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Executive Summary  

Minnesota’s educational disparities are 
well-documented. In recent years, the 
state’s sizable gaps in academic 
achievement have generated increasing 
attention as the state grapples with 
racial and ethnic disparities across a 
range of socio-economic outcomes. The 
presence of disparities in otherwise 
high-performing public school districts 
such as Orono and Wayzata 
underscores the pervasiveness of what 
has been termed the “Minnesota 
Paradox”: While Minnesota is 
consistently ranked as one of the best 
places to live in the United States, 
Minnesotans of color, and Black 
Minnesotans in particular, lag behind 
their white neighbors in employment 
rates, wage and household income 
levels, levels of home ownership, and 
levels of educational attainment.1   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 
The disproportionate impact of the 
COVID-19 pandemic on people of color, 
combined with the nation’s reckoning 
around racial injustice, has spurred new 
urgency among organizations, 
institutions, and everyday Americans to 
address racial disparities locally and 
nationally. In service to this call to 
action, this report provides the Great 
Expectations (GE) initiative with an 
overview of the most salient issues 
being debated at the state level around 
educational disparities and inequities in 
Minnesota. This report also provides 
empirical evidence supporting specific 
policy interventions, investments, and 
advocacy efforts in key areas that are 
relevant to disparities present in the GE 
service area. 
 
Overall, we find ample evidence that 
the Orono and Wayzata school districts 
suffer from many of the same racial and 
ethnic disparities found across the state, 
supporting GE’s interest and eventual 
engagement in advocacy efforts aimed 
at fostering structural change. 
Additionally, our analysis highlights 
substantial policy and legislative 
interest around educational disparities 
in Minnesota, providing GE with a 
number of avenues for policy adoption, 
new funding and program 
opportunities, and reasons to engage in 
future advocacy efforts.  
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Key Findings 
Our findings are based on a landscape scan of 
the education advocacy field, semi-structured 
interviews, an extensive literature review of key 
policy issues, and analysis of administrative 
data. This investigation informed our 
understanding of the most salient issues being 
discussed at the state level related to 
education equity. It also helped us identify 
policy interventions relevant to disparities 
found in the Orono and Wayzata school 
districts, and strategies for Great Expectations 
to consider as it enters the education 
advocacy landscape.  

Our landscape scan surfaced five primary 
policy themes around educational equity and 
disparities in the state. These include: 

• Efforts around the recruitment, induction, 
and retention of a diverse teacher 
workforce 
 

• Efforts to attain more equitable outcomes 
in school discipline across race and 
ethnicity 
 

• Efforts seeking improvements in early 
childhood education and care 
 

• Efforts to change school curricula relating 
to race, racism, and culture  
 

• Efforts to improve educational outcomes 
for English language learners  

 
Within these five broad themes, our research 
around teacher diversity, early childhood 
education, and English language learning 
provides a substantial base of evidence in 
support of a range of policy interventions, 
investments, and advocacy efforts in each of 
these areas. Key findings from the research 
literature indicate that: 

• Teacher demographics have a measurable 
and statistically significant impact on 
student achievement and classroom 
experiences 
 

 

 
 
• Early childhood education has a 

substantial and long-term impact on a 
child’s educational outcomes, and these 
impacts are particularly acute for low-
income children 
 

• English language learners are more likely 
to come from low-income households and 
experience other social, economic, and 
cultural barriers than their peers 
 

• Additional research into the Page 
Amendment did not generate any 
evidence that a constitutional change 
would substantially or meaningfully impact 
educational disparities.  

Finally, findings from interviews with key 
advocacy organizations in the education policy 
space and a targeted review of the advocacy 
literature surfaced additional insights for 
organizations interested in entering the 
education advocacy landscape. Primary 
insights include:  

• The education policy arena is complex and 
contentious, with many well-funded and 
well-organized groups with considerable 
influence over large sums of money 
 

• Given the competitive environment, 
organizations seeking policy change 
cannot work alone but must advocate 
collectively to be effective 
 

• The first step for potential advocates is to 
scan the landscape to gain an 
understanding of who the other major 
players are in the policy ecosystem 
 

• Successful advocates take the “long-view,” 
recognizing that their efforts will require 
sustained and continuous engagement 
 

• Advocacy efforts should meaningfully 
include the students and parents most 
affected by the disparities 
 

• Successful advocates place the voices of 
youth at the center of their agenda 



3 
 

• Establish a GE policy committee
• Establish a mechanism for continuous youth input
• Commit to continuous, sustained engagement 
• Adopt a story-centered approach to advocacy
• Host a Capitol Pathways intern
• Build influence

Educational Advocacy

• Teacher Diversity
• Support statewide goals of increasing the number of teachers of color 

and American Indian teachers
• Support teacher licensure reforms
• Participate in the Grow Your Own and Come Teach in Minnesota 

programs
• Support increased funding for the CUGMEC program
• Support BIPOC-specific teacher mentorship and retention programs
• Collaborate with Girls in Action and Black Men Teach 
• Join the PELSB teacher recruitment and marketing campaign
• Support state investments in teacher anti-bias training, trauma-informed 

training, non-exlsuionary discipline training, and tribal relations training
• Early Childhood Education

• Support increased funding for Early Learning Scholarships program
• Support raising maximum rates for Child Care Assistance Program
• Support elimination of the Basic Sliding Fee Child Care Assistance waiting 

list
• Participate in the Great Start for All Minnesota Children Task Force
• Increase attention and fundraising for Caring for Kids

• English Language Learning
• Support eliminating English language learning cross-subsidies
• Engage local English language learning teachers to better understand 

and target the unique training and resource needs of these educators

Policy, Investment, and 
Program Recommendations

Key Recommendations 
 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

Our research led to a set of broad recommendations for advocacy, as well as a set of policy-
specific recommendations in the three key policy areas of teacher diversity, early childhood 
education, and English language learners. While adopting the totality of these recommendations 
is not likely feasible, our recommendations provide a solid foundation of strategies, reinforced by 
evidence and need, for GE to consider among its policy and legislative priorities. 
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Introduction 

In Minnesota, educational achievement, 
opportunity, and outcome disparities across 
race and socio-economic status have persisted 
for decades and they continue to grow despite 
rigorous state-sponsored campaigns to 
address them. While Minnesota’s students 
generally perform well in national 
comparisons of educational achievement,2 
data consistently show that, across a range of 
educational metrics, we have some of the 
widest achievement gaps.3  
 
In recognition of these disparities, Great 
Expectations (GE) is an initiative that serves to 
align and leverage resources to ensure 
children and families in the Orono and 
Wayzata communities have equitable access 
to educational opportunities. Started nearly a 
decade ago as a collaboration between the 
anchor institutions of Interfaith Outreach, a 
501(c)(3) social services nonprofit,4 and the 
Orono and Wayzata school districts, GE utilizes 
a collective impact framework to coordinate a 
multitiered “ecosystem of support” that 
includes teachers, families, school officials, and 
other community organizations.5 Though 
Orono and Wayzata are generally high-
performing school districts where students on 
average exceed statewide student 
performance on a range of achievement and 
outcome metrics,6 both districts exhibit many 
of the same disparities that exist across the 
state.7  
 
In an effort to connect its community 
strategies around educational inequities to 
statewide advocacy efforts seeking to address 
the state’s sizable and increasingly well-
publicized racial disparities,8 GE engaged the 
Humphrey School of Public Affairs to assess 
the contemporary education policy landscape 
in Minnesota and opportunities for engaging 
in policy advocacy at a systems level.  
 
Our team recognized our task within the 
context of the recent local, national, and 
global reckoning around racial inequality, and  
 

 
 
the growing political awareness entrenched 
racial disparities have generated. These 
disparities are prevalent across a range of life 
circumstances in Minnesota and nationally. 
Taking political scientist John Kindgon’s 
conception of a policy window as our point of 
departure,9 our team set out to understand 
where and how political actors at the state 
level are advocating for systemic change in 
this new racially-conscious environment. In 
recognition of the importance of evidence-
based decision-making in today’s 
policymaking environment, our team also 
sought to ensure that any policy interventions 
for advocacy would be grounded in empirical 
research and best practices.  
 
This report seeks to provide GE with an 
overview of the most salient issues in the 
education policy arena at the state level, with 
a specific focus on policy interventions aimed 
at addressing educational inequities and 
disparities. Owing to our interest in ensuring 
that any recommendations for advocacy are 
evidence-based and supported by the 
research literature, we also seek to provide GE 
with a deeper investigation into the research 
on key policy areas that may be of particular 
relevance to GE’s service area and partners. 
Our landscape scan and analysis of policies 
relevant to addressing the state’s achievement 
gap are aimed at providing recommendations 
for how GE might join these policy debates 
from an advocacy standpoint. 
 
The report proceeds as follows: First, we briefly 
review our development of research questions 
and methods for answering those questions 
(see Appendix A for full methodology). Second, 
we provide a synthesis of our literature review 
and subsequent findings and analysis (see 
Appendix B for full literature review). Third, we 
outline in detail our advocacy-oriented 
recommendations which are followed by an 
evidence-supported list of policy-, investment-, 
and program-opportunities for GE to consider 
for its advocacy agenda. Finally, we end with 
our study limitations and conclusion. 
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1. What are the salient issues at 
the state level that align with 
issues in the Orono & Wayzata 

school districts in which GE can 
position themselves as 

advocates in order to address 
educational disparities?

2. What is the 
evidence that those 

policies and/or 
practices have been 
effective in reducing 

disparities?

3. How can 
organizations, like GE, 

engage in public 
policy advocacy 

efforts?

4. How do the 
disparities in Orono & 
Wayzata compare to 

those at the state 
level?

Research Questions & Methodology 

Initial research into Great Expectations, the Orono and Wayzata school districts, and debates 
occurring at the state level around educational equity and disparities led us to conceptualize the 
project as requiring an understanding of education policy across various levels. This included 
understanding the education policy landscape at the state level, how policy interventions being 
advocated at the state level relate to disparities found locally in the Orono and Wayzata school 
districts, and whether research supports the policy interventions uncovered by our analysis of the 
current political environment.  
 
To investigate further, our consultant team developed the following research questions to guide and 
inform our work: 
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To help guide GE’s advocacy efforts, it was 
necessary to identify the salient issues at the 
state level that align with disparities in Orono 
and Wayzata (research question one). We also 
had to assess the research literature to ensure 
that policy interventions identified during our 
landscape scan were evidence-based and 
supported by research (research question two). 
In analyzing the legislative platforms of key 
organizations in the education policy field, as 
well as major provisions of the 2021 legislative 
session’s education and human services 
omnibus bills, we identified a number of primary 
policy themes and sub-themes that were 
consistent focal areas of these organizations or 
the state legislature.   
 
This initial scan elucidated five primary debates 
occurring at the state level, including: (1) Efforts 
to recruit and retain a more diverse teaching 
workforce; (2) policies aimed at addressing 
disparities in disciplinary actions between 
students of color and their white peers; (3) 
curricula changes aimed at providing more 
culturally-relevant instruction, as well 
incorporating ethnic studies or other topics 
regarding the role of race, ethnicity, and racism 
into core standards; (4) additional investments in 
early childhood education, particularly for 
students from low-income families; and (5) 
programming and funding for English language 
learners.  

Further, we conducted a cross-examination of 
the major policy themes and the organizations 
of particular interest to our client (Appendix C).  
 
Table 1 outlines the major themes and policy 
sub-themes identified from this landscape scan 
and our analysis of major provisions in this year’s 
education and human services legislation. Of 
these, we investigated three major policy areas 
that were of particular relevance to the Wayzata 
and Orono school districts: (1) Efforts to recruit 
and retain a diverse teacher workforce; (2) 
investments in early childhood education; and 
(3) programming and instructional practices for 
English language learners. The Page 
Amendment emerged as an additional topic of 
interest to GE and was subsequently added as 
the fourth policy area for our investigation.   

Finally, we conducted interviews with key 
advocates to identify strategies for engaging in 
the education policy field (research question 
three), and analyzed both state- and district-level 
data to better understand how our findings 
related to the educational disparities in the 
Orono and Wayzata school districts (research 
question four).   

A full description of our methodology can be 
found in Appendix A. 

 
 
Table 1. Major Education Policy Themes and Policy Sub-themes 

Major Policy Themes Policy Sub-themes 
Teacher Diversity, Recruitment, 
and Retention 

• Teacher recruitment grants and incentives 
• Funding for advising, professional development, and retention 
• Cultural competency training  
• Equity, diversity, and inclusion training  
• Licensure reform 

School Discipline • Non-exclusionary discipline policies 
• Anti-bias school personnel training 

Early Childhood Education and 
Care 

• Investments in early learning programs 
• Investments in child care programs 
• Increased access to pre-k education 
• Quality ratings and incentives for quality  

Curricula Changes • Ethnic studies curricula 
• Anti-racist curricula  
• Culturally-sustaining and relevant curricula 
• American Indian history and culture curricula  

English Language Learning • Investments in English language learning 
• Recruitment of ELL teachers  
• Reductions in ELL “cross-subsidies” 

Source: Authors’ analysis of H.F. 1065 and H.F. 2128, 2021 Regular Session, and select advocacy organization legislative 
platforms and mission and vision statements  
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Literature Review Overview 

The scope of our literature review focused on the development of an advocacy strategy and the 
three key policy areas of teacher diversity, early childhood education, and English language learning. 
Additionally, for the Page Amendment we analyzed committee hearing documents which included 
letters of support and opposition for the amendment. We sought to provide an overview of the most 
salient arguments occurring in each of these arenas, as well as the empirical evidence that exists for 
or against each of the policy interventions in the context of reducing educational disparities.   
  
Education Advocacy 
Research and established theoretical frameworks provide ample evidence to support the 
development of diverse coalitions to effectively drive policy change, particularly around salient 
issues.10 Within the education policy field, extra care should be taken to ensure that the coalitions 
enable participation from and collaboration with diverse stakeholders. Strategic attention should 
also be given to ensure strong framing around the advocacy agenda.11  
 
Page Amendment 
On the empirical front, no causal or correlative evidence of reducing educational disparities or 
increasing educational opportunities as a result of a constitutional amendment was included in the 
supporting documents of any advocates whose source material we analyzed, nor was any related 
empirical evidence discovered throughout the course of our literature review. In short, we were 
unable to locate any empirical evidence to substantiate advocates’ primary claims, and we find that, 
at best, the proposal holds only symbolic value.  
 
Diversifying the Teacher Workforce in Minnesota 
Research findings provide an empirical rationale for efforts aimed at ensuring a more ethnically and 
racially diverse workforce that more closely approximates the diversity of our nation’s schools, and 
suggests that these efforts will be incomplete unless they are accompanied by strategies aimed at 
helping all teachers – regardless of race or ethnicity – better serve and understand their increasingly 
diverse classrooms.12  
 
Early Childhood Education 
Within the academic literature, there is wide agreement that early childhood education and care 
play a pivotal role in the long-term outcomes of students. Overall, the review confirmed that greater 
access to high quality education in a child’s earliest years results in better academic outcomes for 
students of color and low-income children.13 
 
English Language Learners 
Policy-oriented research shows that students still trying to become proficient in the dominant 
language of instruction naturally lag behind their English-proficient peers in standardized 
evaluations of achievement in reading, science, and math,14 and that these gaps in achievement 
have been relatively steady or in some cases widened over the last decade.15 ELL students are also 
more likely to come from socioeconomically disadvantaged households, and to have teachers who 
feel underprepared or under-resourced.16   
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Research Findings & Analysis 

Education Advocacy   
Research indicates that the success of an advocacy group will depend on two main factors: The 
diversity of the group and the strength of their agenda framing. As corroborated by our interviews, 
education advocacy groups should, at minimum, ensure they meaningfully include the students 
and parents who are impacted by the disparities the group’s advocacy agenda aims to address. The 
education advocacy literature also points to the importance of inclusion of representatives from (1) 
historically marginalized communities, (2) teacher’s unions and other education trade unions, and (3) 
under-represented organizations like student groups, youth organizations, or anti-poverty networks.17 
The theory of diverse coalitions purports that by uniting diverse representatives, a group is able to 
expand their informational lobbying capabilities, while also gaining credibility and influence in the 
policymaking process.18 Diversity in this context is defined as members having a range of different, 
and sometimes competing, interests (i.e., conservatives and liberals). One interviewee brought these 
ideas together succinctly, saying:  
 
 
 
 
 
 
The framing of the agenda should include: (1) Identifying the problem; (2) developing possible 
solutions and alternatives; and (3) ensuring the actions are viable and have potential to be effective. 
The collective action of a group has a higher chance of being productive and impactful if these 
dimensions of framing are all strong and clearly aligned with each other. Messaging resonates with 
policymakers when the most important problems are clearly communicated and the policy 
alternatives are perceived to be credible.19 Interviewees agree, a significant amount of time should 
be spent on developing and clarifying the framing of the advocacy agenda and said:  
 
 
 
 
 
 

 
The primary themes identified during the course of our interviews with advocates include: 

• The education policy arena is complex and contentious, with many well-funded and well-
organized groups with considerable influence over large sums of money 
 

• Given the competitive environment, organizations seeking policy change cannot work 
alone but must advocate collectively to be effective 
 

• The first step for potential advocates is to scan the landscape to understand who the 
other major players are in the policy ecosystem 
 

• Successful advocates take the “long-view”, recognizing that their efforts will require 
sustained and continuous engagement 
 

• Advocacy efforts should meaningfully include the students and parents most affected by 
the disparities 
 

• Successful advocates place the voices of youth at the center of their agenda 

“Welcome diverse thoughts, a group of people who see things really differently. 
When you put all those people together around a common goal it gives you the 

power and the trust to be able to talk to legislators and educate them.” 
 

“All roads eventually lead to policy development but it’s not about getting there quick, it’s about 
getting there authentically.” 

“Some of these issues, especially when it comes to equity, are 400 plus years in the making and 
it's not realistic to expect that in one year we're going to solve all of those deep rooted issues.” 
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Page Amendment 
The Page Amendment was co-authored by Neel Kashkari, president of the Federal Reserve Bank of 
Minneapolis, and Alan Page, former Minnesota Supreme Court Justice. First proposed in 2020 on the 
heels of a well-publicized report by the Federal Reserve Bank of Minneapolis examining Minnesota’s 
achievement gap,20 the amendment proposes to change the language of Article XIII, Section 1, of 
Minnesota’s state constitution. In our review of the Page Amendment, our team found sizable 
disagreement among commentators regarding the efficacy of a state constitutional amendment as 
a legitimate remedy to Minnesota’s achievement gap.   

Recurring themes among supporters 
Our analysis reveals a number of recurring themes among amendment proponents. Overall, the bill’s 
sponsors purport that, as a result of the amendment, there will be structural and transformational 
changes to the state’s education system.21 Our review uncovered the following recurring themes 
among amendment supporters: (1) Enacting and affirming the civil right to quality education and 
equitable access to educational opportunities, as enshrined in the state constitution; (2) provision of 
an “adequate” education, as provided in the current constitutional language, is not enough and the 
state must have a commitment to “quality”; (3) a constitutional amendment is an attainable remedy 
to provide equal educational opportunities and protect children’s equal right to a quality 
education;22 and (4) a constitutional amendment will pave the way for systemic changes.23 

Recurring themes among opponents 
Opponents of the Page Amendment largely acknowledge the urgent need to address and reduce 
educational disparities, but disagree that a state constitutional amendment would provide a 
solution to those problems. Additionally, they caution that not only would a constitutional 
amendment be ineffective, but that it may lead to a series of unintended and largely legal 
consequences. To that end, the prominent and recurring oppositional themes include: (1) Insufficient 
evidence that a constitutional amendment has a causal effect on reducing disparities and/or 
increasing equity;24 (2) removal of principal constitutional language is problematic as it has served as 
the basis of key rulings in anti-segregation and funding cases in Minnesota and beyond; 25 (3) risk of 
unintended and unknown consequences such as the elimination of funding language,26 lack of legal 
analysis around proposed new language and lack of clarity around assessment and measurement of 
“uniform achievement standards”; and (4) further unknown variables around future or potential legal 
action against schools, districts, or staff.   

