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 Education is a fundamental necessity in a society and in life. Children are the future of 

this country, and must be properly educated to function successfully in life. Especially in 

America, education has been an issue to most as not enough are educated to their potential as in 

other countries. This is essentially why the education production function is being researched—

to find ways to implement education in a manner that it allows students to reach their upmost 

potential. Findings conclusions in this area will help education reach higher levels in America. 

 The topic that will be discussed is, to what degree does concentrating poverty in school 

reduce test scores? The hypothesis will be that concentrating poverty in schools reduces test 

scores minimally. This hypothesis will be researched by statistical methods. The data portion of 

this paper will not only discuss this variable, but all variables that are acknowledged in the 

education production function. 

 Specifically, the Charlotte Mecklenburg Schools will be researched. The dataset is based 

off students in this county, located in North Carolina. It focuses on middle school students and 

their 8
th

 grade math EOG test scores. The basis of this paper will focus on what factors affect 

these 8
th

 grade math EOG test scores. Home, student, school, peer, and teacher inputs will all be 

researched on. Statistical research will be done based off the datasets and tables will be provided. 

In this paper, all of the hypotheses will also be provided, along with a causal model. Finally, 

conclusions and implications from the research will be shown. 

Literature review- 

Concentrated poverty in schools reduces test scores minimally. This literature review is being 

written to discuss the effects of certain education production function variables on students, 



 
 

specifically 8
th

 graders in Mecklenburg County, Charlotte, NC, U.S.A. The topic is important 

because it will help teachers, students, the government, and anyone else concerned about 

education learn how production functions affect student performance in EOG test scores. This 

review will focus on school, teacher, home, student, and peer inputs. Another input, resources, 

will not be focused on.  

Past articles on these topics will be reviewed and analyzed in comparison to my research 

topic. Though, this literature review will not display statistical research done on this topic. It will 

merely focusing on the hypothesis and analysis.  First, information on the historical background 

of production function will be given. Then, school inputs will be discussed--the basis of my 

research. This review will show analysis on teacher, home, student, and peer inputs. And finally 

summarize with a conclusion discussing the literature being reviewed. 

 Education production function can be defined as applying the aforementioned inputs 

(school, peer, teacher, home, and student) to measure outputs such as test scores, graduation 

rates, and college attendance (Coleman, 1966). In this case, it is to measure 8
th

 grade EOG test 

scores. This function is significant because it is a prominent theory in explaining student 

performance. There have been many articles that show varying theories on how to allocate 

resources. It would be most efficient to allocate resources of inputs that show the most positive 

results. James Coleman, in 1966, wrote an article that laid the foundation for production function 

applied to education. He argued that school has no effect on student performance. Rather, it is 

solely related to family inputs. This review will focus on this viewpoint, (which is mainstream) 

because of its numerous mentions in majority of articles. Further, this review will showcase both 

qualitative and quantitative research from literature. 



 
 

 The research topic being implemented is, to what degree does concentrating poverty in 

school reduce test scores. The hypothesis is that it affects it by a minimal and/or small degree. 

Essentially, the argument is being made that school inputs, specifically the variable of the 

percent of students in poverty, can be measured by percent of free and reduced lunch students 

and/or percent of minority students. It has little to no effect when compared to other inputs--

similar to Coleman’s conclusions. Two other relevant variables in the student input that affect 

student performance include student mobility and class attendance. Lisa M. Heinlein and 

Marybeth Shinn’s article suggests that a student’s mobility lowers their achievement. But, if 

mobility is done after 6
th

 grade, it is less likely to affect performance than if it’s done prior to 3
rd

 

grade (Heinlein, 2000). The authors used logistic regression and multiple regression as their 

statistical and longitudinal analysis, to provide their evidence. This argues against school inputs 

not having an effect on student performance. 

 Another variable is class size. Garey C. Durden and Larry V. Ellis’ article provides 

evidence suggesting that attending class does matter. Though, a limit in this article is that it only 

looked at students in a Principle of Economics college course. They also suggest that the 

relationship is non-linear: only after 4 absences does achievement reduce learning. Basically, 

chronic absence from class is when it student achievement is negatively affected (Durden, 1995). 

The authors used least-squares regressions. This study also shows that a school input has a large 

effect on student achievement. Heinlein and Durden’s articles show that school inputs have large 

effects on student achievement in certain cases and when controlled for other variables. 

Although, these school inputs have not been compared to home, teacher, peer, or even student 

inputs. 



