSTEM uses mastery-based 
performance standards to measure students’ progress. The 
three pathways (design, digital and energy) play important roles 
in engaging students in the real world projects. For example, 
students in the design pathway can apply cutting-edge 
manufacturing techniques in design processes to solve 
problems, while students in the digital pathway participate in 
software development and can earn IT certificates (Scott, 2016).

C o n c l u s i o n
eSTEM and Metro Early College High School have adopted 
emerging technological and instructional trends consistent with 
the NMC report, and they meet the requirements for model 
STEM education. Franklin County schools would benefit from 
opportunities to expand or replicate these programs in other 
locations and districts. eSTEM and Metro could assist other 
schools through mentorship projects, faculty professional 
development opportunities, interschool peer-to-peer 
collaborative projects, and countywide STEM festivals. The 
recent trend of declining performance grades for eSTEM and 
Metro ECHS could be the result of a lack of funds to support 
their endeavors. To resolve this, grant agencies and educational 
funding sources are encouraged to allocate more funds in their 
grant pools for STEM-related projects.
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ADDRESSING EDUCATIONAL INEQUITY IN 
FRANKLIN COUNTY FROM A SCHOOL 
PSYCHOLOGY PERSPECTIVE
Authors: Laura T. Miller, John Park, and Kenyona Walker

I n t r o d u c t i o n
School psychologists are uniquely trained to serve a variety of 
students with diverse needs. Most school psychologists primarily 
provide evaluative services to students and support for teaching 
staff within public K-12 school environments. According to the 
National Association of School Psychologists (NASP, 2018), school 
psychologists can assist in addressing the academic, social, 
emotional and behavioral needs of all students. In addition to 
addressing issues within schools, school psychologists are also 
trained to develop mutually beneficial relationships within the 
community that surrounds the schools in which they serve. School 
psychologists spend more than half of their time conducting 
psychoeducational assessments, which will identify whether or not 
a student qualifies for gifted services, general education instruction 
or special education services (Fagen & Wise, 2007).

To the extent that the assessment portion of school psychology is 
vital to contributing to the educational equity of all students, there 
are other key aspects of school psychology (e.g. training, 
competency, research, and services) that affect educational 
inequity. In this report, the following aspects are explored: (a) 
preschool enrollment, (b) the disproportionate percentage of ethnic 
and racial minority students in special education, (c) the 
disproportionate percentage of ethnic and racial minority students 
in exclusionary discipline, (d) graduation rates, dropout rates, and 
achievement gaps, and (e) teacher relationships and engagements. 
The purpose of the present report is to review these key indicators 
of educational inequity and explore how they manifest currently in 
Franklin County, Ohio.

P r e s c h o o l E n r o l l m e n t
Lyndon B. Johnson’s 1964 “The War on Poverty” initiative contained 
the seeds of the Head Start Program (HS). According to the Office of 
Head Start (2018), the HS program sought to comprehensively meet 
the needs of low-income children ages 3 to school entry, by 
addressing their social, emotional, cognitive and physical 
development. Prior to entry into elementary school, 38% of low-
income families reported a preference for sending their children to 
HS preschools. Conversely, 73% of higher-income families reported 
preschool enrollment in non-HS programs (Crosnoe, Purtell, Davis-
Kean, Ansari & Benner, 2016). There are many factors that 
influence where a parent decides to send their preschooler, one 
being financial.