Findings 
Given the importance placed on evidence-based practices and measurable outcomes in 
contemporary policy debates, we cannot substantiate claims that the Page Amendment would 
reduce the state’s achievement gap. As Tables 2 and 3 show, the Orono/Wayzata school districts are 
above state averages in both graduation rates and standard assessments scoring, possibly rendering 
one of the main proposal outcomes of a constitutional language revision from “adequate” to 
“quality” (education) a less pressing issue for the districts.  
 
 
 

Table 2. Graduation Trends in Orono and Wayzata 
Graduation 

Rates* 
2020 2019 2018 2017 2016 

Minnesota 83.8% 83.7% 83.2% 82.7% 82.5% 

Orono Public 
School District 

97.3% 96.5% 96.7% 96.3% 98.7% 

Wayzata Public 
School District 

96.9% 96.0% 97.2% 94.8% 95.4% 

Source: Minnesota Department of Education, Minnesota Score 
Card 

Table 3. Standard Assessment Scoring in Orono and Wayzata 
Meets 

Standard 
Assessments* 

Math Reading Science 

Minnesota 55.5% 59.7% 50.7% 

Orono Public 
School District 

76.0% 79.0% 75.6% 

Wayzata Public 
School District 

79.5% 81.2% 73.4% 

Source: Minnesota Department of Education, Minnesota              
Score Card, 2019 data
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Diversifying the Teacher Workforce in Minnesota 
Minnesota’s population has grown increasingly diverse in recent years.27 As the state continues to 
grapple with sizable racial and ethnic disparities in academic achievement,28 recruiting and 
retaining a teaching workforce that more closely resembles the diversity of the state’s classrooms 
has become a particularly salient topic among policymakers,29 the media,30 and the wider public as 
a potential remedy for addressing the state's educational disparities.  
 
State data on Minnesota’s teaching workforce underscores the chasm between the diversity of 
students and those who head its classrooms. As Table 4 shows, only 5.6 percent of all teaching 
licenses as of the 2019-2020 school year were held by teachers of color or indigenous teachers, while 
36 percent of students statewide were students of color or indigenous students.31 Moreover, these 
discrepancies are mirrored in the Wayzata and Orono school districts: Over 97 percent of teachers in 
Orono Public Schools, and over 95 percent of teachers in Wayzata Public Schools, are white, 
according to state data,32 compared to district student populations in which 10.9 percent and 39.6 
percent of all students, respectively, are students of color, American Indian, Hispanic/Latino, or two or 
more races (see Table 5 and Table 6).33  
 
 
 
 

Table 4. Comparison of Teacher Demographics to Student Demographics,  
Statewide 

Teachers of Color 
and Indigenous 

Teachers 

% of all 
licenses 

Students of Color 
and Indigenous 

Students 

% of all 
students 

American Indian 1.00% American Indian 1.70% 
Asian 1.09% Asian 7.00% 
Black 1.45% Black 11.60% 

Hawaiian/Pacific 
Islander 

0.05% Hawaiian/Pacific 
Islander 

0.10% 

Hispanic 1.41% Hispanic 10.1% 
Multiple 

Races/Ethnicities 
0.65% Multiple 

Races/Ethnicities 
5.70% 

Total 5.64% Total 36.2% 
Source: Minnesota Professional Educator and Licensing Standards Board,  
2019-2020 data. Minnesota Department of Education, 2020-2021 data. 
 
 
 
 
 
 
  Table 5. Comparison of Teacher and Student Demographics, Orono  
  Public Schools 

Teacher Demographics, 
Orono Public Schools 

% Student 
Demographics, 
Orono Public 

Schools 

% 

American Indian 0.00% American Indian 0.20% 
Asian 1.14% Asian 1.40% 
Black 0.00% Black 0.70% 

Hispanic 1.14% Hispanic 4.30% 
White 97.72% White 89.1% 

Multiple 
Races/Ethnicities 

- Multiple 
Races/Ethnicities 

4.40% 

  Source: Minnesota Professional Educator and Licensing Standards Board, 2019-2020  
  data. Minnesota Department of Education, 2020-2021 data. 
  Note: District-level data do not contain data on teachers of multiple races/ethnicities 
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    Table 6. Comparison of Teacher and Student Demographics, Wayzata  
    Public Schools 

Teacher 
Demographics, 
Wayzata Public 

Schools 

% Student 
Demographics, 
Wayzata Public 

Schools 

% 

American Indian 0.00% American Indian 0.10% 
Asian 1.84% Asian 21.90% 
Black 1.57% Black 7.40% 

Hispanic 0.80% Hispanic 4.50% 
White 95.76

% 
White 60.40% 

Multiple 
Races/Ethnicitie

s 

- Multiple 
Races/Ethnicities 

5.60% 

    Source: Minnesota Professional Educator and Licensing Standards Board,  
    2019-2020 data. Minnesota Department of Education, 2020-2021 data. 
    Note: District-level data do not contain data on teachers of multiple  
    races/ethnicities. 

 
 
 
The research literature largely confirms the importance of race, ethnicity, and other demographic 
factors in a broad range of student-teacher interactions and academic outcomes. These findings 
hold important policy implications for diversity-based interventions, underscoring both the need to 
recruit and retain a teaching workforce that more closely resembles the diversity of our state’s 
classrooms, and the relevance of complementary interventions (such as anti-bias and cultural 
competency training) that give all teachers the tools, resources, and support needed to teach in 
increasingly diverse classrooms.     

Student Achievement by Race and Ethnicity: Wayzata & Orono Public Schools 
Both statewide and district-level data indicate a sizable gulf between the diversity of the state’s 
classrooms and its teaching workforce and substantial disparities across race and ethnicity in a 
range of academic metrics of achievement. Apart from Asian students, students of color lag behind 
their white peers in math and reading both statewide (Table 7) and in the Orono and Wayzata 
school districts (Table 8). 
 
 
 
         Table 7. Students Performing at Grade Level in Math  

    and Reading, Statewide 
Student 

Race/Ethnicity 
Math, 

Statewide                  
Averages 

Reading, 
Statewide 
Averages 

Asian 54.2% 54.3% 
American 

Indian 
25.9% 34.0% 

Black 26.5% 34.0% 
Hispanic 31.4% 38.2% 

Multiple Races 46.8% 54.1% 
White 62.9% 66.6% 

    Source: Minnesota Department of Education,  
    Minnesota Report Card, 2019 data. 
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                    Table 8. Students Performing at Grade Level, Orono and  

          Wayzata Public Schools 
Student 

Race/Ethnicity 
Math, 
Orono 

Reading
, Orono 

Math, 
Wayzata 

Reading, 
Wayzata 

Asian 81.5% 80.9% 91.3% 89.1% 
American 

Indian 
- - - - 

Black 25.0% - 35.0% 44.2% 
Hispanic 40.0% 60.0% 58.5% 69.7% 

Multiple Races 62.5% 67.9% 70.9% 76.0% 
White 73.7% 78.8% 80.4% 81.9% 

          Source: Minnesota Department of Education, Minnesota  
          Report Card, 2019 data. 
          Note: Missing data are generally data suppressed by MDE to  
          protect the identities of students. 

 
 
 
Overall, these data suggest that while students of color in the Wayzata and Orono school districts 
generally perform better than students of color statewide, they still experience sizable achievement 
disparities. These findings, combined with the overall discrepancy between the diversity of these 
school districts’ student populations and the demographics of their teaching workforce, suggest that 
teacher diversity and recruitment efforts may be one policy intervention that is both relevant and 
well-substantiated by prior research.  
 
To be sure, there is little practical value in seeing teacher diversity efforts in simplistic or mechanical 
terms, where exact pairing of teachers and students according to their demographic characteristics 
is viewed as the only mechanism to close the achievement gap. Instead, research supports efforts 
aimed at ensuring a diverse workforce that more closely approximates the diversity of these schools, 
and suggests that these efforts will be incomplete unless they are accompanied by other teacher-
supporting strategies aimed at helping all teachers – regardless of race or ethnicity – better serve and 
understand their increasingly diverse classrooms.   
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Early Childhood Education 
The literature review confirms that greater access to high quality education in a child’s earliest years 
results in better academic outcomes for students of color and low-income children.34 

Quality Early Childhood Education & Low-Income Households   
When considering the goals of early childhood education, policymakers are challenged by the 
competing priorities of access, quality, and affordability. Research shows that there is a significant 
difference in the quality of successful early childhood program implementation and, further, 
increasing access does not always lead to quality programming.35 Access to high quality early 
childhood education is positively correlated with better academic achievement and cognitive 
outcomes with greater gains for children from disadvantaged backgrounds (when compared to 
their more advantaged peers). Problematic, though, is that children from low-income families are 
generally enrolled in programming that is of lower quality. Table 9 shows that average household 
income in Orono and Wayzata is higher than statewide and neighboring metropolitan school 
districts. Conversely, Table 10 looks at median income by race in Orono and Wayzata and indicates a 
large gap between white (alone) households and Black or African American households.36 This 
finding indicates a significant earning disparity by race in Orono and Wayzata, which may adversely 
affect the quality of early childhood education and care available to lower-income non-white 
households.  
 
 
           Table 9. Household Incomes in Orono and Wayzata are High on Average 
    Comparison to Neighboring Communities, 2019 

Region Households 
surveyed 

Mean Median <$10k $10k-
$14,9k 

Minnesota 2,222,568 $96,995 $74,593 4.10% 3.40% 
Minneapolis 

Public School 
District 

181,833 $90,062 $65,889 6.80% 5.10% 

Robbinsdale 
Public School 

District 

42,987 $93,574 $71,535 4.50% 4.70% 

Orono 4,781 $211,325 $118,237 4.80% 2.40% 
Wayzata 27,646 $168,990 $136,255 1.60% 1.90% 

 Source: U.S. Census Bureau, American Community Survey, 2019 data  
 
 
 

 
Table 10. Racial Income Disparities in Orono and Wayzata  
Mirror Statewide Disparities 

                             Median Household Income by Race, 2019 
  Minnesota Orono* Wayzata

* 
White Alone $74,387 $121,094 $115,150 

Black or African 
American 

$37,811 $61,389 $79,625 

Asian $79,482 $250,00
0 

$154,345 

Hispanic or Latino $51,426 $26,136 $76,694 
Some other race $49,138 $36,250 $137,031 

Two or more 
races 

$57,670 $- $123,241 

Source: U.S. Census Bureau, American Community Survey, 2019 data 
*No data was obtained for American Indian or Alaska Native, or  
Hawaiian & Other Pacific Islander 
**Note that most Orono & Wayzata income data returned a  
significant margin of error of +10 to +122 
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Two state-level early childhood programs are particularly relevant from an economic standpoint and 
help illustrate where current state policy and investment priorities may be undermining access to 
quality early childhood education and care for low-income families. These early childhood programs 
include the Child Care Assistance Program (CCAP) and Early Learning Scholarships (ELS). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Minnesota’s Child Care Assistance Program 
The Child Care Assistance Program (CCAP), overseen by the Minnesota Department of Human 
Services (Appendix C), is the state’s main child care subsidy program for low-income children under 
age 13. CCAP pays a child care provider’s charge or, if less, a maximum hourly, daily, or weekly rate 
which is calculated based on state law (known as the “maximum rates”). There have been efforts to 
increase the CCAP reimbursement rates paid to child care providers for years, both because the 
state must meet the minimum federal threshold of setting reimbursement rates to the 25th 
percentile, and because having rates that are too low does not provide equal access to child care for 
low-income children. When the maximum rates are too low, child care providers are less likely to 
serve families who are receiving child care assistance. Providers who choose to continue serving 
these families often struggle to offer high quality care as they are challenged to attract and retain 
good staff, purchase sufficient supplies for programming, and maintain their facilities. These 
providers also either operate at a net loss when serving CCAP families, or must ask that these 
families pay the difference between the CCAP reimbursement and what they normally charge.37 
This means that low-income families have fewer options for child care than other families in 
Minnesota, and that the state’s financial support does not cover the full costs of the child care 
options that are available. 
 
In 2020, the legislature temporarily brought our state into federal compliance by setting the current 
maximum rates to at least the 25th percentile of prices reported in the 2018 market rate survey 
(meaning about 1 in 4 providers have their rates fully covered by the program).38 During the 2021 
special session, the legislature leveraged federal funds Minnesota received under the American 
Rescue Plan Act (ARPA) to again increase CCAP rates, this time to the 40th percentile for infants and 
toddlers and the 30th percentile for school-age children. The first rate increase will go into effect in 
November 2021 based on the 2021 market rate survey, and rates will increase again in 2025 based 
on the 2024 market rate survey.39 With these rate increases, child care providers will have more of 
their costs covered by the program, and families will have more child care options and fewer out of 
pocket expenses.  



15 
 

Despite this year’s CCAP rate increase, increasing maximum rates for CCAP will continue to be an 
important issue among child care advocates well into the future because the federally-
recommended benchmark to ensure equal access to child care for low-income children is to set the 
reimbursement rates to the 75th percentile of the rates that child care providers charge (i.e., with 
this higher reimbursement rate, about 3 out of 4 providers in Minnesota will have their child care 
rates fully covered by the state when accepting CCAP children).40 Increasing maximum rates to the 
75th percentile has been resisted at the legislature, however, given the substantial cost, indicating 
that additional rate increases will remain a top-priority among early childhood advocates in future 
legislative sessions.  
 
Separately, the other major CCAP issue among child care advocates is that because the program is 
underfunded, there is a waiting list in most counties to get on the program. Each month, about 
2,000 low-income families that are ineligible or not receiving child care assistance through the 
Minnesota Family Investment Program (MFIP) are on the waiting list for “Basic Sliding Fee” child care 
assistance,41 meaning they must pay out of pocket entirely or forgo child care altogether. While the 
legislature leveraged federal funds during the 2021 special session to temporarily eliminate the 
waiting list for the next three fiscal years,42 the state will need to increase investments in the 
program once this funding has ended in order to ensure that the waitlist does not continue to grow. 
As with CCAP maximum rates, an impending waiting list for Basic Sliding Fee child care suggests 
that additional state investments in the program will remain another top-priority among early 
childhood advocates at the state Capitol. 
 
Early Learning Scholarships Program 
The other major early childhood program, specifically focused on low-income children, is the Early 
Learning Scholarships (ELS) program, which is overseen by the Minnesota Department of Education 
(Appendix C). ELS is very similar to CCAP in that it is essentially an early education and child care 
subsidy for low-income children which aims to increase access to high-quality early childhood 
programs by bridging funding gaps with scholarships to eligible applicants. ELS has a slightly 
smaller reach, serving only children ages 0-4, but suffers from some of the same issues as CCAP: 
Underfunding and scholarship rates that do not reflect the full cost of care. Additionally, while CCAP 
incentivizes quality but does not require it, ELS requires that a provider have a Parent Aware rating 
which ensures that program recipients have access to higher quality care.   
 
While the original House omnibus bill provided a substantial increase in state ELS funding,43 this 
investment was not included in the final omnibus deal negotiated with the Senate during the 2021 
special session. Accordingly, advocates in this arena will likely continue to promote funding 
increases well into the future. As it is estimated that ELS funding only reaches 20 percent of the 
eligible population, it is evident that increased state funding support for this program would 
increase access to high quality early childhood education for low-income families.44 
 
 
 
 
 
 
 
 
 
 
 



16 
 

0%
10%
20%
30%
40%
50%
60%
70%

Math Science Reading Math Science Reading

ELL Students All Students

Students Meeting or Exceeding Assessment Standards
Percentage of ELL Students Compared to All Students 2019

English Language Learning in Minnesota  
Minnesota is an increasingly diverse state with a rapidly growing immigrant population. According 
to a 2018 report from the Migration Policy Institute (MPI), foreign-born individuals account for 8 
percent of the overall state population. Additionally, MPI’s analysis indicates that while Minnesota’s 
foreign-born population has slowed over the past two decades, our state’s growth is still double the 
national growth rate and exceeds the growth rate of the native-born population.45 Minnesota’s 
immigrant population is also an important economic resource to the state: In 2019, immigrant 
households contributed $2 billion in state and local taxes and $2.5 billion in federal taxes, with over 
18,000 immigrant entrepreneurs employing 2 percent of the state’s labor pool.46 As of 2015, English 
Language Learners (ELL) represented 21 percent of children between the ages of 0-8 in the state.47  
 
Additionally, state data show that as of 2020, 8.5 percent of all students enrolled in Minnesota public 
schools were classified as ELLs - a 2.3 percent increase over 2019 - and that the number has grown at 
a faster rate than overall student enrollment over the last five years.48 ELL students also constitute 
over 13 percent of all Minnesota students enrolled in preschool, and 37 percent of all students 
participating in Head Start Programs statewide, highlighting the importance of providing accessible 
and high quality education to the state’s ELL population at the early childhood stages.49 While ELL 
students represent only 3.6 percent of the student population in the Wayzata school district and 1.4 
percent of the student population in the Orono school district, these statewide trends suggest that 
linguistic diversity may become an increasingly important factor for these and other public school 
districts across the state.   

 
Like the achievement gap between students of color and their white peers, ELL students in 
Minnesota lag behind their English-proficient classmates in a range of educational metrics. State 
data show that, compared to all students, ELL students are less likely to graduate from high school in 
four years (67.2 percent graduate in four years, compared to 83.7 percent of all students), and are at a 
greater risk of dropping out (18.1 percent of ELLs dropped out of school in 2020, compared to 8.4 
percent of all students).50 Data also show that ELL students lag behind their peers in math, reading, 
and science achievement as well as in meeting statewide testing standards.51 Figure 1 compares ELL 
student performance on statewide assessments of math, science, and reading to statewide 
averages, showing the percentage of students that either “meet” or “exceed” achievement levels for 
their grade level. Table 11 shows the same data for math and reading, but compares ELL students in 
the Orono and Wayzata school districts to student performance in those districts overall (district-
level ELL data were not available for science assessments in Orono). 
 
 

Figure 1. Performance of ELL Students on Statewide Assessment Tests  
 

 
 
 
 
 
 
 
 
 
 

      
 
 

               
        Source: Minnesota Department of Education, Minnesota Report Card, 2019 data. 
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$42,793,557 $46,475,431 $45,091,858 $47,363,158 $45,960,309 

2016 2017 2018 2019 2020

State English Learner Funding
Minnesota School Districts, 2016-2020

 

 
Table 11. Performance of ELL Students in Orono and Wayzata on Statewide Assessment Tests, by Percent  
“Meeting” or “Exceeding” Standards 

Orono ELL Students Orono Students Overall Wayzata ELL Students Wayzata Students Overall 
Math   Reading Math Reading Math Reading Math Reading 

19% 17% 76% 79% 41% 26% 79% 81% 

           Source: Minnesota Department of Education, Minnesota Report Card, 2019 data.  
 