 
 

 Teacher inputs including variables such as years of experience, certification, and 

advanced degree also affect student achievement for middle school students. According to Linda 

Darling-Hammond article, her qualitative and quantitative analysis suggests that the quality of a 

teacher is possibly related to positive student achievement. Her quantitative analysis showed that 

certification and teacher preparation are the strongest correlation of student achievement, before 

and after controlling for poverty and student’s spoken language (Darling-Hammond, 1999). The 

author used graphs, tables, and charts for the analysis. The conclusions indicate that poverty does 

not influence student achievement—conforming to the prior hypothesis of this review.  

 Another article by Heather C. Hill, Brian Rowan, and Deborah L. Ball showed that 

teacher knowledge of their subject is related to student achievement after controlling for other 

variables. The authors used statistical means and standard deviations to find their conclusions. 

This also acknowledges that inputs other school inputs have effects on student achievement. 

Although, it agrees with the hypothesis in that teacher inputs are given more relevance than 

school inputs. The hypothesis that was stated at the beginning was that school inputs have little 

to none effect, inferring that other inputs will have significant effect. This holds true to that. The 

authors also state that since Coleman’s education production function article, only a limited 

amount of articles (3) have focused on teacher’s knowledge affecting student achievement (Hill, 

2005). This shows that this viewpoint is not mainstream, rather an alternative one. 

  A last article on teacher inputs by William L. Sanders and June C. Rivers also found a 

correlation between teachers and student achievement. They went as far to say that teachers have 

the single most effect on student achievement (Sanders, 1996). Their analysis came from tables, 

regression analysis, and was summarized in graphs. This relates to the stated hypothesis by 

showing that teacher inputs are more significant that school inputs. 



 
 

 Looking at the poverty variable: an article by Victor Battistich, Daniel Solomon, Dong-il 

Kim, Marilyn Watson, and Eric Schaps (Battistich, 1995); provides evidence that poverty has a 

significantly negative effect on student achievement. This disagrees with the stated hypothesis 

mentioned. The authors used surveys for their research and presented it using an HLM analysis 

and model.  

 Furthermore, the home input variable of social class and poverty will be assessed. 

Stephen J. Calds and Carl Bankston (Bankston, 1997) use statistical data via regression to 

conclude that poverty has a small, negative effect on student achievement. This conclusion 

supports the hypothesis. Social class has a positive effect. Social class encompasses the home 

input variable, and it shows that home input can also have an effect on a student’s achievement. 

 The last input that will be reviewed is peer inputs. There is a consensus in two articles 

that there is a strong, positive correlation between peer effects and educational achievement in 

students (Zimmer, 2000) & (Zigdor, 2004). In relation to the stated hypothesis, this supports that 

different inputs other than school inputs have relevance. In another article, it is found according 

to the author’s research that in linear-in-means specifications, the peer effects are small. While in 

nonlinear models there’s a significant effect (Burke, 2008). Omar Lopez, in his article, shifts 

away from the education production function and argues an alternative theory of educational 

productivity. It states a student’s classroom performance depends on economies derived from the 

learning relationship between students (Lopez, 2007). This is different from a typical peer effect 

because it is depends on the relationship between students, instead of the educational 

achievement of students. 

 The literature shows various conclusions. One article argues that school mobility has a 

negative effect on student performance. Durden, in his article, (Durden, 1995) shows that 



 
 

attendance has a positive effect on student achievement. Both of these are variables of the school 

input. Darling-Hammond (Darling-Hammond, 1999) proved statistically that teacher certification 

and teacher preparation has a significant effect on student achievement also. She controlled for 

poverty before and after, so that confirmed the stated hypothesis. The hypothesis is that poverty 

and school inputs will have small to minimal effects on student achievement when compared to 

other inputs. This presents an issue in the literature. It does not compare the inputs to themselves, 

but instead authors research specific inputs only. 

  Two differing theories on education of students are shown: education production 

function by Coleman and an alternative one by Omar Lopez (Lopez, 2007). Another alternative 

approach by Heather Hill discussed the possibility that teacher knowledge of a subject, one of the 

teacher inputs, effects student achievement. William Sanders (Sanders 1996) argued that teachers 

have the single most effect on student achievement. This also helped to fuel the stated hypothesis 

because it argues the relevance of teacher inputs over all other inputs. 

 Arguments against the hypothesis came from Battistich (Battistich, 1995), who said that 

poverty has a significantly negative effect on student achievement. On the contrary, Calds 

(Bankston, 1997) asserts that poverty has a small, negative effect, which is what the hypothesis 

stated. Zimmer and Zigdor (Zimmer, 2000 & Zigdor, 2004) agreed that there’s a strong, positive 

relationship between peer effects and student achievement. Burke (Burke, 2008) makes this 

assertion half-way. He also says that there can be small effects. 