While HS is a great option for some families, it is not the only one. In 
a more recent effort to provide greater access to public preschools, 
Columbus, Ohio partnered with Columbus City Schools to provide 
additional preschool options in Franklin County (Gilchrist, 2016). 
According to local experts, high-quality preschool experiences can 
lead to significantly different future school outcomes. Ohio’s Early 
Childhood Annual Report (2016) indicates that in order to receive 
funding from the Early Childhood Education funds, childcare 
providers must be “High-Quality” based on a rating score of 3-, 4-, 
or 5-. The tiered star rating system indicates that the teachers have
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met the credential requirement and that all teachers have a 
minimum of an Associate’s degree or have qualified based on 
professional years of experience. The need for preschool 
education in Franklin County is evident as in 2010 only 58.5% of 
the county’s 3 and 4 year olds were not enrolled in preschool 
(Franklin County’s Children, 2012). This indicates that there is a 
need for more options. When addressing educational inequity, it 
is important to consider educational experiences prior to 
kindergarten, as children enter the K-12 system already with 
various advantages and disadvantages. School psychologists 
are in a unique position to address educational inequity that 
occurs prior to kindergarten as they are the gatekeepers to 
special education. In their training, school psychologists are 
charged with addressing ecological issues, amongst other 
things that may have an impact on a child's educational 
performance.

D i s p r o p o r t i o n a l i t y i n
S p e c i a l E d u c a t i o n
As of the early 2000’s, African American children were 
approximately 2.4 times more likely to be identified as having an 
intellectual disability, and 1.5 times more likely to be identified 
as having emotional disturbance (Hibel, Farkas, & Morgan, 
2010).Other ethnic minority students, such as American Indian 
and Alaska Native, Asian and Pacific Islander, and Latinx
students, experience overrepresentation in special education as 
well, in categories such as learning disabilities, developmental 
delays, Autism Spectrum Disorder, and hearing impairments 
(Skiba et al., 2008). According to cultural reproduction theory, in 
the United States, racial and class inequity, at the individual and 
institutional levels, have been reproduced over time, and one of 
those areas of reproduced inequity is the disproportionality of 
minoritized students in special education (Skiba et al., 2006).

According to the Individuals with Disabilities Education Act 
(IDEA, 2004), each state is required to report on specific 
indicators of appropriate implementation of the law, including 
“Disproportionality Across All Disability Indicators,” and 
“Disproportionality in Specific Disability Categories.” (Office for 
Exceptional Children, 2017). Ohio reported its percentage of 
Local Education Agencies (LEAs) with disproportionate 
representation of racial and ethnic in special education as the 
result of inappropriate identification. According to the most 
recent report, Franklin County LEAs satisfy the requirements for 
this indicator, indicating that Franklin County LEAs are not 
misidentifying minoritized students inappropriately for special 
education services (Ohio Department of Education, 2017a). The 
current statistics are the result of policy self-reviews and student 
records, so this information should be interpreted with a degree 
of caution. However, IDEA was reauthorized in 2004, after the 
most recent special education overrepresentation data was 
presented. It could be that Franklin County showed a positive 
response to the requirement for measurable outcomes in this 
area.

In order to assure that ethnic minority students are not 
overrepresented in special education, school psychologists 
should be mindful of the following: (a) the impact of 
sociodemographic factors, including poverty, lack of academic 
readiness, absenteeism, and perceptions of homelife; (b) the 
contributions of general education, such as any cultural 
differences between teachers and students, particularly any 
"middle class" educational values; (c) the contributions of the 
special education referral process, including assessments, 
behavior management, interventions, and the misperception of 
special education as a resource for "bad" students; and (d) 
perceptions of diversity, including stereotyping (Skiba et al., 
2006). School psychologists are in a unique position to see 
students through from general education to special education, 
and they should use a multicultural lens in order to assure that 
students are referred appropriately.

D i s p r o p o r t i o n a l i t y i n
D i s c i p l i n e
Between 1973 and 2010, the rates of suspension for African 
American and Latinx students doubled (Losen & Martinez, 2013). 
Exclusionary discipline practices, such as suspension and 
expulsion, can increase the likelihood for students to enter the 
justice system, particularly for males, students of color, students 
of a low socioeconomic status, and students with disabilities 
(Krezmien, Leone, & Wilson, 2014). A study by Mizel and 
colleagues (2016) found that even when controlling for common 
factors such as academic performance, delinquency, and family 
variables, students of minoritized race and ethnicity are 
disproportionately suspended and expelled.