 
On average, ELL students in the Orono and Wayzata school districts perform better than their ELL 
counterparts statewide, but still experience significant gaps in achievement. While these data are in 
one sense intuitive - students still learning the dominant language of instruction will quite naturally 
lag behind their counterparts in a range of educational metrics - they nevertheless illustrate the 
sizable distance these students must travel to catch up to their English-proficient peers. These 
students are also more likely to experience a range of other socioeconomic disadvantages that 
make attention to their learning and development particularly critical in any efforts aimed at closing 
the achievement gap. 
 
With ELL families reporting twice as likely to live in poverty, in addition to lower rates of enrollment 
in early childhood education, there exists a high likelihood of linguistic, cultural, and other economic 
barriers to equitable access to high quality education.52 Census data also indicate that Minnesota’s 
foreign-born population, like the foreign-born population nationally, is more likely to live in poverty 
than the native population. This suggests that ELL students – even though they may be either U.S.-
born or foreign-born – are more likely to live in economically disadvantaged households than their 
peers. In fact, 17.6 percent of the state’s foreign-born population lives under the federal poverty level 
compared to 8.9 percent of the native population.53 The median per capita income for Minnesota’s 
foreign-born population – $30,138 between 2015 and 2019 – trailed the median per capita incomes 
of the native-born population ($37,828) substantially over this time-period.54 The foreign-born 
population also has lower levels of overall educational attainment, suggesting they are more likely to 
live in households where parents may have little to no experience with both the U.S. school system 
and post-secondary education. Indeed, 25 percent of Minnesota’s foreign-born population age 25 
and older has less than a high school diploma (compared to 4.6 percent of the native-born 
population), and only 18 percent has a bachelor’s degree (compared to 42 percent of the native-born 
population).55 
 
Despite these educational and socioeconomic disparities, state funding for ELL education has 
remained relatively stagnant over the past five years (Figure 2),56 causing many districts across the 
state to cross-subsidize their ELL programs with general education funding.57  
 

       Figure 2. State Funding for ELL Education 
 
 
 
 
 
 
 
 
 

                                   Source: Minnesota Department of Education, English Learners in Minnesota  
       Report, 2020-21.  
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According to state data, statewide district shortfalls for ELL education totaled over $106 million in 
fiscal year 2019, with the school districts in the Twin Cities metropolitan area accounting for $84 
million of that amount. The Orono and Wayzata school districts have sizable funding shortfalls in this 
area: Orono public schools had a $121,741 ELL funding shortfall in fiscal year 2019, while Wayzata 
public schools had a shortfall of $828,765 (Table 12).58  
 

             Table 12. ELL Revenues and Expenditures: Orono & Wayzata School Districts, FY19  
District  ELL Revenue  ELL Expenditures State Aid Shortfall  

Orono Public Schools $25,692.64 $147,434.19 -$121,741.55 
Wayzata Public Schools $295,538.38  $1,124,304.37 -$828,765.99 

              Source: Minnesota Department of Education, ELL Revenue and Cross-Subsidy, FY 2019.  
 
 
These factors underscore the importance of additional investments in ELL education, as well as other 
strategies aimed at addressing the educational gaps that currently exist between Minnesota’s 
growing population of ELL students and their English-proficient counterparts.  
 
The policy-oriented research generally points to three considerations that should be weighed by 
practitioners seeking to understand and ultimately address the achievement gaps experienced by 
ELL students and their English-proficient counterparts: (1) The extent to which assessment and 
measurement results for language-learners should be interpreted cautiously, with significant 
attention paid to testing accommodations and other cultural supports; (2) the disproportionate 
impact of socioeconomic and other instructional factors on ELL students; and (3) the extent to which 
instructional designs, while debated extensively within the research literature, may matter less than 
ELL funding and school personnel considerations.  
 
While attempts to close the achievement gap between ELL students and their native English-
speaking peers should be evidence-based, model-based considerations (e.g., immersion versus 
bilingual approaches) may be less imperative than efforts aimed at providing the necessary 
educational resources to ELL students in the first place.   
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Recommendations 
 
Education Advocacy 
The development of an advocacy agenda and strategy requires an in-depth understanding of the 
context and nuance within the organization and the community. Our research suggests that 
consultation with diverse constituents and stakeholders should be spent, first, in the formation of a 
policy committee who can then begin developing the advocacy agenda and platform for GE. Our 
broad recommendations for advocacy based on our research and semi-structured interviews with 
other advocates in the education policy field include:     

• Establish a GE policy committee, composed of diverse stakeholders from within and 
outside the Orono and Wayzata school districts. A policy committee, or other like group, 
would serve to establish GE’s education advocacy agenda and platform. The diversity of 
the committee and strength of the framing around the advocacy agenda will be critical to 
the success and influence of GE’s future advocacy efforts. 
 

• Establish a mechanism for continuous youth input on policy and priorities, such as 
through a youth policy sub-committee or youth policy advisory committee (YPAC). While 
our team has provided a menu of policies, investments, and programs that are important 
among statewide advocates, these opportunities will need to be connected to the values, 
priorities, and experiences of local students. Advocates we interviewed lamented that 
youth were often overshadowed or overlooked in policy conversations dominated by 
adults. A formalized process for ongoing youth-led input on policy would ensure that 
platform adoption aligns with students’ concerns, and provide a forum for additional ideas 
to emerge. 
 

• Commit to continuous, sustained engagement in the legislative and policy process, 
through bill tracking and committee attendance. Many advocates we spoke to 
underscored the long-term nature of their advocacy efforts, and the fact that successful 
advocates took “the long view” and recognized the need for persistent efforts at the 
Capitol. Successful advocates have a constant presence to understand what major players 
are discussing, and an easy way to get involved is simply to “show up.” Regularly attending 
the education and early childhood finance and policy committees, for example, is a 
relatively straightforward way to stay engaged and up-to-date with what advocates and 
legislators are talking about, as well as build connections. 
 

• Adopt a story-centered approach to advocacy, such as through committee letters and, 
eventually, hearing testimony. Many advocates we interviewed noted that the most 
effective advocates placed the narratives, perspectives, and voices of their constituents at 
the center of their efforts. The advocates we interviewed were also often the same 
advocates that had submitted letters of support or opposition to pieces of legislation we 
analyzed, or who provided live testimony at hearings. Once GE has adopted its platform, 
sharing the stories of GE’s constituents is a next step. Committee letters and testimony - 
particularly testimony from those most impacted by policies or programs - is one powerful 
way for GE to frame its priorities and tell its story.  
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• Consider becoming a host organization for the Capitol Pathways internship program. The 
Capitol Pathways program, sponsored by the Citizens League, places college students who 
are Black, Indigenous, or People of Color (BIPOC) in paid internships with host 
organizations.59 Interns gain exposure to legislative leaders, build relationships at the 
Capitol, and develop experience in public policy. An intern could help GE with its policy 
committee, provide valuable youth-centered insights for GE’s agenda, track education-
related legislation, and help GE build connections with local BIPOC students to foster 
interest in policy advocacy. 
 

• Participate in opportunities for networking, coalition-building, and collective action, such 
as through “lobby days” or “days at the Capitol.” Many advocates we spoke to underscored 
the importance of building broad coalitions, aligning with other organizations on specific 
issues, and fostering change collectively. As an example, many organizations host or 
participate in a “day at the Capitol,” which galvanizes interest among constituents, allows 
organizations to connect with lawmakers on their priorities, and helps advocates build 
relationships with similar organizations. GE should consider joining already-established 
lobby days, such as those focused on educational equity or early childhood education,60 or 
connecting with like-minded groups already active in advocating on these topics to 
establish its own annual event at the Capitol.  

Page Amendment 
We cannot recommend that GE incorporate support for the Page Amendment into its platform of 
policy and funding priorities. Our review of the main arguments made in the Page Amendment’s 
favor uncovered a series of concerning questions that, barring supporting evidence, dramatically 
limit the practical value of a state constitutional amendment as a means to closing the achievement 
gap, and in fact suggest that endorsement of the measure should be viewed with caution. These 
questions include:  

• Efficacy concerns that the proposed amendment would have an actual, measurable effect 
on academic outcomes; 
 

• concerns that the removal of constitutional language with both established legal 
precedent and funding implications may adversely affect all students, and in particular 
communities of color; and  
 

• numerous unknown variables as they relate to increasing legal actions and court battles 
which include added legal costs, increased vulnerabilities of school districts and school 
personnel to litigation, and potential adverse impacts for teacher recruitment and 
retention in the state. 
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Policy, Investment, and Program Opportunities for Consideration 
In addition to our broad recommendations for advocacy, our team has also identified a series of 
policy-, investment-, or program-specific opportunities for GE to either consider adopting as a part of 
its platform, or become further engaged in as an organization. The opportunities are based on our 
scan of the current education policy landscape, analysis of passed and unpassed legislative 
proposals, and supported by our review of the empirical literature.  

Teacher Diversity 
We recommend that GE incorporate a range of teacher diversity and teacher training interventions 
into its platform of policy and funding priorities. Our analysis of district-level data shows that the 
racial/ethnic diversity of the student body is not reflected in the teacher workforce - a finding that is 
also true at the state level. For example, close to 40 percent of students in Wayzata are non-white 
compared to less than 5 percent of teachers. In addition, existing research shows that many student 
achievement measures - such as test scores and grades - improve when students have access to 
teachers with similar demographic backgrounds.   

Our landscape scan reveals several possibilities for engaging in policy, as well as programs and 
organizations to align with in the future. Many of these possibilities are based on the Increase 
Teachers of Color Act (ITCA),61 which has been put forward each year since 2019, and which has 
received substantial support among advocates.62 While some of these policies and investments have 
been enacted by the legislature this year, others will need to be pursued in future years and will 
require sustained support from advocates. Specific policy proposals and funding opportunities GE 
should consider include: 

• Setting statewide goals to increase the number of teachers of color and American Indian 
teachers to reflect the state’s increasingly diverse population and to ensure all students have 
equitable access to effective and diverse teachers by 2040. Advocates put forward legislative 
language during the 2021 session setting a state goal of increasing the percentage of teachers 
of color or American Indian teachers by at least two percentage points per year. While this 
provision did not make it into the final education omnibus bill, it will likely reemerge in future 
sessions as a concrete way to enshrine in statute the state’s commitment to achieving a 
diverse teacher workforce. Moreover, this goal might also help generate buy-in at the local 
level, with advocates working to ensure that similar goals are incorporated into district-level 
strategic plans.  
 

• Easing teacher licensing and exam requirements to reduce barriers for teachers of color. The 
ITCA includes a number of licensure reforms aimed at eliminating costly licensing exams for 
teachers prepared in Minnesota that have already demonstrated meeting numerous content 
and pedagogy standards. In particular, the legislation eliminates Tier 3 and Tier 4 pedagogy 
and content exam requirements for candidates who have completed PELSB-approved 
preparation programs in Minnesota or who have completed similar preparation programs in 
another state and passed licensure exams in that state. The legislation also requires testing 
centers to provide regular opportunities for extended time content and pedagogy exams, free 
preparation materials, and requires that a candidate who has not passed an exam after two 
attempts to be allowed to retake the exam for free. This provision did not make it into state 
law during the 2021 session, indicating that it will remain an important policy priority among 
advocates. 
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• Support and participation in the Grow Your Own program. This year’s education omnibus bill 
provided $13 million per biennium (a $10 million increase) to expand the Grow Your Own 
program. Grants will be directed to school districts to provide tuition scholarships or stipends 
to school district employees, community members, or secondary students who are people of 
color or American Indian and want to become teachers. Grow Your Own grants support 
partnerships between teacher preparation programs, community organizations, and school 
districts, to recruit and support local community members or secondary students in their 
pursuit of becoming licensed teachers.63 We recommend that GE foster participation in this 
program among its school district partners, and support continued state investments in the 
program. 
 

• Support and participation in the Come Teach in Minnesota program. The 2021 legislature 
provided $400,000 per biennium to support schools recruiting and offering hiring bonuses 
for licensed teachers who are American Indian or a person of color from another state or 
country. The funding is designed to meet staffing needs in areas where the ratio of teachers of 
color or American Indian teachers is less than the ratio of students of color or American 
Indian students. We recommend that GE foster participation among its school district 
partners, as the new program will need advocates at the local level to encourage school 
officials to apply. Sustained advocacy will also be needed to ensure the program becomes a 
long-term state funding commitment.  
 

• Support increased funding for the Collaborative Urban and Greater Minnesota Educators of 
Color program, which provides grants to local colleges and universities with PELSB-qualified 
teacher preparation programs to directly support students of color and American Indian 
students in their pursuit of becoming teachers.64 While the original House omnibus bill 
included additional state funding to increase grants for the program, this investment was 
excluded from the final budget. This program will need continued support in future 
legislative sessions given the high and increasing cost of college and the fact that students of 
color are more likely to come from low-income families for whom the cost of college 
education is prohibitive.  
 

• Support for BIPOC-specific mentorship, induction, and retention programs. In 2019, the 
legislature amended state statute regarding teacher mentorship to include specific provisions 
(and state funding commitments) geared specifically toward the mentorship, induction, and 
retention of teachers of color and American Indian teachers.65 The 2021 legislature provided 
approximately $4.7 million per biennium for the development and expansion of mentoring, 
induction, and retention grant programs designed for teachers of color or American Indian 
teachers. Advocates will need to push local-level officials and districts to submit applications 
and commit to the grant requirements, and provide sustained pressure on lawmakers for 
continued investments in these programs.  
 

• Collaboration with Girls in Action. The 2021 legislature provided $1.5 million in fiscal year 2022 
to the Girls in Action program to enable the organization to sustain current programs 
supporting low-income girls of color and to expand program sites to suburban schools with 
growing ethnic diversity among students. Working in tandem with local school districts, Girls 
in Action matches girls of color with successful women leaders who provide mentorship in 
community service learning experiences, leadership development, career planning, and 
academic achievement.66 Given the shortage of teachers of color in the state, Girls in Action 
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provides an alternative pathway for girls of color to gain exposure to mentors with similar 
demographic backgrounds. We recommend that GE collaborate with Girls in Action and 
forge a connection between the organization and the Orono and Wayzata school districts.  
 

• Collaboration with Black Men Teach Twin Cities. The 2021 legislature provided $750,000 in 
fiscal year 2022 to enable Black Men Teach Twin Cities to establish partnerships with eight 
school district elementary schools in order to increase the number of Black male teachers at 
each school site. Black Men Teach Twin Cities supports Black men in becoming teachers 
through recruitment, assistance in program selection, financial support, school placement, 
and ongoing mentorship and coaching.67 The organization currently has six partnerships with 
Twin Cities area elementary schools, and a number of higher education and community-
based nonprofit partners.68 We recommend that GE consider collaborating with Black Men 
Teach Twin Cities, and foster a partnership between the organization and the Orono and 
Wayzata school districts. 
 

• Joining the statewide teacher recruitment and marketing campaign. The 2021 legislature 
required PELSB to develop a teacher outreach and marketing campaign aimed at elevating 
the teaching profession and recruiting high school and college students of color and 
American Indian students, as well as adults from racial and ethnic groups underrepresented 
in the teaching profession, to become teachers. Grant funds, totaling $500,000 per 
biennium, will be awarded to organizations that demonstrate capacity to reach wide and 
varied audiences of prospective teachers, and which partner with educators, schools, and 
racially diverse communities. We recommend that GE, which already has an established 
collaborative relationship, consider joining this campaign and becoming a visible advocate for 
these recruitment efforts.  
 

• Support for Equitable School Enhancement Grants, a proposal championed by ITCA 
advocates this year. The grants are aimed at supporting elements of districts’ world’s best 
workforce plans that address issues of curricular, environmental, and structural inequities in 
schools that create opportunity and achievement gaps for students, families, and staff who 
are of color or American Indian. Nonprofit social services organizations may be well-situated 
to impact implementation efforts at the local level given their expertise in the socioeconomic, 
environmental, and structural factors contributing to disparities in and outside the classroom. 
While this investment did not make it into the final omnibus bill during the 2021 legislative 
session, GE may consider joining ITCA advocates in pursuing these investments in the future. 
 

• Support for state investments in teacher anti-bias training, trauma-informed training, non-
exclusionary discipline training, and tribal relations training. Further interventions pursued by 
advocates that are supported by our analysis of the research literature include additional 
statewide investments in culturally-responsive training and professional development 
opportunities for teachers. Outside of a one-time investment in non-exclusionary discipline 
training, these investments were largely left out of this year’s education budget. Accordingly, 
these interventions will need continued advocacy at the state Capitol to help ensure that 
school districts have the financial support they need to develop a diverse and culturally-
competent teaching workforce.    
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Early Childhood Education 
We recommend that GE integrate a range of proposed state funding increases for early childhood 
education and care into its platform of policy and funding priorities. Greater access to high quality 
education in a child’s earliest years results in better academic outcomes. Minority children from low-
income families, on average, perform worse on indicators of academic achievement than their more 
advantaged peers. Based on both the income and academic achievement data retrieved for Orono 
and Wayzata districts and in consideration of the growing diversity within these districts, the policy 
area around early childhood education and care will become an increasingly urgent issue. Strong 
advocacy for this issue is of particular concern given the racial and ethnic economic disparities in the 
state and the high cost of early childhood education and child care. Specific proposals GE may 
consider supporting include: 
 

• Increasing state obligations for the Early Learning Scholarships (ELS) program. Currently, 
the value of early learning scholarships - currently capped at between $7,500 and $10,000 
- does not cover the full cost of child care for many low-income families, and many eligible 
families are left out of the program.69 Advocates will need to continue to press lawmakers 
to invest in the true cost of early learning and care. State funding obligations for the ELS 
program is of particular concern for low-income families, as inadequate funding for state-
subsidized care greatly curtails early learning and child care program access and increases 
out-of-pocket expenses. Increased state investments for the ELS program were left out of 
this year’s education budget, suggesting that advocates will continue to press lawmakers 
for higher funding levels in future sessions. 
 

• Raising maximum rates paid for the Child Care Assistance Program (CCAP) to the 75th 
percentile of the most recent child care market rate survey. Currently, maximum 
reimbursement rates paid under CCAP are set at the 25th percentile, meaning that only 
about one in four providers across the state have their child care rates fully covered when 
accepting children participating in the program. Having CCAP rates too low harms child 
care providers, reduces access to child care, and increases out-of-pocket costs for low-
income families and their children. While CCAP rates will increase to the 40th percentile 
for infants and toddlers and the 30th percentile for school-age children as of November 
2021 due to legislative action this session, advocates will need to continue to press state 
lawmakers to raise CCAP rates to the federally-recommended benchmark of the 75th 
percentile, which will help ensure that the state’s low-income children and families have 
equal access to quality early education and child care. 
 

• Eliminating the CCAP Basic Sliding Fee Waitlist. Many low-income families who do not 
receive child care assistance through the Minnesota Family Investment Program (MFIP) 
qualify for “basic sliding fee” (BSF) child care assistance. While MFIP child care is a fully-
funded entitlement program, BSF child care assistance has a capped General Fund 
appropriation, causing many counties to have long waiting lists. Though the 2021 
legislature leveraged federal COVID-19 relief funds to “buy down” the waitlist for the next 
three fiscal years, advocates will need to continue pressing lawmakers to fully-fund the 
state’s BSF child care assistance program. After the temporary infusion of federal funds, 
additional state commitments will be necessary to ensure that no low-income family is 
placed on a waiting list before their children can have access to low-cost, high-quality 
early education and care. 
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• Participation in the Great Start for All Minnesota Children Task Force. This year’s human 

services omnibus bill includes the creation of a task force that will develop strategies to 
meet the goal of all families in the state having access to affordable, high-quality early care 
and education, for children from birth up to age five, that enriches, nurtures, and supports 
children and their families. The task force, to be convened by the Children’s Cabinet, will 
include child care professionals, early childhood education advocates, lawmakers, and 
members of relevant state agencies, and be tasked with developing strategies and 
recommendations to ensure that a child’s “access to high-quality early care and education 
is not determined by the child's race, family income, or zip code.”70 We recommend that 
GE participate in this task force, as it will no doubt provide a forum for future advocacy 
efforts and collaborative policy interventions.  
 

• Increased attention to and fundraising for CfK. Given the importance of early education 
and care in a child’s long-term educational development and academic outcomes, we 
recommend increased attention and fundraising to Caring for Kids (CfK). This already-
established program provides a natural connection to other early childhood advocates, 
and participation in policy forums like the Great Start task force would allow GE to both 
increase attention to the CfK program and make inroads with other advocacy 
organizations working in this space. Increased funding for early childhood programs serves 
to extend the reach and impact of state and local programs (i.e., CCAP, ELS, and CfK) to 
low-income communities. Further, it serves to both increase access and reduce 
immediate and long-term disparities to impacted communities in the Orono and 
Wayzata districts. 
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English Language Learners 
We recommend that GE support additional state investments geared specifically toward English 
language learners. While the population of ELL students has increased, state financial obligations to 
school districts have remained stagnant, making increased funding for ELL education one of the 
most critical issues for school districts in the state. Research indicates that ELL students are more 
likely to come from disadvantaged socioeconomic backgrounds than their peers, underscoring the 
critical need for ensuring that additional resources are targeted toward this population of students. 
Accordingly, the primary policy intervention we recommend GE consider as a part of its policy and 
investment priorities relates to ELL financing:  

• Reduce and eventually eliminate ELL cross-subsidies. Statewide, many school districts must 
cross-subsidize their ELL programs with general education dollars because state support for 
ELL education has failed to keep pace with inflation and the state’s increasing linguistic and 
cultural diversity. Reducing and eliminating the ELL cross-subsidy was also a main 
recommendation of the 24-member School Finance Working Group convened by the 
commissioner of education in 2019 to address school financing inequities,71 and the proposal 
continues to be a main priority of organizations such as the Association of Metropolitan 
School Districts and the Minnesota Educational Equity Partnership.72  

While this year’s education omnibus bill provided an additional $2 million each year through fiscal 
year 2025 in additional financial support to supplement school districts’ English learner revenue, this 
is a substantial reduction from the proposal pushed by advocates and included in the original House 
omnibus bill earlier this year. That proposal would have provided districts with approximately $30 
million per biennium in ELL cross-subsidy reduction aid. 
 
Research also indicates that, in addition to socioeconomic barriers, ELL students are more likely to 
be in classrooms where teachers feel underprepared or under-resourced to serve them. Accordingly, 
we recommend that: 

 
• GE, in tandem with its school district partners, engage its ELL specialists and teachers who 

have experience serving ELL students to better understand the unique training or resource 
needs of these instructors. These insights may generate new priorities for ELL instruction that 
could help inform both local and statewide advocacy efforts, and supplement broader and 
more general advocacy efforts around school ELL funding.  
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Study Limitations 

Our project employs a mixed-methods research design that includes a landscape scan of the most 
important equity- and disparities-related issues in the field of education policy, consultation of the 
empirical research literature, semi-structured interviews, and analysis of both statewide and district-
level data on disparities and inequities in Minnesota and the Wayzata and Orono school districts. 
While this approach was driven primarily by the need for our team to both understand the broad 
policy environment of education at the state level and more specific disparities found in each of 
these districts, each of these methods has a series of limitations within the context of our project: 

1.     Like policy areas such as human services, health, or employment, the policy area of education 
is an enormous field with a multitude of debates, approaches, policies, and funding streams. While 
our initial landscape scan helped orient our team to key policy themes relevant to the 
achievement gap and guided our deeper exploration into specific sub-themes within this arena, it 
was necessarily limited to a few influential advocacy organizations and the most important pieces 
of recent legislation. While our research design includes a more comprehensive landscape scan of 
advocacy organizations and issues, it will nevertheless only capture a high-level slice of this broad 
and complex field. 

2.     In addition to the breadth of debate within the education policy landscape, the scholarly 
literature related to education is similarly vast, with myriad research traditions and focus areas. 
Consequently, our team could only investigate at a deep level three major areas identified by our 
landscape scan within the context of our summer project – teacher diversity, early childhood 
education, and English language learning – and each of these areas alone represent sizable and 
diverse scholarly debate. While our team believed any recommendations for policies GE might 
adopt as a part of its legislative or policy platform should be grounded in evidence-based research, 
there are other broad policy areas relevant to educational disparities – such as school discipline, 
school curricula, and more systemic concerns over racial and economic inequality – that could not 
be addressed at any depth within the context of our project. 

3. While our semi-structured interviews provided rich insights into the education policy 
landscape and strategies for advocacy, our team recognizes that these insights are based on a 
small sampling of advocates working in this arena. Though our interviews provided an important 
supplement to the other components of the project, a longer-term project would allow for a larger 
and more representative sample of organizations.  

4.     Finally, since our client’s primary interest was in gaining an understanding of the overall 
education policy landscape at the state level, our consultant team was limited in its ability to 
simultaneously assess more granular issues that may be specific to the Orono and Wayzata school 
districts. Accordingly, while we believe the broad policy themes and recommendations we identify 
are relevant for addressing racial and ethnic disparities for school districts generally, they will likely 
have the most impact when considered in tandem with close consultation with the students, 
families, and school officials who experience these school districts’ disparities or inequities most 
directly.  
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Conclusion 

Educational disparities across race, ethnicity, 
and socioeconomic status are well-
documented and these disparities are present 
even in otherwise high-performing school 
districts such as Orono and Wayzata public 
schools. While students in Orono and Wayzata 
public schools on average have high levels of 
achievement across a range of academic 
metrics, the successes of these districts are not 
broadly shared across all racial or ethnic 
groups. While the exact causes of these 
disparities are complex, the contemporary 
political environment suggests that now is a 
time where heightened awareness may be 
translated by public institutions and private 
advocates into sustained and collective action.  
 
The Great Expectations initiative, as a 
collaborative effort between two high-
performing public school districts and a social 
services nonprofit with decades of experience 
serving low-income and underserved 
communities, is well-positioned to advocate 
for more equitable academic outcomes in a 
policy environment where the window of 
opportunity to make lasting change is 
arguably wider now than it has been in 
decades. Though no single solution will solve 
the academic disparities present both 
statewide and in the Orono and Wayzata  
 

 
 
school districts, our analysis reveals a number 
of salient policy areas where Great 
Expectations can join other advocates in 
pressing both state lawmakers and local 
leaders in making lasting interventions. 
 
While the Page Amendment has surfaced an 
important conversation around educational 
equity for the state of Minnesota, we find that 
the efficacy of a constitutional amendment in 
addressing Minnesota’s educational disparities 
is at best symbolic, and at worst raises a series 
of legal concerns for school districts, 
educators, and students across the state. 
Instead, our investigation has elucidated a 
series of policy interventions that are both 
well-supported by the empirical literature, and 
particularly relevant to the disparities found 
statewide and at the local level in GE’s service 
area. While policy interventions are neither 
new nor the only solutions, we hope the 
programs and policies raised by our analysis 
provide a strong foundation for GE’s entry into 
the education policy landscape around 
educational disparities, and allow the initiative 
to become another important advocate in a 
broader conversation about how our state can 
help ensure that all students, regardless of 
their demographic background, have the 
educational resources and support needed to 
succeed.  
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Appendix A: Methodology 
Since our client’s primary interest was gaining a better understanding of the education policy 
landscape at the state level, the organizations active in this arena, and the major policy areas being 
debated, our research design and data collection process began by first answering research 
question one, which focuses on understanding the overall education policy landscape at the state 
level, and how key policy debates relate to disparities experienced by students in the Orono and 
Wayzata school districts. To do this, we conducted an initial landscape scan of the organizations 
active in this policy field, paying particular attention to their legislative platforms and stated policy 
goals.  
 
Since major pieces of legislation, such as each legislative session’s omnibus finance and policy bills, 
often represent the cumulative policy interests, funding priorities, and advocacy efforts of a wide 
range of political actors, we supplemented our initial scan of key organizations active in the arena by 
analyzing major provisions of the biennial omnibus education finance and policy bill for fiscal years 
2022-23,73 which provided further insights into specific education policies and investments being 
debated at the state Capitol. We also supplemented our analysis of the education omnibus bill with 
an analysis of the major provisions of this year’s health and human services omnibus bill that are 
relevant to early childhood education and care.74 
 
To help our team answer research question two, which focuses on the empirical evidence that exists 
to support particular policy interventions that might be taken up by Great Expectations as a part of 
its legislative and policy platform, our team conducted a comprehensive review of the theoretical 
and empirical literatures around key policy themes identified during our landscape scan.  
 
In preparing to answer research question three, we consulted expert literature focused on policy 
advocacy interest group coalitions.75 We also conducted a series of semi-structured interviews with 
members of established policy work groups and a Wayzata school board member. The goal of these 
interviews was to garner best practices and anecdotal evidence for other local organizations, 
specifically GE, seeking to develop an advocacy agenda focused on increasing educational access 
and outcomes.  
 
Finally, in order to triangulate the research findings uncovered during our landscape scan and 
review of the academic literature, we analyzed administrative data on statewide and district-level 
metrics of academic achievement and outcomes, as well as other relevant demographic 
characteristics that would inform our understanding of state- and district-level disparities. This 
analysis served to answer research question four, which focuses on how disparities at the state level 
relate to disparities in the Orono and Wayzata school districts, and how particular policy 
interventions being advocated at the state level relate to those disparities. In the following sections, 
we outline the methods used for our landscape scan, literature review, interviews, and analysis of the 
administrative data in greater detail.  
 
Education Policy Landscape Scan  
In analyzing the legislative platforms and mission and vision statements of the key organizations in 
the education policy field, as well as major provisions of the 2021 legislative session’s education and 
human services omnibus bills, we identified a number of primary policy themes and sub-themes 
that were consistent focal areas of these organizations or the state legislature.   
 
This initial scan elucidated five primary debates occurring at the state level, including: (1) Efforts to 
recruit and retain a more diverse teaching workforce; (2) policies aimed at addressing disparities in 
disciplinary actions between students of color and their white peers; (3) curricula changes aimed at 
providing more culturally-relevant instruction, as well incorporating ethnic studies or other topics 
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regarding the role of race, ethnicity, and racism into core standards; (4) additional investments in 
early childhood education, particularly for students from low-income families; and (5) programming 
and funding for English language learners. Further, we conducted a cross-examination of the major 
policy themes and the organizations of particular interest to our client (Appendix C).  
 
Table 1 outlines the major themes and policy sub-themes identified from this landscape scan and 
our analysis of major provisions in this year’s education and human services legislation. Given the 
breadth of these topics within the academic literature, our team utilized interviews with our client to 
further narrow the scope of our analysis to three policy areas of particular relevance to the Wayzata 
and Orono school districts: (1) Efforts to recruit and retain a diverse teacher workforce; (2) 
investments in early childhood education; and (3) programming and instructional practices for 
English language learners. The Page Amendment, which had not surfaced in our initial landscape 
scan, emerged as an additional topic of particular concern for our client during our interviews, and 
was subsequently added as the fourth policy area for our investigation.  

Table 1. Major Education Policy Themes and Policy Sub-themes 
Major Policy Themes Policy Sub-themes 

Teacher Diversity, Recruitment, and 
Retention 

• Teacher recruitment grants and 
incentives 

• Funding for advising, professional 
development, and retention 

• Cultural competency training  
• Equity, diversity, and inclusion training  
• Licensure reform 

School Discipline • Non-exclusionary discipline policies 
• Anti-bias school personnel training 

Early Childhood Education and Care • Investments in early learning programs 
• Investments in child care programs 
• Increased access to pre-k education 
• Quality ratings and incentives for quality  

Curricula Changes • Ethnic studies curricula 
• Anti-racist curricula  
• Culturally-sustaining and relevant 

curricula 
• American Indian history and culture 

curricula  
English Language Learning • Investments in English language 

learning 
• Recruitment of ELL teachers  
• Reductions in ELL “cross-subsidies” 

Source: Authors’ analysis of H.F. 1065 and H.F. 2128, 2021 Regular Session, and select advocacy 
organization legislative platforms and mission and vision statements  

 
The environmental scan model (Appendix D & E) was developed as a reference tool and is an 
overview of the primary organizations who oversee, develop, or deliver educational programming 
and services with a focus on educational equity. Limiting this approach is the multitude of 
organizations in the educational equity space. We are confident that these models, while not 
exhaustive, are robust and provide a high-level overview of the organizations in this policy field.   
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Interviews 
Semi-structured 30-minute interviews were conducted with key members of established education 
advocacy organizations as well as one member of the Wayzata school board. An interview guide 
(Appendix H) was developed to glean practical and experiential data around four major themes: (1) 
Developing an advocacy agenda; (2) successful organizations in this policy field; (3) advocacy services 
or best practices; and (4) scope, impact, and expectations. Interviewees were chosen from 
organizations identified by our client as well as organizations with tenure and reputation in the 
policy field. Interviews were held virtually and consent to record was explicitly received from each 
interviewee. Transcripts were reviewed and thematically coded to elicit recurring themes and 
anecdotal evidence that may serve to assist GE in developing an advocacy agenda and strategy.  
 
Literature Review 
Given the breadth of the academic literature relating to the major policy themes identified by our 
initial landscape scan, our team utilized interviews with our client to narrow the scope of our analysis 
to three policy areas of particular relevance to the Wayzata and Orono school districts: Efforts to 
recruit and retain a diverse teacher workforce; investments in early childhood education; and 
programming and practices for English language learners. The Page Amendment emerged as a 
topic of interest for our client and was subsequently added as the fourth policy area for our 
investigation. Drawing on committee hearing documents (the Page Amendment) and evidence 
from the research literature (teacher diversity, early childhood education, English language learning, 
and education advocacy), our literature review provides a synthesis of the most salient arguments 
occurring in each of these arenas, empirical evidence that exists for or against each of these policy 
interventions in the context of the achievement gap, and potential strategies to pursue when first 
entering the policy advocacy space (Appendix B). 
 
Administrative Data  
Administrative data on metrics of academic achievement and outcomes, as well as student 
demographics, were retrieved primarily from the Minnesota Department of Education (MDE). This 
included analysis of both state-level and district-level data found in MDE’s “Minnesota Report Card,” 
an online data dashboard of various student achievement metrics and demographic characteristics, 
and analysis of recent MDE reports. We also retrieved data on teacher demographics from the 
Minnesota Professional Educator and Licensing Board (PELSB), which retains demographic data 
submitted by school districts for both teachers and other school personnel. Finally, we analyzed data 
from the U.S. Census Bureau’s American Community Survey and data compiled by the state 
demographer’s office to round out our assessment of state- and district-level socioeconomic factors 
that may be relevant to educational disparities and the achievement gap. 
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Appendix B: Literature Review 
Introduction 

Our consultant team began our review of the academic literature and other documentation 
relevant to our project for Great Expectations by first conducting an initial landscape scan of the 
primary debates occurring around the achievement gap and educational equity at the state level. 
Since the academic literature concerning disparities in educational achievement, opportunity, and 
outcomes is vast, our team utilized our initial landscape scan of the various policy and legislative 
platforms of key advocacy organizations operating in this arena, as well as analysis of major 
provisions in the as-yet unpassed biennial omnibus education finance and policy bill for fiscal years 
2022-23,76 to refine the list of topics that we would research further. This initial scan elucidated five 
primary debates occurring at the state level in the education policy arena, including (1) efforts to 
recruit and retain a more diverse teaching workforce in a state with a yawning discrepancy between 
the diversity of its student population and its predominantly white workforce; (2) policies aimed at 
addressing disparities in disciplinary actions, particularly between students of color and their white 
peers; (3) curricula changes aimed at providing more culturally-relevant instruction, as well 
incorporating ethnic studies or other topics regarding the role of race, ethnicity, and racism in 
American society into core standards; (4) additional investments in early childhood education, 
particularly for students from low-income families; and (5) programming and funding for English 
language learners, a population that continues to grow in the state.  

Given the breadth of these topics within the academic literature, our team utilized interviews 
with our client to further narrow the scope of our analysis to three policy areas of particular 
relevance to the Wayzata and Orono school districts: Efforts to recruit and retain a diverse teacher 
workforce; investments in early childhood education; and programming and instructional practices 
for English language learners. As our client has indicated an interest in developing an education 
advocacy agenda, we reviewed literature in regards to recommended practices and theoretical 
frameworks for engaging in advocacy efforts. The Page Amendment, which had not surfaced in our 
initial landscape scan, emerged as an additional topic of interest for our client, and was 
subsequently added as the fourth policy area for our investigation. Drawing on committee hearing 
documents (the Page Amendment) and evidence from the research literature (teacher diversity, 
early childhood education, and English language learning), this literature review seeks to provide an 
overview of the most salient arguments occurring in each of these arenas, as well as the empirical 
evidence that exists for or against each of these policy interventions in the context of the 
achievement gap.         
 
The Page Amendment 

The Page Amendment was co-authored by Neel Kashkari, president of the Federal Reserve 
Bank of Minneapolis, and Alan Page, former Minnesota Supreme Court Justice. First proposed in 
2020 on the heels of a well-publicized report by the Federal Reserve Bank of Minneapolis examining 
Minnesota’s achievement gap,77 the amendment proposes to change the language of Article XIII, 
Section 1, of Minnesota’s state constitution as follows:78 
 

TO: EQUAL RIGHT TO QUALITY PUBLIC 
EDUCATION. All children have a 
fundamental right to a quality public 
education that fully prepares them 
with the skills necessary for 
participation in the economy, our 
democracy, and society, as measured 
against uniform achievement 
standards set forth by the state. It is a 
paramount duty of the state to ensure 
quality public schools that fulfill this 
fundamental right. [emphasis added] 

FROM: UNIFORM SYSTEM OF PUBLIC 
SCHOOLS. The stability of a republican 
form of government depending 
mainly upon the intelligence of the 
people, it is the duty of the legislature 
to establish a general and uniform 
system of public schools. The 
legislature shall make such provisions 
by taxation or otherwise as will secure 
a thorough and efficient system of 
public schools throughout the state. 
[emphasis added] 
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The amendment aims to modernize Minnesota’s constitutional education provisions as a 
means to transform public education and reduce statewide educational disparities.79 During this 
year’s legislative session, the amendment was introduced in legislative form as H.F. 874, sponsored 
by Representative Hodan Hassan (DFL-Mpls), though the measure failed to attain a companion bill 
in the state Senate.80 The bill received an informational hearing in the House Education Policy 
Committee on March 8, 2021, though the legislation has since stalled and the proposal was not 
included in the education finance and policy omnibus bill this legislative session. Despite this, the 
bill garnered a bi-partisan slate of 17 co-sponsors, ranging from urban Democrats to Republicans 
representing rural districts,81 and will likely continue to be introduced in future legislative sessions. 
Below, we provide an overview of the main arguments in support and opposition to the 
amendment, as well as our assessment of evidence that exists to support the effort as a policy 
mechanism ostensibly aimed at providing a fundamental right to a quality public education.  
 