In affiliation with The Ohio State University Kirwan Institute for 
the Study of Race and Ethnicity, Capatotso, Baek, and Staats
(2017) mapped the discipline rates for Franklin County schools in 
the 2014-2015 school year as they relate to the Child 
Opportunity Index Map. This index has been calculated from 
various factors related to education, health, social opportunities, 
and economic opportunities. According to the map, opportunity 
and discipline appear to be negatively correlated; for example, 
schools in low opportunity regions tend to have higher rates of 
discipline than schools in high opportunity regions, and vice 
versa (Capatotso, Baek, & Staats, 2017). According to the Ohio 
Department of Education (2017c), as of the 2015-2016 school 
year, African American students in Franklin County were 
experiencing every type of disciplinary action more often than 
any other race of student, per 100 students. This represents 
disproportionality, because there are more white students in 
Franklin County than any other racial group, so the discipline 
demographics are not representative of the population makeup 
(United States Census Bureau, 2016).

The “school-to-prison pipeline,” as it relates to school discipline, 
is a phenomenon that reflects the increased likelihood of 
students who have been suspended or expelled to enter the
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justice system, through direct and indirect pathways (Mizel et al., 
2016). Directly, some students are referred to the juvenile court 
system as a form of discipline. Indirectly, exclusionary discipline 
can lead to a disconnection from school, reduced academic 
achievement, and an increase in delinquent or antisocial 
behaviors (Mizel et al., 2016). Further research should include 
methods to break down the school-to-prison pipeline in Franklin 
County, and explore the implementation of restorative practices 
that could reduce exclusionary discipline. School psychologists 
receive training to implement interventions that span from the 
individual to the district level. These Franklin County data should 
inspire school psychologists to consider recommending 
alternatives to traditional exclusionary discipline.

G r a d u a t i o n R a t e , D r o p o u t
R a t e s , a n d t h e
A c h i e v e m e n t G a p
Among 600 school districts in Ohio, Columbus City Schools 
(CCS) is the largest, and it reported the following results: 18th in 
percentage of Black students in the district, tied for 1st among 9 
other districts for percentage of “Disadvantaged Students” 
(defined as eligible for free and reduced lunch, which in CCS 
includes all students), 7th in students with limited english
proficiency (home language is not English), and 112th in 
percentage of students with a disability (Ohio Department of 
Education, 2017b).

At the Franklin County district level regarding Special Education, 
there are 82 community school districts (charter schools), 15 
public school districts, 4 state supported districts, and 2 STEM 
districts. In particular, Columbus City Schools ranks 88th among 
105 total school districts in Franklin county in graduation rate 
(68.38% - high 100%, low: 0%) and 75th in dropout rate (7.88% -
high: 54%, low: 0%). Of the 11 public school districts, it ranks last 
in graduation rate and first in dropout rate. That CCS is 
experiencing these indicators of low academic achievement is 
troubling for Franklin County’s largest school district, and it 
sheds light on some of the inequalities faced by large urban 
districts.

T e a c h e r R e l a t i o n s h i p s a n d
E n g a g e m e n t
A literature review on the achievement gap and 
graduation/dropout rate, published in the Journal of School 
Psychology, revealed a strong prevalence of the impact of 
teacher-student relationships in urban and diverse schools. 
Across the elementary through high school setting, a significant 
body of literature addresses combating the achievement gap 
through student engagement and relationship-building by 
teachers. Wu, Hughes, Kwok (2010) found a significant positive 
relationship between student-perceived teacher support and 
high standardized achievement scores amongst second and 
third grade students. In support of increased teacher-student 
relationships, Murray and Malmgren (2005) found strong 
positive correlations between high school students who

participated in a teacher intervention program aimed at 
increasing student involvement and increasing student GPAs. 
While inequity of education is largely due to an inequity of 
wealth and services available, there are still actions that can be 
taken at the teacher level to address educational concerns. For 
instance, McCormick, O’Connor, and Horn (2017) demonstrated 
a significant impact of teacher closeness and relationships with 
their students to their academic outcomes (e.g., reading 
achievement).