Page Amendment Support: An Overview of the Main Arguments82 

Our analysis of hearing documents, taken primarily from advocacy organizations’ committee 
letters and hearing handouts, reveals a number of recurring themes among amendment 
proponents. In particular, advocates of the measure suggest that by “...injecting quality into our 
constitutional language, we set a higher standard for education outcomes,” and hold that the main 
goal of the amendment is the incorporation of “...an objective standard in the constitution by which 
the state’s performance is measured.”83 Overall, the bill’s sponsors purport that, as a result of the 
amendment, there will be three structural and transformational changes to the state’s education 
system:84 

1. Education will become a paramount duty of the state, with the legislature and governor 
subsequently tasked with “...craft[ing] policies and a budget with a new mandate from voters 
to put quality education as the paramount duty of the state.” 

2. The state educational mandate, previously providing only for “the uniformity or efficiency of 
the system” will now ensure “the quality of public education offered to people.” 

3. The Judicial branch will be transformed into a place where citizens can seek resolution if their 
educational rights, now explicitly defined as fundamental rights in the constitution, are 
compromised. 

 
Statements of support, both presented at the Education Policy Committee hearing in March 

2021 and published on organizations’ websites, generally focus on the civil right to quality education 
as a means to reducing disparities and increasing access to opportunities. Supporters principally 
laud the amendment as a strategy to advance equity in education. Our review uncovered the 
following recurring themes among amendment supporters: (1) The importance of enacting and 
affirming the civil right to quality education and equitable access to educational opportunities, as 
enshrined in the state constitution; (2) provision of an “adequate” education, as provided in the 
current constitutional language, is not enough and the state must have a commitment to “quality”; 
(3) a constitutional amendment is an attainable remedy to provide equal educational opportunities 
and protect Black children’s equal right to a quality education85; and (4) by amending our 
constitution, we will pave the way for systemic changes.86 
 
Page Amendment Opposition: An Overview of the Main Arguments  

Opponents of the amendment largely acknowledge the urgent need to address and reduce 
educational disparities, and support advancing education equity, but disagree that a state 
constitutional amendment would provide a solution to those problems. Additionally, they caution 
that not only would a constitutional amendment be ineffective, but that it would presage the 
advance of a series of unintended (largely legal) consequences. To that end, the prominent and 
recurring oppositional themes include: (1) Insufficient evidence that a constitutional amendment has 



34 
 

a causal effect on reducing disparities and/or increasing equity;87 (2) removal of principal 
constitutional language (i.e., “general,” “uniform,” “thorough,” and “efficient”) is problematic as they 
have served as the basis of key rulings in anti-segregation and funding cases in Minnesota and 
beyond;88 (3) risk of unintended and unknown consequences such as the elimination of funding 
language removes the provision for the current minimum levels of funding, the proposed language 
of “paramount duty” does not clearly address the state’s financial obligation,89 lack of legal analysis 
around proposed new language (i.e., “quality” and “fully prepared”), and lack of clarity around 
assessment and measurement of “uniform achievement standards”; and (4) further unknown 
variables around future or potential legal action, such as who is vulnerable to legal action (school 
districts, individual schools, teachers, administration), how might this affect recruiting and retention 
of the teacher workforce, who is responsible for paying the legal fees (schools, families pursuing legal 
action, etc.), and whether the litigation process and imposed reparations/actions will be quick 
enough to meaningfully address the civil rights violations for the students and families who bring 
forward cases.   
 
The Page Amendment as a Policy Mechanism for Closing the Achievement Gap 

Politically, the Page Amendment has an uncertain future, at least with each body of the state 
legislature divided between Democrat and Republican control. While H.F. 874 had some bipartisan 
support this legislative session, at least in the Minnesota House of Representatives, the proposal 
would need a majority vote in both legislative bodies, and then must be placed on the ballot and 
ratified by a majority of voters at the next general election (2022). While the amendment will surely 
continue to garner attention legislatively, including during the 2022 legislative session, the debate 
this year has temporarily abated - with the success of future legislative advances hinging on the 
willingness of legislators to renew their sponsorship amid mounting scrutiny. On the empirical front, 
no causal or correlative evidence of reducing educational disparities or increasing educational 
opportunities as a result of a constitutional amendment was included in the supporting documents 
of any advocates whose source material we analyzed, nor was any related empirical evidence 
discovered throughout the course of our literature review. In short, we were unable to locate any 
empirical evidence to substantiate advocates’ primary claims.  

While all parties that have weighed in on the Page Amendment agree that there is an urgent 
need to address and reduce the disparities in our state’s public education system, there is sizable 
disagreement among commentators regarding the efficacy of a state constitutional amendment as 
a legitimate remedy. Given the importance placed on evidence-based practices and measurable 
outcomes in contemporary policy debates, we cannot substantiate claims that the Page 
Amendment would reduce the state’s achievement gap. Instead, our review of the main arguments 
made in the amendment’s favor uncovered a series of concerning questions that, barring further 
supporting evidence, dramatically limit the practical value of a state constitutional amendment as a 
means to closing the achievement gap, and in fact suggest that endorsement of the measure 
should be viewed with caution. These questions include: (1) Efficacy concerns that the proposed 
amendment would have an actual, measurable effect on academic outcomes; (2) concerns that the 
removal of constitutional language with both established legal precedent and funding implications 
may adversely affect all students, and in particular communities of color; and (3) numerous unknown 
variables as they relate to increasing legal actions and court battles which include added legal costs, 
increased vulnerabilities of school districts and school personnel to litigation, and potential adverse 
impacts for teacher recruitment and retention in the state. 
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Diversifying the Teacher Workforce in Minnesota  
A growing body of academic literature generally confirms the importance of teacher 

demographics in a wide range of student outcomes and classroom experiences. Within the 
empirical literature, this research largely falls into two broad categories: (1) studies that seek to 
measure the effects of teacher “match” or teacher diversity on various metrics of academic 
achievement; and (2) studies that seek to investigate precisely why factors of race or ethnicity impact 
particular metrics of student achievement.   
 
The Effects of Teacher Demographics on Student Achievement 

The need to diversify the teaching profession gained sustained national attention beginning 
in the 1980s and 1990s, as policymakers, academics, and advocacy organizations began to warn that 
the nation’s teaching workforce no longer matched the growing racial and ethnic diversity of its 
students, and that the problem would only grow in future decades.90 Since then, a small but 
growing body of empirical literature has sought to provide an evidence-based rationale for calls to 
increase teacher diversity by drawing a direct link between teacher demographics and various 
metrics of student achievement, often using statistical models that seek to exploit variation in 
student test scores across racially or ethnically congruent and incongruent student-teacher 
combinations. An early study conducted by Ehrenberg and Brewer (1995), for instance, used data on 
American schools taken from the Coleman Report during the 1960s to study the role of teacher 
demographics on student test gains. The study found that an increased percentage of Black 
teachers in a school was associated, in some model specifications, with increased test scores among 
Black high school students, but lower test scores among white elementary and secondary school 
students.91 To be sure, the gulf between American classrooms of the 1960s and today – to say 
nothing less of societal attitudes toward race – is vast, making these rather limited and partial 
findings difficult to interpret within the contemporary United States context. Nevertheless, 
researchers have continued to explore the association between teacher demographics and student 
achievement over the subsequent decades. 

Dee (2004), for example, analyzed data from the Project STAR experiment conducted with 
kindergarten through third grade students in Tennessee public schools between 1985 and 1989. 
Focusing on Stanford Achievement Test scores contained in this data for white and Black students 
and teachers (the sample did not contain enough data on Hispanic, Asian, or American Indian 
participants), the researchers found that assignment to a same-race teacher increased test scores for 
both white and Black students in math and reading. These increases ranged from three to five 
percentile point increases in math scores and three to six point percentile point increases in reading 
scores, depending on the white/black and male/female subgroup and model specification, and 
these results declined only slightly after controlling for factors of teacher quality.92 More recently, 
Egalite, Kisida, and Winters (2015) utilized administrative data from the Florida Department of 
Education, covering students from grades three through ten between 2001 and 2009, to analyze the 
relationship between student assignment to a same-race teacher and test scores. They found that 
assignment to a same-race teacher produced a small but statistically significant positive 
achievement effect for white and Black students in reading, and for white, Black, and Asian/Pacific 
Islander students in math. More specifically, assignment to a same-race teacher produced score 
gains for Black students of .019 standard deviations in math, and .004 standard deviations in 
reading, primarily driven by increases at the elementary grade level. For white students, this effect 
produced positive gains in both math (.007 standard deviations) and reading (.005 standard 
deviations) – again primarily at the elementary level – and positive gains for Asian/Pacific Islander 
students in math (.041 standard deviations).93 While these gains are indeed small, they represent 
increases over a one-year period, suggesting that the cumulative effects of exposure to a same-race 
teacher may be greater.  

Habarkin (2021) used administrative data from North Carolina public schools, taken from the 
2014 to 2017 school years on 5th through 10th grade students, to examine the impact of teacher 
match on course grades for math, reading, and science. The researcher found that, overall, students 
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receive higher course grades when they have same-race teachers than when they are paired with 
different-race teachers, and that these differences were primarily driven by Black students paired 
with Black teachers. Indeed, the overall effects were small but statistically significant (teacher match 
was associated with course grade increases of between 0.015 to 0.022 grade points), and larger and 
statistically significant across all regression models for Black students (with increases ranging from 
0.036 to 0.046 grade points). The researcher also found some evidence of teacher match effects for 
Hispanic students, though these findings were not consistent across all regression models.94 

Outside of the literature regarding the effects of teacher racial or ethnic match on student 
achievement, some studies have examined the effects of more diverse schools (i.e., not just 
matching students to teachers by race or ethnicity) on various student outcomes. Banerjee (2018) 
analyzed data from the Department of Education’s Early Childhood Longitudinal Survey (ECLS-K), 
covering a nationally representative sample of kindergarten to third grade students’ math and 
reading test scores from 1998 to 2002. In contrast to the studies discussed previously, the researcher 
found that assignment to a same-race teacher had no effect on the reading or math growth of 
Black or Hispanic students from kindergarten to third grade, but that Hispanic students assigned to 
Hispanic teachers performed better on both math and reading when those teachers taught in more 
diverse schools.95 Pitts (2007), using administrative data on Texas public schools from 1995 to 2002, 
found that Black and Hispanic students had higher high school graduation exam scores in school 
districts with teaching workforces whose racial and ethnic composition was more proportional to 
the diversity of the student population.96 Taking a different track, Klopfenstein (2005) analyzed 
whether increasing the percentage of Black mathematics teachers in a school increased the 
likelihood of Black students enrolling in an advanced mathematics course. Using panel data on 
Texas public schools for geometry students in grades nine through eleven during the 1997-1998 
school year, the researcher found that increasing the percentage of Black geometry teachers in a 
school increased the likelihood that Black students proceed on to a rigorous math course (in the 
study’s case, Algebra II).97 Similarly, Hart (2020) found that availability of at least one Black advanced 
placement teacher in a school had no impact on the performance of Black students in advanced 
placement classes, but increased the likelihood that Black students in those schools enrolled in an 
advanced placement course by two percentage points (representing a seven percent increase in 
advanced placement course-taking).98 

Taken together, these studies elucidate the extent to which race, ethnicity, and other 
demographic factors matter in the classroom – often in ways that are complex, inconsistent, and 
difficult to interpret in clear-cut ways. Accordingly, these findings should be interpreted with 
caution, precisely because cursory readings of the academic literature could be misconstrued to 
provide an empirical rationale for increasing school segregation as a mechanism for closing the 
achievement gap – an interpretation that would both obscure the nuanced findings of these studies, 
and be objectionable on both normative and practical grounds in a pluralistic and democratic 
society. Instead, these findings both provide an empirical rationale for efforts aimed at ensuring a 
more ethnically and racially diverse workforce that more closely approximates the diversity of our 
nation’s schools, and suggests that these efforts will be incomplete unless they are accompanied by 
strategies aimed at helping all teachers – regardless of race or ethnicity – better serve and 
understand their increasingly diverse classrooms.   

 
Explaining the “Demographic Effect”: Role Models, Teacher Expectations, and Stereotype Threat 

Outside of research that has sought to measure the effects of race, ethnicity, gender, or other 
socioeconomic factors on student achievement, the more difficult question the academic literature 
has tried to address is precisely why these factors matter. Three theories generally dominate these 
investigations within the literature: (1) The presence of a “role model” effect, whereby teachers of 
similar demographic backgrounds as their students inspire greater engagement and achievement 
in their classrooms; (2) “active” teacher effects, such as differing expectations, interactions, or 
perceptions between demographically similar or dissimilar student-teacher combinations, which in 
turn reinforce positive or negative student outcomes; and (3) “passive” teacher effects, such as 
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“stereotype threat,” whereby students adjust their academic engagement or performance if they 
believe they are being viewed in terms of a negative academic stereotype.  

The possibility of the “role model” effect has been theorized as one potential explanation for 
the apparent relationship between a teacher’s demographic characteristics and the empirical 
evidence that suggests that students of similar demographic backgrounds tend to perform better in 
their classrooms. These effects have been thought to be particularly important for historically-
disadvantaged groups,99 where exposure to an academically successful professional in the 
classroom, with a similar background as themselves, helps students to better perceive their own 
potential for educational success.100 While the rationale has been theorized primarily with respect to 
students of color, the effects have been found across all demographic groups. Egalite and Kisida 
(2018), for instance, analyzed data from the Measures of Effective Teaching (MET) project, which 
collected information on 3,000 teachers across six public school districts in the United States 
between 2009 and 2011, to analyze the role of teacher demographics on student perceptions. 
Utilizing surveys of student perceptions of their teacher contained within the MET project data, the 
researchers found that students who share the same gender or racial characteristics as their 
teachers report more positive perceptions in terms of student-teacher communication, feeling cared 
for, feeling motivated, having higher aspirations for college, and experiencing greater cultural 
understanding.101   

In addition to the “role model” rationale, a more substantial body of empirical literature has 
examined the role of teacher perceptions and expectations as potentially influencing student 
achievement. Early studies of the racial pairings of teachers and their students generally found an 
association between a teacher’s race and the subjective expectations and evaluations of their 
students’ academic potential or classroom behavior. Ehrenberg, Goldhaber, and Brewer (1995), for 
instance, analyzed National Educational Longitudinal Study data from 1988 and found that both 
white and Black teachers tended to perceive students’ academic ability and potential more 
favorably if they were the same race.102 Similarly, Casteel (1998) observed integrated suburban public 
schools in Louisiana during the 1990s and found that white teachers interacted more favorably and 
positively toward their white students than their Black students.103 Zimmerman et al. (1995), using 
longitudinal study data on 48 Florida Public Schools during the 1990s, further observed that Black 
students rated by both Hispanic and non-Hispanic white teachers were regarded as having more 
behavioral problems than Black students rated by Black teachers.104 Since research has found that 
teacher expectations influence a student’s academic performance, self-concept, and aspirations – 
the “self-fulfilling prophecy” phenomenon – researchers have sought to understand the extent to 
which teacher perceptions may be one factor, among others, that can help explain the achievement 
gap between white students and students of color.105  

Oates (2003), for example, explored whether racially incongruous teacher-student pairings 
impacted teachers’ academic expectations (defined as whether or not a student “will probably go to 
college”) and perceived student diligence (defined as the “frequency with which the student 
completes homework, is absent, is tardy, is attentive, and is disruptive”) of white versus Black 
students. Using two waves of 1992-1994 National Educational Longitudinal Study (NELS) data on 
white-Black student-teacher pairings between 10th and 12th grade, the researcher found that racial 
incongruence negatively depressed teachers’ academic perceptions of Black students when those 
students were taught by white teachers, and that those effects were not present when Black 
students were taught by Black teachers. Moreover, the study found that teacher perceptions – 
among both white and Black teachers – had a modest but statistically significant impact on 
standardized test performance, and that these impacts were particularly pronounced (with a score-
depressing effect) in the white teacher-Black student context.106  

Dee (2005), using the same NELS dataset as Oates (2003) but focusing instead on teachers’ 
expectations of eighth grade students (the first wave of the 1988 longitudinal study) observed similar 
results. The researcher assessed three negative teacher perceptions captured by the NELS survey – 
whether the student was seen as frequently disruptive, consistently inattentive, or rarely completed 
homework – and included both gender (male/female) and four racial/ethnic categories of teachers 
and students: white (non-Hispanic), Black (non-Hispanic), Hispanic (of any race), and all others. 
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Overall, the researcher found that the odds of a student being perceived as “inattentive” increased 
by at least 33 percent when the teacher did not share a student’s race or ethnicity, that the odds of 
being perceived as “rarely completing homework” increased by at least 22 percent when the teacher 
did not share a student’s race or ethnicity, and that the odds that a student was believed to be 
“inattentive” or  “disruptive” increased by 19 and 37 percent, respectively, when the teacher was of 
the opposite gender. Moreover, the researcher found the “different race/ethnicity” teacher effects to 
be fairly consistent for both white students and students of color, and that they were particularly 
pronounced among students with low socioeconomic status. Indeed, negative perceptions of low-
income students were between 35 and 57 percent higher when evaluated by a teacher of a different 
race or ethnicity.107 

More recent empirical studies have observed similar results. Gershenson, Holt, and 
Papageorge (2016) exploited a unique feature of Educational Longitudinal Study (ELS) data on 
teacher expectations – two teachers are surveyed on each student – to assess the effects of 
demographic match on teachers’ expectations of the academic attainment prospects of their 10th 
grade students. They found that teachers are more likely to have low academic expectations for 
different-race low-income students. Additionally, they found that non-Black teachers hold 
substantially lower academic expectations for Black students than do Black teachers, and that these 
effects are particularly pronounced for Black males.108 Racial-ethnic gaps in educational 
expectations have also been observed in recent studies conducted outside the U.S. context. Van den 
Bergh et al. (2010), for example, examined whether potential prejudiced attitudes of teachers were 
associated with differences in their academic expectations of native-Dutch students and their ethnic 
immigrant minority group peers. They found that teachers scoring higher on implicit measures of 
prejudiced attitudes were on average more likely to evaluate ethnic minority students as less 
academically capable and having less educational prospects than their majority-group peers.109 
Similarly, a study conducted by Turner, Rubie-Davis, and Webber (2015) in New Zealand found that 
teachers had higher academic expectations for Asian students and students of European descent 
than they did for Indigenous students, even when controlling for prior academic achievement.110  

A related theory within the literature has been termed “stereotype threat,” whereby students - 
particularly from racial or ethnic groups that have historically been stigmatized - perceive that they 
may be viewed as less academically capable by a teacher with a different race or ethnic 
background, which then results in poorer academic performance or a self-conforming academic 
identify of lower ability. Within the empirical psychology literature, the theory has been tested and 
confirmed through numerous experiments, often with the finding that the effects are greatest for 
historically stigmatized groups. Seminal studies by Steele and Aronson (1995) and Steele (1997), for 
example, have generated a sizable literature on the “stereotype threat,” with their early findings, 
particularly for Black students, having been replicated or expanded to other disadvantaged groups.111  
 To summarize, the literature has largely confirmed the importance of race, ethnicity, and 
other demographic factors in a broad range of student-teacher interactions and academic 
outcomes. With a few limited exceptions, empirical studies generally find that students who have 
access to teachers with similar demographic backgrounds perform better on tests, have higher 
course grades, and enroll in advanced coursework at higher rates. Moreover, scholars have 
established a number of compelling theories that may help explain why these factors matter in the 
classroom, including variations in the expectations or perceptions teachers have of their students, 
variations in the perceptions students have of their teachers, and the “role modelling” effects that 
may be present in situations where historically marginalized groups are exposed to academically 
successful adults who share their racial or ethnic characteristics. Accordingly, these findings hold 
important policy implications for diversity-based interventions, underscoring both the need to 
recruit and retain a teaching workforce that more closely resembles the diversity of our state’s 
classrooms, and the relevance of complementary interventions (such as anti-bias and cultural 
competency training) that give all teachers, regardless of their backgrounds, the tools, resources, and 
support needed to teach in increasingly diverse classrooms.     
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Early Childhood Education and Care   
Within the academic literature, there is wide agreement that early childhood education and 

care play a pivotal role in the long-term outcomes of students. The more difficult question the 
literature has sought to address is how to measure and quantify the benefits of early education, and 
how these early educational benefits correlate to later educational performance. Within the debate 
on the achievement gap, the primary question has been whether it can be proven that a lack of 
early childhood education is a reason for the large educational disparities that exist between 
students of color and their white peers. This literature review highlights the core arguments in the 
early education field, and highlights key policy opportunities in this arena that may be relevant to 
the advocacy interests of Great Expectations. Overall, the literature review confirms that greater 
access to high quality education in a child’s earliest years would result in better academic outcomes 
for students of color and low-income children.112 

 

Child Development During the Early Years of Life 
According to Halle et al. (2009), research has consistently shown that minority children from 

low-income families on average perform worse on indicators of academic achievement than their 
more advantaged peers. However, much of the research and policy attention has focused on the 
preschool years (ages three to five) that lead immediately into the transition to kindergarten, or on 
the later academic years of elementary school and high school. They argue that the social 
determinants which impact the child before they enter preschool may be the root cause of the 
achievement gap.113 Indeed, they find that infants in lower-income families are less likely than infants 
in higher-income families to be in excellent or very good health at both 9 and 24 months, and that 
infants from lower-income families have lower positive behavioral ratings at 9 and 24 months than 
infants from higher-income families. Moreover, they find that toddlers from lower-income families 
are less likely to have a secure attachment to their primary caregiver when compared to toddlers 
from higher-income families. Their assessment of a nationally representative sample of children born 
in the year 2001 reveals that as early as 9 months of age, statistically significant developmental 
disparities are identified for children based on four demographic characteristics: Low income status; 
racial/ethnic minority status; having a non-English home language; and low maternal education.114  

Disparities based on these sociodemographic characteristics emerge across multiple 
domains of early childhood development, including cognitive development, social-emotional 
development, and general health. Furthermore, disparities between children with and children 
without a demographic risk factor become more prominent by 24 months of age, with low family 
income and low maternal education being the two most prevalent risk factors at both 9 and 24 
months. Analyses indicate that the more risk factors a child has, the wider the disparities across 
outcomes at both 9 and 24 months.115 

 

The Social-Emotional Environment   
Robinson et al. (2017) stress the importance of the social-emotional framework for 

understanding early childhood development, and how a stressful environment which negatively 
impacts one’s emotional health correlates to negative impacts on an individual’s ability to learn 
effectively. They find that evidence from neuroscience, molecular biology, genomics, and epigenetics 
further indicates that the influence of the early years can extend over a lifetime, as it affects the 
foundations of learning, behavior, and both physical and mental health.116 Extensive research has 
identified multiple developmental impediments that limit the ability of children, with otherwise 
normal cognitive potential, to benefit from available learning opportunities. These include emotional 
problems associated with fear and anxiety, maladaptive social adjustment, disruptive behaviors, 
impairments in executive functioning, and a range of other difficulties that are often loosely 
categorized as socio-emotional (or social-emotional) problems or mental health disorders. Viewed 
separately, each of these impairments can play an important role in undermining a young child’s 
ability to learn successfully.117  



40 
 

Shonkof (2004) asserts that early experiences which are more nurturing than stressful can 
promote more healthy brain development.118 The National Scientific Council on the Developing 
Child (2005) proposed a taxonomy based on three levels of stress response - positive, tolerable, and 
toxic.119 Toxic stress is defined as strong, recurring or ongoing, and/or “prolonged activation of the 
body’s stress-response system”. Toxic stress risk factors include, but are not limited to, extreme 
poverty, physical and/or emotional abuse, neglect, and family violence. Adverse impacts of toxic 
stress include disruption of the architecture of the brain and lower responsiveness thresholds, both 
of which can impair cognitive functioning into adulthood.120 

Altogether, these research findings emphasize the importance of early interventions to 
mitigate risk factors that induce toxic stress in children. The challenge facing policymakers and 
practitioners is not the elimination of all stress, as some levels of stress (to include positive and 
tolerable) have been shown to serve as a form of “stress inoculation” that can enhance and build 
resilience. Adding to the challenge, research has shown that children and families experiencing 
toxic stress due to a combination of factors (i.e., persistent poverty, maltreatment, and/or violence) 
do not appear to benefit from existing early childhood interventions.121 Rather, there is a need for 
relationship-based preventions and interventions that strengthen the capacity of parents and adult 
caregivers to build the adaptive capacities and coping skills of children whose life circumstances 
impose threats to their social-emotional wellbeing.122 

 

The Importance of High Quality Early Childhood Education   
When considering the goals of early childhood education, policymakers are challenged by 

the competing priorities of access, quality, and affordability. Research from Shonkoff and Phillips 
(2010) shows that there is a significant difference in the quality of successful early childhood 
program implementation.123 Further research indicates that increasing access does not always lead 
to quality programming, and that it may even be counterproductive. Solving for both quality and 
accessibility can be a costly measure.124  

Research in this area looks at quality in two ways: (1) The extent to which the setting satisfies 
health practices; and (2) the extent and manner to which the providers interact with the children, 
each other, and offer “enriching opportunities for children.”125 Quality is then measured in a variety of 
ways, to include programmatic structure (i.e., child-to-teacher ratio) and codifying and rating 
classroom observations. The Early Childhood Environment Rating Scale-Revised (ECERS-R) is a 
commonly used tool and includes 43 areas of measurement.126   

According to research, access to high quality early childhood education is positively 
correlated to better academic achievement and cognitive outcomes with greater gains for children 
from disadvantaged backgrounds when compared to their more advantaged peers.127 Problematic, 
though, is that children from low-income families are generally enrolled in programming that is of 
lower quality.128 It has been shown that lower quality programming does not produce the same 
benefits as high quality programming and may do more harm than good.129 Therefore, the challenge 
for policymakers and educators remains: How to create affordable and high quality early education 
programming for all children? 

  As childcare policy is held within the Department of Health and Human Services (HHS), the 
principal levers to improve early childhood education are subsidies (or tax credits) and the Head 
Start program. Head Start is the premiere federal program, offering high quality early childhood 
education to preschool-aged children in families who are at or below the HHS poverty guidelines. 
The overall goal of the Head Start program is to help low-income families break the cycle of poverty 
by promoting economic self-sufficiency and to prepare low-income children to enter kindergarten 
confidently, with the social, physical, emotional, and cognitive skills and competencies necessary for 
success in school.130 In addition to early education, children and families in all Head Start programs 
have access to a range of services, such as parenting resources; social services; and health screenings, 
referrals, and follow-up support. Its program design and quality standards offer model practices for 
supporting racially, culturally, and linguistically diverse communities and families as well as a diverse 
workforce. However, enrollment in Head Start is not an entitlement, as slot availability is limited by 
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funding. Recent reports show that only approximately half of the eligible children are served by this 
program.131 

Addressing inequities in the early childhood system will require a combination of increased 
federal and state investment and thoughtful policy decisions around increased expectations for, and 
delivery of, childcare and early education. To improve the quality, accessibility, and affordability of 
early childhood education, advocates and stakeholders should maintain a steady push for funding 
increases and subsidies for Head Start and other state-sponsored early childhood programming.  

English Language Learning in Minnesota  
According to a systematic review conducted by Genessee et al. (2005) of the empirical 

literature relating to English language learning since the 1980s, research in this area has primarily 
focused on three aspects of ELL instruction in the United States: (1) Technical studies seeking to 
better understand the complex linguistic, cognitive, and instructional processes (both inside and 
outside the classroom) that lead to English oral language development; (2) technical studies seeking 
to better understand the linguistic, cognitive, and instructional factors impacting and leading to the 
acquisition of English language literacy; and (3) more policy-oriented investigations of the 
achievement gap between ELL students and their English-language proficient peers.132 While there 
are an array of both state and federal legal protections aimed at ensuring that English language 
learners have access to equal education,133 a substantial body of policy-oriented research has shown 
what is evident in both state and national data on academic achievement: That students still trying 
to become proficient in the dominant language of instruction naturally lag behind their English-
proficient peers in standardized evaluations of achievement in reading, science, and math,134 and 
that these gaps in achievement have been relatively steady or in some cases widened over the last 
decade.135 Outside of this general finding, we outline three major strands of the policy-oriented ELL 
literature below, including (1) difficulties in assessing and measuring academic achievement among 
ELL students, (2) important socioeconomic and school context factors that extend beyond language, 
and (3) debates over various ELL approaches.   

   
Assessing and Measuring Achievement for Language-Learners  

Within the policy-oriented literature assessing the achievement gap between ELL students 
and their English-proficient counterparts, one strand of investigation elucidates the many difficulties 
of adequately assessing and measuring “achievement” for students who are still learning the 
language of instruction and competing on evaluations (such as standardized tests) that are by 
design written for mainstream students. Abedi and Gandara (2006), for example, argue that the 
large gap in performance between ELL students and non-ELL students is explained, in part, by the 
fact that achievement tests designed specifically for English-speaking students will inherently yield 
incomplete and even invalid measures of competency for students who are not yet proficient in the 
testing language.136 Moreover, they argue that “construct irrelevant” factors, such as unnecessary 
linguistic complexity on tests or inadequate testing accommodations, can substantially 
underestimate subject-matter knowledge and performance among ELL students. They find that 
accommodation policies such as reductions in the complexity of sentence structure on tests, as well 
as bilingual testing materials, have been shown to not only increase performance outcomes for ELL 
students in subjects like science and math, but have been found to have no impact on the validity of 
the tests for non-ELL students.137 Finally, these researchers stress that, in addition to factors such as 
lower parent education levels and higher rates of poverty that contribute to the gap between ELL 
students and their non-ELL peers, a complex array of social and cultural factors inhibit ELL students’ 
ability to “fully understand the instructional materials and do well on [academic] assessments.”138 
Taken together, these findings suggest that common metrics of academic achievement should be 
interpreted with caution when seeking to understand the gaps in performance between those still 
becoming proficient in English and their native English-speaking peers. Additionally, these insights 
suggest that policy interventions aimed at improving academic achievement among ELL students 
must not only take into account the difficulty inherent in measuring this population’s academic 
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competency levels, but the array of linguistic, social, and cultural-specific supports that may be 
necessary to improve ELL students’ experiences and outcomes in the classroom. 
 
The Outsized Impact of Socioeconomic and Classroom Factors for ELL Students 

While a substantial body of scholarship has investigated the sheer difficulty of learning a 
second language, and the implications that difficulty has for ELL students’ academic achievement, 
more recent academic attention has focused on the additional socioeconomic and classroom 
factors that may disproportionately impact ELL students’ academic success. A recent study 
conducted by Samson and Lesaux (2015), for instance, examined a nationally-representative sample 
of kindergarten through fifth grade ELL and non-ELL students in an effort to assess the demographic 
and school context factors beyond language that might help explain the achievement gap.139 Using 
Early Childhood Longitudinal Study (ECLS-K) data on both student demographic and instructor 
(experience, education, and certification level) characteristics, the researchers found that 71 percent 
of “language minority” students (i.e., those for whom English is a second language) were in the 
bottom two socioeconomic status (SES) quintiles, compared to 37 percent of non-language minority 
students. Moreover, they found that 51 percent were in the lowest SES quintile (compared to only 17 
percent of non-language minority students), and that only 15 percent came from families in the 
highest two SES quintiles.140 The researchers also uncovered important differences in the 
characteristics of teachers between these two groups: Teachers of language minority students 
generally had fewer years of experience, and fewer certifications, than teachers of non-language 
minority students, and a high percentages of these teachers (between 35 percent and 52 percent, 
depending on grade taught), reported feeling inadequately prepared to teach students with limited 
English proficiency. Moreover, this uncertainty was magnified in rural and suburban areas: 55 
percent and 48 percent of teachers in these areas, respectively, disagreed or strongly disagreed 
when asked if they felt adequately prepared to teach students with limited English proficiency, 
compared to 28 percent of teachers in urban areas.141 
 In short, while many studies and national reports of academic achievement view ELL status as 
the primary risk factor and explanation for lower academic achievement among ELL students, ELL 
students face a number of other critical barriers in relation to their native English-speaking peers, 
including being from significantly lower socioeconomic backgrounds, being more likely to have less 
experienced teachers, and having teachers who feel adequately trained to meet their unique 
classroom needs. Accordingly, policy interventions aimed at closing the achievement gap between 
ELL and non-ELL students must take into account not only linguistic factors but also strategies 
aimed at alleviating the role of poverty on student outcomes, as well as additional teacher training 
interventions that allow those providing instruction to ELL students to be fully prepared to meet the 
unique needs of this population.  
   
Debates over Program Models: The Efficacy of Immersion versus Bilingual Approaches  

Finally, one additional debate that has received considerable attention within the policy-
oriented ELL literature is the efficacy of various models of instruction. According to Barrow and 
Markman-Pithers (2016), this debate largely centers around two primary approaches - English 
language immersion and bilingual education - and has frequently surfaced political fissures over 
how English language instruction is viewed in the United States, with one side believing that the 
goal of English language instruction is to move English language learners toward proficiency as 
quickly as possible, and the other side seeing the benefits of attaining fluency in two languages 
simultaneously.142 Overall, these researchers find there is little consensus within the empirical 
literature over which approach has yielded better results, and various studies have found that the 
efficacy of either approach may depend on the unique language characteristics of particular 
populations (i.e., bilingual models may be more effective for native Spanish-speakers, for example, 
whereas immersion approaches may be more beneficial for Chinese-speaking students).143  

While some empirical evidence does suggest that students in dual-language or bilingual 
programs do as well as, and in some cases better, than their peers in English immersion settings,144 
these findings may have less important policy implications, given the mix of evidence, than broader 
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concerns over ensuring that schools have adequate ELL funding, and interventions that seek to 
ensure that ELL teachers have the skills and resources necessary to provide quality instruction. 
Additionally, debates over bilingual versus immersion models may have little practical implications 
in many public school district contexts, where the sheer diversity of languages spoken largely 
precludes the possibility of having robust dual-language or bilingual-type models given that these 
programs necessarily imply funding teachers proficient in many languages.145 In short, while 
attempts to close the achievement gap between ELL students and their native English-speaking 
peers should be evidence-based and take into account approaches that have been empirically 
shown to provide the most promising results, model-based considerations may be less imperative 
than efforts aimed at providing the necessary educational resources to ELL students in the first 
place.   
     
Education Advocacy 
 Education advocacy calls attention to the disparities and issues in public education that can 
be addressed via changes in public policy. Research and established theoretical frameworks provide 
ample evidence to support the development of diverse coalitions to effectively drive policy change, 
particularly around salient issues.146 Within the educational policy field, extra care should be taken to 
ensure that the coalitions enable participation from and collaboration with diverse stakeholders. 
Strategic attention should also be given to ensure strong framing around the advocacy agenda.147  
 
Diverse Coalitions & Inclusion of Students 
 A recurring theme in advocacy literature speaks to the importance of bringing together 
diverse stakeholders in order to increase influence and credibility.148 In education advocacy 
specifically, coalitions should consider including representatives from historically marginalized 
communities, teacher’s unions and other education trade unions, people from the local community 
including business owners, and under-represented organizations like student groups, youth 
organizations, or anti-poverty networks.149 Literature focused specifically on education advocacy 
points to the importance of including the youth voice, saying “Students are able to provide unique 
perspectives and often able to approach issues of social justice that adults are afraid or unwilling to 
discuss...students are able to model for adults how to engage in advocacy that encourages school 
communities to take an honest look at equity issues”.150  When including youth in educational 
reform efforts, research indicates the importance of examining group power dynamics, both to 
ensure their authentic participation in the group (at a decision-making level) and also to develop 
their leadership capacity in addressing the issues most important to them.   

The theory of diverse coalitions purports that by uniting diverse representatives, a coalition is 
able to expand their informational lobbying capabilities, while also gaining influence in the 
policymaking process.151 Diversity, in this emergent theory, is defined as the differences in the 
interests that a coalition represents. The credibility of an advocacy coalition may be enhanced, thus 
increasing their potential to influence, when groups representing different - and sometimes 
competing - interests collaborate (i.e., liberals and conservatives).  

 
Framing the advocacy agenda 
 The framing action of the agenda should be diagnostic, prognostic, and motivational: Identify 
the problem, develop possible solutions and alternatives, and ensure the actions are viable and have 
potential to be effective. Framing in this context is a reference to the way the coalition develops and 
disseminates their agenda outside of their group. The collective action of the coalition has a higher 
chance of being productive if these dimensions of framing are all strong and clearly aligned with 
each other. Further, the resonance of the messaging should be credible and salient.152 
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Conclusion 
Our review of the academic literature in the areas of teacher diversity, early childhood 

education, and ELL instruction generally confirms that reducing disparities in K-12 educational 
achievement would not be realized by a constitutional amendment alone, and that a complex array 
of factors are at work in producing inequitable and disparate academic outcomes. The empirical 
literature largely finds that each of these policy areas have a substantial impact on student 
achievement and educational success, and further reveals the need for increased funding, support, 
and policy interest in each of these areas in order to prevent the current gaps in achievement and 
outcomes from widening. Accordingly, we find that advocacy efforts aimed at increasing teacher 
diversity (and teacher training for diverse classrooms), providing equitable access to high quality 
early childhood education, and increasing resources for ELL students and their teachers, are 
evidence-based, well-supported within the academic literature, and have been found to be 
important factors in students’ educational success. We are less confident, however, in the value of a 
state constitutional amendment such as the Page Amendment, and believe that time, resources, 
and advocacy efforts would be better spent on policy interventions with a known track record and 
empirical basis for creating better educational outcomes. 