C o n c l u s i o n
Though much of the research in the field of school psychology 
illustrates remarkable academic and behavioral improvements 
among students in urban school districts, the reality is that there 
a gap still exists that needs to be minimized between the 
theory/research and real-world practice. Additionally, Franklin 
County’s demographic makeup (which is reflective of similarly 
sized to larger counties across the nation) displays at least 
common issues in discrepancies of race and socioeconomic 
status as it relates to educational inequality. That said, both top-
down (e.g., policy) and bottom-up (e.g., school staff) actions 
would most efficiently address these disparities. 

School psychologists can and should serve an integral role in 
addressing educational inequity. School psychologists who work 
at the district or building level should conduct evidence-based 
and multiculturally competent assessments, interventions, and 
consultations. The school psychology research should consist of 
multicultural frameworks for addressing student needs. Given 
school psychologists’ unique training in addressing diverse 
students’ needs, bridging gaps between schools, community 
and families, and promoting the use of evidence-based 
practices, they are able to create positive change at the school 
level as well as through research.
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SPECIAL EDUCATION IN 
FRANKLIN COUNTY
Authors: Ayse Kart,  Alana Oif &Caitlin Criss

This report presents an overview of the 2016-2017 school year 
special education profile in Franklin County based on the Ohio 
Department of Education (ODE) districts profile data. Special 
education profile data focus on districts' progress to meet goals 
for students with disabilities, and aim to help districts in 
improving special education programs. Additionally, the data 
provide details across a range of topics that include the 
percentage of students with disabilities, kindergarten readiness, 
achievement levels, and graduation rates. Sixteen school 
districts and two residential schools (Ohio School for the Blind 
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and Ohio School for the Deaf) are included in the report.
Findings are reported according to income levels of school
districts: low-income level districts (Groveport Madison,
Southwestern, Hilliard, Columbus City, and Whitehall), middle-
income level districts (Bexley, Worthington, Gahanna Jefferson,
Westerville, Reynoldsburg, and Grandview Heights), and high-
income level districts (New Albany-Plain, Dublin, Upper
Arlington, Hamilton, and Canal Winchester).

The Individuals with Disabilities Education Act (IDEA, 2004)
requires a free and appropriate public education for students
with disabilities. “The law requires that children with disabilities
be educated in the ‘least restrictive environment appropriate’ to
meet their ‘unique needs.’ And the IDEA contemplates that the
‘least restrictive environment’ analysis will begin with placement
in the regular education classroom” (Huston, 2007, p. 2).
However, IDEA (2004) recognizes that a regular education
placement is not appropriate for all children. Therefore, the law
does not require inclusion, but supports it.

Residential schools or specialized schools are considered to be
the most restrictive environment for students with disabilities . In
the State of Ohio, residential schools for students who are deaf
and blind are in Franklin County. The Ohio School for the Blind
only serves students with disabilities; 55% of its students have
visual impairments, and 35% of students have multiple
disabilities. Whereas at the Ohio School for the Deaf, 2.3% of
students do not have disabilities, 98.8% of students have
hearing impairments, and only 1.2 % of students have multiple
disabilities (Special education profile public summary [SEPPS],
2017).

General education is the least restrictive environment for
students with disabilities. According to Smith and colleagues
(2015), 13% of all public-school students have disabilities; the
number increases to 14.8% in the state of Ohio (SEPPS, 2017).
Based on the income levels of the districts, the number of

students with disabilities within the schools varies. Low-income
districts enroll a greater percentage of students with disabilities
than high-income districts. High-income districts have
percentages of students with disabilities between 10% to
12.82%, middle-income districts have between 10.27% and
15.12% of students with disabilities, and low-income districts
have between 11.82% and 16.38% of students with disabilities.
Columbus City Schools, Groveport Madison Local School District,
and Gahanna Jefferson City School District have the largest
percentage of students with disabilities at around 15% to 16%.
On the other hand, Dublin City School District, Hamilton Local
School Districts, and Grandview Heights City School District have
the lowest percentages of students with disabilities at around
10% (SEPPS, 2017). finance (OSU, 2014)