Research and established theoretical frameworks around advocacy provide ample evidence 
to support the development of diverse coalitions to effectively drive policy change, particularly 
around salient issues. Within the educational policy field, extra care should be taken to ensure that 
the coalitions enable participation from and collaboration with diverse stakeholders. Strategic 
attention should also be given to ensure strong framing around the advocacy agenda.  
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Appendix C: Policy Support Scan 

POLICY 
ISSUES 

Generation Next Minnesota Education Equity 
Partnership 

Association of 
Metropolitan School 

Districts 

Education Minnesota (Union) 

Teacher 
Diversity; 
Recruitment 
& Retention 

SUPPORTS 
• respecting the voices 

and perspectives of 
teachers and aspiring 
teachers of color 

• appreciating 
innovative and 
alternative teacher 
preparation pathways 

• reimagining the long-
term career path of K-
12 educators to 
include new 
leadership 
opportunities 

• developing collective 
strategies that local 
districts and teacher 
preparation programs 
can implement to 
address diversity 
challenges in the 
teacher pipeline 

 

SUPPORTS  
• developing collective 

strategies that local 
districts and teacher 
preparation programs 
can implement to 
address diversity 
challenges in TC teacher 
pipeline 

• providing a safe space 
for educators and 
advocates to grow, learn, 
share around racial 
equity in schools and 
classrooms 

• advance racially diverse 
and culturally responsive 
teaching and learning 
environments for 
teachers and students 

• professional 
development training 
on cultural competency 
required for state 
teacher relicensure 

• ease entry pathways and 
eliminate barriers while 
also increasing targeted 
support, preparation, 
and continued training 
in the teaching 
profession 

• personalized teacher-
centered preparation 
and support 

• partnership with PELSB 
to plan, develop, and 
implement essential 
Cultural Competency 
Training for educators 

 
 
 

SUPPORTS 
• creating 

incentives and 
alternatives to 
attract, develop 
and retain 
teachers, 
particularly 
teachers of color 
and teachers in 
shortage areas 
(provisions from 
Increase Teachers 
of Color Act)  

• grants for Grow 
Your Own 
programs 

• maintaining 
multiple 
pathways to 
licensure in the 
tiered licensing 
system 

 

SUPPORTS 
• ensuring all education support 

professionals earn a living wage of 
at least $20/hr 

• improve the Tiered Licensure Law 
to (1) honor teacher preparation 
and recognize different pathways 
into teaching and (2) allow 
districts to use the system as a 
vehicle to elevate teachers, 
support them through their 
career and keep them in the 
classroom 

• amending the Tiered Licensure 
Law to include Tier 1 teachers in 
the teacher bargaining unit as 
many are educators of color and 
they are denied the freedom to 
join a union and get protection 
against exploitation 

• helping educators get quality, 
affordable health care and 
allowing any Minnesotan to take 
advantage of any affordable 
public option 

• lifting Q-Comp cap, so every 
educator has access to equitable 
and sustainable funding for 
professional development 

• eliminating the Minnesota 
Teacher Licensing Examinations - 
a barrier for aspiring educators 
who have completed college 
coursework 

• expanding Minnesota’s existing 
teacher loan forgiveness program 
and creating a student loan 
advocate within state 
government to act as an advocate 
for consumers against abuses by 
loan servicers and lenders 

School 
discipline 
 

 SUPPORTS 
• implementing an 

equity-minded theory of 
change regarding 
discipline disparities in 
Minnesota schools 

• working to end punitive, 
expulsion-based student 
discipline and other 
practices in education 
that cause racial harm 

• mandatory cultural 
competence and anti-
racism professional 
development training 
for staff and teachers 
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Curriculum 
changes to 
include 
culturally 
relevant 
instruction 

 SUPPORTS 
• strengthening academic 

native language 
curriculum and courses 
to support rigorous 
literacy development, 
increased educational 
content access, and 
global citizenship for ELs 

• curriculum changes to 
include culturally-
relevant instruction 
including ethnic studies 
curriculum, anti-racist 
curricula and American 
Indian history and 
culture curricula  

• policies where 
Minnesota teachers and 
education leaders must 
have quality professional 
development and 
curriculum support in 
academic native 
language literacy, 
content instruction, and 
teacher judgment to 
meet the higher 
academic goals and 
social- emotional 
development  

 

 SUPPORTS 
• creating a new racial equity 

funding stream and increasing 
American Indian aid so schools 
can better serve students of color 
and Indigenous students 

 

Early 
childhood 
education  

SUPPORTS  
• Pathways to Quality 

(P2Q) - effective 
intervention to 
support diverse 
Licensed family child 
care providers, 
addressing quality 
improvement, 
program stability, 
family support, 
suspension reduction 

• ParentPowered 
Texting - giving 
parents real-time 
information to 
promote their child’s 
success 

• Screening at 3 - with 
Greater TC United 
Way, increase 
efficiency and remove 
barrier to improve 
early childhood 
screening 

• Kindergarten 
readiness programs 

 SUPPORTS 
• increase access 

to school-based, 
pre-kindergarten 
programs 

• make 
conforming 
changes related 
to the two-year 
extension of 
voluntary 
preK/school 
readiness plus 
seats 

 

SUPPORTS 
• Universal access to child care and 

early learning 
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English 
Language 
Learners 

 SUPPORTS 
• provide resources & 

support for family 
engagement staff to 
work w/EL families in 
meeting the evolving 
and diverse educational 
needs of their children 

• strengthen academic 
native language 
curriculum & courses to 
support rigorous literacy 
development, increased 
educational content 
access, and global 
citizenship for ELs 

• provide more robust 
and multidimensional 
calculation of growth 
toward academic EL 
Proficiency 

• create consistent and 
objective criteria and 
school practices, 
including family 
discussions, for EL 
program placement & 
reclassification 

• establish/maintain high 
standards for all ELs 
using baseline data from 
assessments of recently 
arrived students to 
properly measure 
growth 

• prioritize support and 
acquisition of federal 
funding for early 
development of dual 
language learner 
students 

• use school improvement 
& other federal funding 
sources to strategically 
strengthen prof. 
development & 
programs to support ELs 
and their families, 
particularly in low-
performing schools  

SUPPORTS 
• Increase funding 

for the English 
learner program 
to close the 
funding shortfall - 
English learner 
cross subsidy 
reduction aid for 
four years to 
provide a 
supplemental aid 
for English 
learners, sets 
statewide aid at 
$2M/yr and pays 
the mount to 
school districts 
and charter 
schools 
proportionate to 
their other 
English learner 
revenue 

 
 

 
 

SUPPORTS 
• full funding of special education 

costs at the state and federal 
levels instead of relying on school 
districts to pay for them 
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Appendix D: State Sponsored Early Childhood Programs 
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Appendix E: Organizational Model 
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Appendix F: Organizational Context153 
National  

• 21st Century School Fund: The 21st Century School Fund focuses on improving the physical 
condition of urban school buildings so that students can attend school in an environment 
that enables them to learn. This organization works to get a number of groups - including 
teacher and trade unions, research institutes, nonprofit organizations and parents - 
involved in facilities planning in local neighborhoods. It also works with state governments 
and local school districts to come up with funding that will allow schools to implement 
their plans for improvement. 

• Education for Liberation Network: The Education for Liberation Network (EdLib) is a 
national coalition of teachers, community activists, researchers, youth and parents who 
believe a good education should teach people—particularly low-income youth and youth 
of color—how to understand and challenge the injustices their communities face. The 
network aims to help improve the practice of education for liberation by bringing people 
together to learn from each other’s experiences. The network provides a space for 
members to share knowledge and work together to create tools for liberatory education. 
By building alliances that cross the boundaries of geography, occupation and age we 
hope to nurture communities of thoughtful, socially-engaged people and to maximize the 
impact of their work. 

• Learning Disabilities Association of America: A big part of this organization's advocacy 
involves developing effective intervention strategies for individuals with learning 
disabilities and supporting research designed to recognize and reduce the factors that 
hinder some children intellectually. Additionally, the LDAA serves as a resource for parents 
who need help finding information related to their child's disability. The organization also 
hosts an annual conference where people working with children with learning disabilities 
can discuss such topics as issues affecting this population, instructional techniques and 
the latest electronic learning devices. 

• National Center for Learning Disabilities: The National Center for Learning Disabilities 
develops policy recommendations that focus on helping children and adults with 
disabilities get the resources they need to be successful as students, employees and 
members of their communities. The organization also provides a number of programs to 
keep parents, medical professionals and teachers informed about the challenges students 
with learning disabilities face and to help them navigate available services. Resources 
specially designed to help improve students' ability to read are offered as well. 

• Parents for Public Schools: Ensuring that the education in public schools is as good as it 
can be is one of the main goals of this organization. It provides parents with the training 
and resources they need to participate in school board elections, navigate the processes 
involved in enrollment or advocate for students with disabilities. Parents can also become 
active in groups working to ensure that public schools get the funding they need to 
continue providing a good education to students. Thirteen states have branches of this 
organization that keep parents informed about the issues area public schools are facing. 

• Stand for Children: Stand for Children collaborates with parents and community members 
to push for policy changes that will enhance public school education. It also works to 
develop guidelines for ensuring schools have effective leadership, highly qualified teachers 

http://www.21csf.org/csf-home/
https://www.edliberation.org/chapters/edlibmn/
https://ldaamerica.org/
https://www.ncld.org/
https://parents4publicschools.org/
http://stand.org/
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and curricula that will provide students with the academic skills they'll need to succeed in 
college. 

• Strive Together Network: Our network of communities work and evolve together to 
advance equity so local success stories can become the reality for every child, everywhere. 
Each place using our StriveTogether Theory of Action™ framework is shaping the systems 
that impact opportunity, while learning from what’s working elsewhere in our network. 
The results give us reason to believe the success of every child, cradle to career, is possible. 

• The Education Trust: This organization pays special attention to the deficiencies in 
learning and academic progress of minority students and students whose parents are less 
fortunate. One of the organization's goals is to close these achievement gaps so that 
between kindergarten and college, students will be able to meet the required educational 
standards and become young adults who can fit in with society. To accomplish this, the 
Education Trust publishes reports from across the country about how well students are 
doing and works with teachers, legislators, parents and other community members to 
improve education policies and programs. 

• US Department of Education: The mission of ED is to promote student achievement and 
preparation for global competitiveness by fostering educational excellence and ensuring 
equal access. ED was created in 1980 by combining offices from several federal agencies. 
ED's 4,400 employees and $68 billion budget are dedicated to: (1) Establishing policies on 
federal financial aid for education, and distributing as well as monitoring those funds; (2) 
Collecting data on America's schools and disseminating research; (3) Focusing national 
attention on key educational issues; and (4) Prohibiting discrimination and ensuring equal 
access to education. 

Statewide 

• AMAZEworks: AMAZEworks’s core programs advance equity and inclusion by combining 
quality children’s literature and skill-building exercises to spark age-appropriate 
discussions about difference. The mission of AMAZEworks is to champion equity and 
belonging for all.  

• Arc Greater Twin Cities: The Arc Minnesota promotes and protects the human rights of 
people with intellectual and developmental disabilities. People with disabilities and their 
families trust The Arc for information, assistance, education, and public policy leadership. 
Special education advocacy addresses academic issues and participation in the school 
community. Advocates provide coaching, strategies and information to empower parents 
and guardians to advocate for their family member. 

• Breakthrough Twin Cities: Breakthrough Twin Cities provides a six-year college access 
program to support under-resourced students and their families in the Twin Cities. In 
middle school, we provide academic enrichment programming during the summer, in 
which college and high-school students serve as Teaching Fellows and inspire students to 
grow and reach their goals. Our high school program helps students navigate school, the 
rigors of college preparation, and other challenges as they grow and develop. All students 
attend monthly Saturday sessions during the school year. 

• Child Care Aware of Minnesota: Child Care Aware of Minnesota helps families find child 
care and understand their care options, supports child care providers through grants and 
education, and informs the community on the importance of child care. 

https://www.strivetogether.org/where-we-work/
https://edtrust.org/
https://www.ed.gov/
https://www.amazeworks.org/
https://formspal.com/arcgreatertwincities/
https://www.breakthroughtwincities.org/
http://www.childcareawaremn.org/
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• Children's Defense Fund - MN: The Children's Defense Fund Leave No Child Behind® 
mission is to ensure every child a Healthy Start, a Head Start, a Fair Start, a Safe Start, and a 
Moral Start in life and successful passage to adulthood with the help of caring families and 
communities. 

• EdAllies: EdAllies partners with schools, families, and communities to ensure that every 
young Minnesotan has access to a rigorous and engaging education. We advance policies 
that put underserved students first, remove barriers facing successful schools and 
programs, and foster an inclusive conversation about what's possible for students. 

• Educate Minnesota: Educate Minnesota is a coalition of schools committed to hiring the 
next generation of great educators, creating lasting equity and excellence for all students. 
Educate Minnesota is the website for the Minnesota Educator Recruitment Center (MERC) 
with the goal of an increased and more diverse applicant pool for educator jobs. 

• Education Partnerships Coalition (EPC): The Education Partnerships Coalition is uniting 
Minnesota cradle-to-career community initiatives to ensure all children and youth 
succeed. 

• Foundation for the Advancement of Culture & Education (FACE):  FACE is a non-profit 
dedicated to providing educational learning experiences for schools, community and 
family systems so they are more inclusive and students can be more successful. FACE 
opens pathways for partnerships, combining resources and ideas that address educational 
issues from multiple avenues thereby increasing the likelihood of long-term success. We 
customize training workshops, professional development, re-licensure credits, and family 
engagement. 

• Ignite Afterschool: Ignite Afterschool is a statewide network of funders, program providers, 
researchers and others dedicated to increasing access to high-quality after-school and 
summer opportunities for all Minnesota youth. 

• Minneapolis Foundation: Minneapolis Foundation’s Reimagine Education strategy, a 
collaborative initiative that transforms research into collective action to make Minnesota’s 
schools better for all students. As part of that work, launched in 2019, the Minneapolis 
Foundation has engaged with hundreds of students, parents, community members, 
school leaders, and researchers to better understand what is working—and what isn’t 
working—in Minnesota’s schools.  

• MinneMinds: MinneMinds is a statewide campaign to increase public funding for access to 
high quality early care and education programs proven to prepare our children for success 
in school and in life 

• Minnesota Alliance with Youth: The Minnesota Alliance with Youth works to ignite the 
spark in all young people in Minnesota to become actively engaged, develop strong voices 
and acquire skills needed for success in school, work and life. 

• Minnesota Association for the Education of Young Children: The Minnesota Association for 
the Education of Young Children (MnAEYC) and the Minnesota School-Age Care Alliance 
(MnSACA) are professional associations of more than 700 members each. The members 
from our organizations are a diverse group of professionals representing early care and 
education and school age and youth programs across Minnesota. MnAEYC-MnSACA 
promotes quality in early care and education and out-of-school time programs and 
supports the leadership and development of early care and education and out-of-school 

http://www.cdf-mn.org/
https://edalliesmn.org/about/
https://educatemn.org/
https://epc-mn.org/
https://www.faceeducation.org/
http://igniteafterschool.org/
https://www.minneapolisfoundation.org/stories/grant-announcement/the-minneapolis-foundation-awards-first-round-of-reimagine-education-grants/
http://minneminds.org/
http://mnyouth.net/about/
https://mnaeyc-mnsaca.org/
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time professionals.We forward this mission by focusing on Professional Development, 
Program Improvement, and Policy & Advocacy. 

• Minnesota Association of Counselors of Color: MnACC, established in 1991, is a 
noncompetitive post-secondary collaborative dedicated to improving access to higher 
education for Minnesota's students of color. 

• Minnesota Child Care Association (MCCA): MCCA provides statewide representation for 
child care centers on issues affecting the industry and gives them a professional 
organization for accessing the regulatory agencies. MCCA is committed to being a forceful 
advocate in conveying child care center concerns to the regulatory decision makers at the 
state and national levels. 

• Minnesota Coalition for Targeted Home Visiting: The MN Coalition for Targeted Home 
Visiting formed in 2009 to secure stable sources of public and private funding so that 
voluntary, targeted home visiting for new and expectant parents could be available 
statewide. 

• Minnesota Community Education Association (MCEA): MCEA is the state-wide 
membership organization of community educators. Since forming in 1974, they have 
grown to 1,200 members strong. MCEA has members from all parts of Minnesota, 
including community education directors, staff, program coordinators, teachers, advisory 
council members, and community members. 

• Minnesota Education Equity Partnership: Formerly known as Minnesota Minority 
Education Partnership, MnEEP’s aim is to transform systems, structures, and public 
narratives to advance race equity and excellence in education. Led by People of Color and 
Indigenous (POCI) thought leaders and experts, MnEEP uses a race equity lens to develop 
and advance networks, practices, research, and policies to dismantle racism in education 
and build a more just, equitable society.  

• Minnesota Head Start Association: The Minnesota Head Start Association’s mission is to 
empower themselves to be a united voice in speaking and acting on issues affecting low-
income children and families. 

• Minnesota Parent Union: Minnesota Parent Union serves as a gathering space for 
community conversations and a megaphone for community solutions, pursuing a true-
partner approach to family engagement by welcoming all ages to experience advocacy 
first hand.  

• Navigate MN: Navigate MN is an immigrant-led, multigenerational, Latinx based 
community non-profit organization 501 c(3) that builds power for gender, racial and 
economic justice. Our education campaign is centered around building an education 
system that honors the inherent dignity and worth of all our students, parents, and 
educators. To provide resources, support, and access to all forms of education whether it 
be K-12, Higher Ed, or Grad School.   

• Outfront Minnesota: OutFront Minnesota’s mission is to create a state where lesbian, gay, 
bisexual, transgender, and queer people are free to be who they are, love who they love, 
and live without fear of violence, harassment or discrimination. We envision a state where 
LGBTQ individuals have equal opportunities, protection and rights. We are working toward 
the day when all Minnesotans have the freedom, power and confidence to make the best 
choices for their own lives. 

https://www.mnacc.org/
http://www.minnesotachildcareassociation.org/
http://unitedfrontmn.org/homevisiting/who-we-are/
http://mn-mcea.org/
https://www.mneep.org/
http://www.mnheadstart.org/
https://www.mnparentunion.org/home
https://www.navigatemn.org/
https://www.outfront.org/educationalequity
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• Page Education Foundation: The Page Education Foundation has offered financial 
assistance to students of color facing barriers to attaining their educational dreams. In 
turn, these young leaders return to their communities to serve as tutors and role models 
for elementary and junior high school students. 

• Start Early Funders Coalition: The Start Early Funders Coalition for Children is a 
collaboration of more than 20 members of Minnesota’s philanthropic community. The 
coalition’s mission is to leverage our unique perspective as early childhood funders to 
advance public policy and community support for affordable, accessible, high quality care 
and education in Minnesota so that all children have a strong and healthy start and are 
prepared to contribute to our state’s vitality. 

• The Coalition to Increase Teachers of Color and American Indian Teachers in MN: The 
Coalition to Increase Teachers of Color and American Indian Teachers in Minnesota unites 
individuals, organizations and communities throughout the state concerned about the 
lack of racial, cultural, and linguistic diversity in Minnesota's teaching force. As a true 
coalition, not an organization, we unite more than 1,500 people from more than several 
dozen organizations and institutions across political parties, racial and ethnic groups, 
geographic regions, ages, and roles within education and the community. 

• The Family Partnership: We advocate for policy and systems change to address systemic 
disparities and promote family prosperity and intergenerational well-being. We work in 
partnership with communities experiencing disparities to build a more equitable 
Minnesota. 

• Think Small: Think Small, Leaders in Early Learning, provides services, resources, and 
advocacy for early childhood education in Minnesota. To support the full potential for 
every child, Think Small commits to championing policies and practices of equity that 
empower a just, inclusive, and equitable care and education system for children in their 
crucial early years.  

• Voices & Choices for Children: Our Coalition prioritizes the voices of organizations, 
professionals and parents of color and American Indians working across early childhood 
sectors to more meaningfully engage and empower communities of color and American 
Indians. 

• Voices for Racial Justice: Voices for Racial Justice (VRJ) is a movement organization of 
leaders, organizers and culture workers who envision a world without racism honoring the 
culture, knowledge, power, and healing of Black, Indigenous, and communities of color. 
We have a vision of education that recognizes the power of parents and youth in shaping 
the future of our education system in transformative ways. Our approach is rooted in both 
organizing in collaboration through coalitions and uplifting leadership of parents through 
our organizing training cohort.    

• Wilder Foundation: Wilder Research gathers and interprets facts and trends in order to 
help families and communities thrive, get at the core of community concerns, and raise 
issues that are overlooked or poorly understood. We work with organizations at the local, 
state and national levels.  

• Youth Intervention Programs Association (YIPA): For 33 years YIPA has been advocating for 
youth intervention and they are over 100 member organizations strong. YIPA is a nonprofit 
organization that has been providing professional development services to youth 
intervention professionals, increasing community awareness about youth intervention, 

https://www.page-ed.org/
http://startearlyfundersmn.org/
https://www.tocaimn.com/
https://www.thefamilypartnership.org/about/advocacy/
http://www.thinksmall.org/
https://www.voicesandchoicesmn.com/
https://voicesforracialjustice.org/what-we-do/education/
http://wilder.org/
http://www.mnyipa.org/
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promoting best practices within the field of youth intervention services, and advocating on 
behalf of its membership since 1978. 

• Youthprise: Youthprise’s mission is to champion learning beyond the classroom so that all 
Minnesota youth thrive. 

• YWCA of Minneapolis: The YWCA of Minneapolis actively lives its mission of eliminating 
racism, empowering women and girls, and promoting peace, justice, freedom and dignity 
for all. 

• Minnesota Afterschool Advance: Whether it’s music lessons, robotics camp, tutoring, 
driver’s ed or more, Minnesota Afterschool Advance helps students and their families fund 
their afterschool goals through the Minnesota K-12 Education Tax Credit. 

 
City & County 

• Association of Metropolitan School Districts (AMSD): It is the mission of AMSD to advocate 
for metropolitan school districts and advance legislation that supports student 
achievement. 

• Community Action Partnership of Hennepin County: Partner with community to provide 
effective and responsive services to reduce the impact of poverty in Hennepin County.  

• Equity Alliance MN: Member districts include Forest Lake, Inver Grove, Roseville, South St. 
Paul, and White Bear Lake. Equity Alliance MN has been leading educational equity work 
for over 25 years. We work with member organizations to support systemic equity and 
integration through careful and intentional use of professional development; external 
supports, including equity audits, facilitation and action planning; and student 
programming. 

• Generation Next: Generation Next is a coalition of civic, business and education leaders 
from across Minneapolis and Saint Paul dedicated to closing achievement and 
opportunity gaps. We use rigorous data analysis and community engagement to identify 
what works and replicate the most promising practices. 

• Good Trouble Principals: We are a loose collection of local principals bound together by a 
commitment to changing our nation's future by engaging in better, more equitable 
educational practices.   We have constructed this site as a gathering place for Good 
(Trouble) Principals.  It is a safe place to rest among like-minded leaders.  It is a place 
where your convictions about educational justice in our country can be fortified and your 
view of education as a transformative social force can be reinforced. 

• Hennepin County Children’s Mental Health Collaborative: To prepare Parent Catalyst 
Leadership Group (PCLG) members to become leaders in policy-making, advocacy, 
education, and support in order to empower Hennepin County families and create 
community awareness of children’s mental health. 

• Hennepin County Youth Resources 
• Lutheran Social Services Education & Support Groups for Youth: Lutheran Social Service of 

Minnesota provides education and support groups for youth and young adults to assure 
they have resources available to them that will facilitate a successful future. 

• Northside Achievement Zone: The Northside Achievement Zone (NAZ) exists to 
permanently close the achievement gap and end generational poverty in North 
Minneapolis. Together with our partner organizations, we are walking side by side with 
low-income families as they put their children on a path to college. 

http://www.youthprise.org/
https://www.ywcampls.org/
https://mnafterschool.org/
https://www.amsd.org/about-us/
https://caphennepin.org/
https://www.equityalliancemn.org/
https://gennextmsp.org/about-generation-next/
https://sites.google.com/mpls.k12.mn.us/good-trouble-principals/home
https://hccmhc.com/pclg/
https://www.hennepin.us/youth
https://www.lssmn.org/services/youth/education
https://northsideachievement.org/
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• The Legal Rights Center: The Legal Rights Center uses Educational Family Group 
Conferencing to work with Minneapolis students, families, and schools to problem-solve 
the issues that have led to a Hennepin County Attorney referral for truancy or educational 
neglect.  

 
Local 

• Hopkins Legislative Action Coalition: The Hopkins Public Schools Legislative Action 
Coalition assists the Hopkins School Board in advocacy for education-related legislation. 
The LAC Steering Committee coordinates these advocacy efforts throughout the Hopkins 
School District by developing, proposing, and advocating for legislative positions designed 
to advance the cause of good schools in Hopkins and Minnesota.  

• Interfaith Outreach & Great Expectations Initiative  
• Orono Action: Orono Action is a nonpartisan committee of the Orono School Board with 

parent and community leadership that advocates for public education, specifically for the 
policies and funding that further the best educational outcomes for the students of our 
communities. 

• Relate Counseling Center: Relate Counseling Center is a nonprofit community-based 
mental health center. Relate is a leading provider of outpatient assessments and 
counseling services to individuals of all ages, couples and families in the western suburbs 
of Minneapolis. Relate Counseling Center offers age-appropriate programming to foster 
the social and emotional development of young children by helping to strengthen their 
important relationships, express and regulate emotions, explore and learn, and stay on 
track developmentally. 

• Robbinsdale Legislative Action Coalition: The Robbinsdale Area Schools Legislative Action 
Coalition (LAC) is a non-partisan group of parents/guardians, students and community 
members who advocate for legislation that supports our students and community.  

• Spartan Parent Association: The Spartan Parent Association (“SPA”) is a non-profit, 
volunteer organization for parents of OHS students. The mission of SPA is to support a 
vibrant high school environment that provides opportunities for students and teachers to 
achieve their full potential.   

• Wayzata Citizens Financial Advisory Committee: Advise the school board and 
administration on financial issues facing the district, serve as a business/community 
sounding board and help facilitate communication between the school board and the 
business and residential communities of the district. The committee is chaired by the 
treasurer of the school board. 

• Wayzata Curriculum, Instruction & Technology Advisory Committee: Advisory committee 
to the Wayzata School Board and administration on curriculum review and technology 
matters and serve as a business/community sounding board and communications link 
between the School Board and the business and residential communities of Wayzata 
Public Schools. 

• Wayzata District Liaison Committee: Promote an atmosphere of understanding and 
cooperation among represented groups who act as a communication link for the effective 
sharing of information. Representatives from a variety of district groups, including all 
PTA/PTOs, Early Learning School and Community Ed Advisory Committees, Partners for 

https://www.legalrightscenter.org/youth-education-advocacy--restorative-services.html
https://www.hopkinsschools.org/district/legislative-action-coalition
https://orono.k12.mn.us/about/school-board/orono-action/
https://www.relatemn.org/about/
https://ced.rdale.org/community/legislative-action-coalition
https://sites.google.com/a/orono.k12.mn.us/spa/
https://www.wayzataschools.org/community/committees
https://www.wayzataschools.org/community/committees
https://www.wayzataschools.org/community/committees
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Healthy Kids and from district leadership, including a school board representative, the 
Director of Communications and Involvement and the Superintendent.   

• Wayzata Legislative Action Committee: Wayzata Public Schools' Legislative Action 
Committee (LAC) is a group of citizens that monitors legislative activity as it affects K-12 
education and advocates positions on behalf of the district. The LAC is authorized by the 
Wayzata School Board to recommend a district legislative platform to the Board, advocate 
for the approved platform and communicate with district residents and elected officials 
about legislative issues. 

• Wayzata Special Education Advisory Council: Increase the involvement of parents of 
children with disabilities in district policy and decision making 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

https://www.wayzataschools.org/community/committees
https://www.wayzataschools.org/community/committees
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Appendix G: 2021 Education and Human Services Omnibus Bills  
The 2021 Legislative Session Education Omnibus Bill (H.F. 2) 
Select Provisions Related to Educational Equity and Reducing Disparities 

On Wednesday, June 30, the Minnesota state legislature passed H.F. 2,154  the omnibus education 
finance and policy bill for the 2022-23 and 2024-25 biennia. The bill, passed on the final day of the 
2021 First Special Session, is a substantial investment in K-12 education, increasing the state’s general 
fund appropriations for K-12 education by six percent ($554.2 million) for the 2022-23 biennium and 
by almost four percent ($668.9 million) for the 2024-25 biennium.155  All told, the bill comprises the 
state’s approximately $21 billion in education expenditures for the next two years (and $21.8 billion in 
expenditures for fiscal years 2024-25) and is the product of lengthy negotiations between the 
Democrat-controlled House and Republican-controlled Senate.  

While the two chambers were unable to reconcile a nearly $650.5 million divide on education 
spending during the regular legislative session,156 the final deal includes many of the Governor’s 
biennial policy and budget recommendations,157  and more closely resembles the House’s original 
$21.2 billion education budget than the Senate’s narrower spending proposal submitted earlier in 
session. Perhaps most significantly, the bill increases the general education basic formula by 2.45 
percent ($161 per pupil unit) for fiscal year 2022 and by 2.0 percent ($296 per pupil unit) for fiscal 
year 2023. Though the final bill does not include all of the policy and spending provisions focused on 
educational equity and reducing academic disparities that were in the House’s original omnibus bill 
(H.F. 1065),158  the legislation includes a number of important provisions and investments aimed at 
closing the state’s racial and ethnic achievement gaps.  

Notable equity- and disparities-related provisions in the education omnibus bill include: 

• English Language Learners Cross-Subsidy Reduction Aid. The bill includes an additional $2 
million each year through fiscal year 2025 in additional financial support to supplement 
school districts’ English learner revenue. The additional aid will be allocated to each school 
district based on the school district’s proportionate share of English learner revenue. This is 
a substantial reduction from the proposal pushed by advocates and included in the 
original House omnibus bill, which would have provided districts with approximately $30 
million per biennium in ELL cross-subsidy reduction aid.  
 

• Extending Voluntary Pre-Kindergarten Seats. The bill invests $45.9 million in fiscal years 
2022-23 to extend, for two additional years, the 4,000 voluntary prekindergarten program 
seats that were set to expire. The House had initially proposed a permanent extension.  
 

• Girls in Action Programming. The bill appropriates $1.5 million in fiscal year 2022 to the 
Girls in Action program to enable the organization to sustain current programs supporting 
low-income girls of color and to expand program sites to suburban schools with growing 
ethnic diversity among students. Working in tandem with local school districts, Girls in 
Action matches girls of color with successful women leaders who provide mentorship in 
community service learning experiences, leadership development, career planning, and 
academic achievement.159  
 

• The Sanneh Foundation’s Youth Programs. The bill provides $1.5 million in each of the next 
two fiscal years for programs aimed at assisting low-income students and students of 
color improve grades, graduation rates, school engagement, or attendance. Grant funds 
may be used to provide all-day, in-school academic and behavioral supports; out-of-school 
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social, emotional, and behavioral learning support and enrichment activities; enhance 
career exploration; and provide career pathways with businesses or with higher education 
partners to support students in pursuing careers in education and youth development. 
The original House proposal provided $2 million dollars in each of the next two fiscal years, 
and an ongoing base appropriation of $1 million per year thereafter. 
 

• Come Teach in Minnesota Hiring Bonuses. The bill provides $400,000 per biennium to 
establish the Come Teach in Minnesota program to support districts and schools 
recruiting and offering hiring bonuses for licensed teachers who are American Indian or a 
person of color from another state or country. Funds will be provided to schools to meet 
staffing needs in areas where the aggregate percentage of teachers of color or American 
Indian teachers is lower than the aggregate percentage of K-12 students of color or 
American Indian students. Bonus amounts must be at least $2,500 and may be up to 
$8,000 per teacher. This is a reduction from the original House proposal, which provided 
$700,000 per biennium in base funding.  
 

• Requiring Teacher Mentorship and Providing BIPOC-Specific Funding. The bill requires 
that school districts develop teacher mentorship programs, including for teachers of color 
or American Indian teachers, and provides approximately $4.7 million per biennium in 
ongoing funding for the development and expansion of mentoring, induction, and 
retention programs specifically for teachers of color and American Indian teachers. The 
original House position provided $7.5 million per biennium in ongoing base funding.  
 

• Establishing the Grow Your Own Grant Program. The bill establishes in state statute a 
permanent Grow Your Own grant program, with the aim of developing a teacher 
workforce that more closely reflects the state’s increasingly diverse population of students 
and helps ensure that all students have equitable access to diverse teachers. The 
legislation provides $13 million per biennium (a $10 million increase) for grants to school 
districts, which can use the funds to provide tuition scholarships or stipends to school 
district employees or community members who are people of color or American Indian to 
participate in a teacher preparation program leading to a license. Funds may also be used 
to support secondary students of color and American Indian students in becoming 
teachers. This is a slight reduction from the initial House request, which increased the base 
funding for the program by approximately $15 million per biennium. 
 

• Black Men Teach Twin Cities. The bill provides $750,000 in fiscal year 2022 to enable 
Black Men Teach Twin Cities to establish partnerships with eight school district 
elementary schools in order to increase the number of black male teachers at each school 
site. Black Men Teach Twin Cities supports Black men in becoming teachers through 
recruitment, assistance in program selection, financial support, school placement, and 
ongoing mentorship and coaching.160 The organization currently has six partnerships with 
Twin Cities area elementary schools, and a number of higher education and community-
based nonprofit partners.161  
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• Non-exclusionary Discipline Training for School Staff. The bill appropriates $1.75 million in 
fiscal year 2022 for grants to school districts to develop and provide training to school staff 
on non-exclusionary discipline practices. The initial House proposal provided $10 million 
per biennium in ongoing funding for school districts.  
 

• Statewide Teacher Recruitment and Marketing Campaign. The bill requires PELSB to 
develop a teacher outreach and marketing campaign aimed at elevating the teaching 
profession and recruiting high school and college students of color and American Indian 
students, as well as adults from racial and ethnic groups underrepresented in the teaching 
profession, to become teachers. Grant funds, totaling $500,000 per biennium, will be 
awarded to organizations that demonstrate capacity to reach wide and varied audiences 
of prospective teachers, and which partner with educators, schools, and racially diverse 
communities.   

Outside of the provisions included in the final omnibus bill, a number of policy and funding 
provisions from the original House omnibus bill were absent from the final deal. Notable omissions 
include: 

• Setting statewide goals to increase the number of teachers of color and American Indian 
teachers to reflect the state’s increasingly diverse population and to ensure all students 
have equitable access to effective and diverse teachers by 2040. Sets a goal of increasing 
the percentage of teachers who are teachers of color or American Indian by at least two 
percentage points per year 
 

• Easing teacher licensing and exam requirements to reduce barriers for teachers of color, a 
key provision of the Increase Teachers of Color Act.162  
 

• Funding for teacher anti-bias training, trauma-informed school personnel professional 
development grants, and tribal relations training for school leaders.  
 

• Increased state funding for the Early Learning Scholarships program.  
 

• Grants to schools to expand and increase participation in rigorous coursework for 
disadvantaged and underrepresented students and students in greater Minnesota. Funds 
could be used to increase participation in advanced placement courses, international 
baccalaureate programs, career and technical education, and concurrent enrollment 
courses. 
 

• Increased funding for the Collaborative Urban and Greater Minnesota Educators of Color 
program (CUGMEC). Established by the state legislature in 2019, CUGMEC provides grants 
to PELSB-approved teacher preparation programs to increase the number of teacher 
candidates who are of color or who are American Indian through recruitment, induction, 
and retention.163  
 

• Equitable School Enhancement Grants to schools to support collaborative efforts that 
address issues of curricular, environmental, and structural inequities in schools that create 
opportunity and achievement gaps for students, families, and staff who are of color or 
American Indian. 
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The 2021 Legislative Session Health and Human Services Omnibus Bill (H.F. 33) 
Select Provisions Related to Early Childhood Education and Care 

On Sunday, June 27, the Minnesota state legislature passed H.F. 33,164 the health and human services 
omnibus bill for the 2022-23 and 2024-25 biennia. While the legislation governs the approximately 
$20 billion per biennium in state and federal spending on health and human services in a broad 
range of areas, including behavioral health, disability and elderly services, housing, and health care, it 
also includes a number of notable provisions related to early childhood education and care. As with 
the education omnibus bill, the final legislation incorporates many of the governor’s biennial policy 
and budget recommendations for human services,165 but leverages the approximately $526 million 
dollars Minnesota received in additional federal child care funding under the American Rescue Plan 
Act in order to limit state general fund exposure with largely one-time federal investments in early 
childhood.166   

Key policy changes and investments in early childhood include: 

• Increasing Maximum Rates for the Child Care Assistance Program. The bill leverages $101.8 
million in federal funding in fiscal years 2022-23, and $139.5 million in federal funding in 
fiscal years 2024-25, to increase the maximum rates paid to providers for the childcare 
assistance program (CCAP). The bill increases maximum rates to the 40th percentile of the 
2021 childcare provider rate survey for infants and toddlers, and the 30th percentile for 
preschoolers and school age children. In 2025, the maximum rates will be updated again 
based on the 2024 childcare provider rate survey. These changes increase CCAP rates from 
the previous level of the 25th percentile, and achieve temporary compliance with current 
federal equal access requirements through 2027. Absent additional federal childcare 
funding to the states, Minnesota will need to commit additional state resources to update 
rates again after the 2025 market rate survey, and the state remains below the federally-
recommended benchmark, strongly pursued by early childhood advocates, of setting 
rates to the 75th percentile.  
 

• Reprioritizing and Buying-Down the Basic Sliding Fee Child Care Assistance Waitlist. The 
bill leverages $102.9 million dollars in federal funding to reprioritize and “buy-down” the 
waiting list for Basic Sliding Fee CCAP for the next three fiscal years. This investment 
provides a much-needed boost to a program that leaves almost 2,000 families on a 
waiting list for child care subsidies each month,167 though the legislature will need to 
reconsider additional state investments after fiscal year 2024 to ensure that the waiting list 
does not continue to grow.  
 

• Establishing the Great Start for All Minnesota Children Task Force. The bill establishes the 
Great Start for All Minnesota Children Task Force, which will develop strategies and 
recommendations to meet the goal of all families in the state having access to affordable, 
high-quality early care and education, for children from birth up to age five, that enriches, 
nurtures, and supports all children and their families. The Task Force will be convened by 
the Children’s Cabinet no later than December 2021, and include representatives from 
relevant state agencies, early childhood advocates, and childcare providers. 
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Appendix H: Interview Guide 
Theme Main Question Prompts 

Advocacy Agenda What advice would you 
give to a non-profit that is 
beginning to develop their 
own educational advocacy 
agenda? 

• What are some 
challenges they could 
expect? 

Coalitions Who are some exemplary 
organizations in this 
space? 

• Are there leaders who 
stand out? 

Services & Resources Are there 
services/resources that 
could help an org starting 
out in this space? 

 

Scope & Expectations What type of support is 
needed to effectively 
support an advocacy 
agenda? 

• How can an org 
ensure the biggest 
impact possible? 
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