IDEA (2004) states that school districts are required to provide
educational services for children with disabilities in the least
restrictive environment “to the maximum extent appropriate.”
This requirement extends beyond the traditional school age (5-
18) to include preschool education. The Ohio Department of
Education (2017) set the arbitrary target, based on historical
data, of at least 52% of preschool-age students with disabilities
to receive the majority of their special education services in the
regular early childhood education program. During the 2016-
2017 school year, 14 of the 16 school districts in Franklin County
met this target. The two districts that report having nearly 50 %
of their preschoolers with disabilities serviced in a more
restrictive environment fall into the lowest third of median
household income. Furthermore, the two districts that did not
meet the threshold are also in the lowest quartile of academic
achievement for students with disabilities (SEPPS, 2017)..

Another important shift for school age children with disabilities 
is the transition from high school to life after high school. 
According to IDEA (2004), children and young adults with 
disabilities are permitted to remain in schools until the age of 21. 
Ohio Department of Education (2017) sets the goal that 80.9% of 
children with disabilities graduate from high school in 4 years. 
Only fifteen school districts in Franklin County reported 
graduation rates for children with disabilities, and 6 of those 
districts met the 80.5% threshold. Of the school districts that 
met graduation requirements, 67% of them are in the top 
quartile of median household income in the county.

A trend emerges that school districts in the more affluent 
communities are providing more consistent transition services 
for their children with disabilities. Some outliers exist within the 
data, for example, the school district with the lowest median 
household income, Whitehall, reported one of the highest rates 
of preschool children with disabilities educated in the least 
restrictive environment (SEPPS, 2017).
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All districts in Franklin County are required to report student
performance on various academic indicators for students with
disabilities; SEPPS (2017) provides a clear record of these
results. The average goal for reading proficiency in the State of
Ohio is 38.56% or greater for students with disabilities. Out of 16
districts in Franklin County, seven districts (Hamilton, Canal
Winchester, Reynoldsburg, Groveport Madison, Southwestern,
Columbus City, and Whitehall) do not meet these minimum
criteria. Interestingly, four of these seven districts fall into the
lowest median household income categories. Schools exceeding
Ohio’s goals for reading proficiency include Hilliard, Grandview,
Westerville, Gahanna Jefferson, Worthington, Bexley, Canal
Winchester, Hamilton, Upper Arlington, Dublin, and New Albany.
None of these schools fall into the lower third of districts based
on median household income (SEPPS, 2017).

The State of Ohio’s math proficiency goal is lower than reading
proficiency at only 34.19%. Results from districts’ math
proficiency rates mirror reading proficiency; schools in the
bottom half to lowest third of median household income did not
meet the basic math goal (Reynoldsburg, Columbus City, and
Whitehall). The top three districts meeting basic math
proficiency are unsurprisingly, the districts with the highest
household median income: Upper Arlington, Bexley, and New
Albany.

It is important to highlight the pervasive low expectations exist
for students with disabilities. Setting goals of 38.56% for reading
proficiency and 34.19% for math proficiency help to paint the
picture of the inequity in special education when compared with
general education. Furthermore, when looking at the results of
these statewide academic achievement tests, there is a strong
correlation between the median household income and the
success of students with disabilities. Wealthier districts tend to
have higher performances than lower socio-economic districts.
For students with disabilities in high-poverty areas, the
outcomes appear to be far bleaker than those with greater
monetary means.

These findings emphasize the inequity that still exists within
Franklin County. To this day, these data show that schools with
greater financial means are able to provide superior services for
students with disabilities. From preschool readiness to
graduation rates, inequity in the schools starts early and is
threaded throughout students’ academic careers. Furthermore,
for students with disabilities, pervasive low expectations
continue to be problematic and set the bar so low that future
success prospects for these students is bleak. As future
teachers, current educators, administrators, professors, and
policy makers, it is critical that we intervene and reanalyze the
standards that we set for students with disabilities to determine
how we can raise the bar and make sure that all students are
successful.
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