 

 

 

 



 
 

  

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

             

     

 

 

Home inputs  
-Minority 

-Family income 

Student inputs  
-7

th
 grade EOG math scores 

-ESL 

-Disability 

-# of school days absent 

-Gender 

School inputs   
-Class size 

-% FRL students in school 

-% Anglo-Asian students in school 

-Avg. 7
th

 grade EOG math scores 

-Title I school 

-School enrollment 

-% Minority in school 

Peer inputs  
-% FRL students in class 

-% Minority in class 

-% Females in class 

-% Anglo-Asians in class 

Teacher inputs  
-% of math teachers w/ more than 

10 yrs. Experience in school 

-student and teacher black 

-student and teacher Anglo 

-teacher Anglo 

-math teacher w/ more than 10 yrs. 

Of experience 

-type of teacher certification 

-yrs. Of teacher experience in 

district 

8
th

 grade 

math 

score 



 
 

Regression tests- 

Home inputs: 

1: When comparing students, those that are from families with higher incomes are more likely to 

have high 8
th

 grade math EOG scores than those who are from families with lower incomes. 

2: When comparing students, those who are minorities are less likely to have high 8
th

 grade math 

EOG scores than those who are not minorities. 

Regression equation- y-hat = a-hat + b-hat1(free or reduced lunch) 

Coefficients
a
 

Model 

Unstandardized Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

1 (Constant) 112.520 1.933  58.223 .000 

EOG-7th grade math 2007 .700 .005 .826 131.142 .000 

Free or Reduced Lunch. -1.533 .113 -.085 -13.531 .000 

a. Dependent Variable: EOG-8th grade math 2008 

 

Analysis: Looking at the data, if a student is on free and reduced lunch it is also statistically 

significant in determining their 8
th

 grade EOG math scores. It negatively affects their scores. 

Since both the minority and FRL variables were above .7, only one was used. Minority was left 

out. 

 

Student inputs:  

3: When comparing students, those whose 7
th

 grade math EOG scores were high are more likely 

to have high 8
th

 grade math EOG scores than those whose 7
th

 grade math EOG scores were low. 

4: When comparing students, those who are ESL students are less likely to have high 8
th

 grade 

math EOG scores than those who are not ESL students. 



 
 

5: When comparing students, those who have a disability are less likely to have high 8
th

 grade 

math EOG scores than those who do not have a disability. 

6: When comparing students, those who don’t attend class daily are less likely to have high 8
th

 

grade math EOG scores than those who do attend class daily. 

7: When comparing students, those who are male are more likely to have high 8
th

 grade math 

EOG scores than those who are females. 

Regression equation- Y-hat = a-hat + b-hat1(EOG 7
th

 grade) +b-hat2(# of school days absent) 

+b-hat3(gender)+b-hat4(IEP) 

 

Coefficients
a
 

Model 

Unstandardized Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

1 (Constant) 114.575 1.803  63.548 .000 

EOG-7th grade math 2007 .695 .005 .820 138.620 .000 

Student first language is 

english 

.120 .139 .005 .868 .385 

Number of School days 

Absent 

-.115 .005 -.124 -21.389 .000 

1 = Female & 0= Male -.202 .100 -.011 -2.013 .044 

Student has an 

Individualized Education 

Plan (IEP) 

-1.268 .186 -.039 -6.825 .000 

a. Dependent Variable: EOG-8th grade math 2008 

 

Analysis: Looking at the data. If a student is English as a Second Language student (ESL), it is 

not statistically significant in determining their 8
th

 grade EOG math scores. Therefore, being an 

ESL student has no correlation in determining a person’s scores, and my hypothesis was 

disproved. If a person has a disability, written as individualized education plan (IEP), the data 

shows that it is statistically significant, but in a negative manner. If a person has an IEP, they are 



 
 

less likely to have high 8
th

 grade EOG math scores. Number of school days absent is also 

significant, but in a negative manner. And gender, is also significant. It appears that being a male 

a student is likely to have high 8
th

 grade EOG math scores, because it is negative. 1 representing 

females, and 0 representing males, the graph shows the Beta to be closer to zero.   

 

School inputs: 

8: When comparing students, those that have a smaller class size are more likely to have high 8
th

 

grade math EOG scores than those who are in a larger class size. 

9: When comparing students, those who are in a school with a higher percentage of students with 

free and reduced lunch are less likely to have high 8
th

 grade math EOG scores than those who 

attend a school with a lower percentage of students with free and reduced lunch. 

10: When comparing students, those who attend a school where there is a higher percentage of 

Anglo-Asian students are more likely to have high 8
th

 grade math EOG scores than those who 

don’t. 

11: When comparing students, those who attend a school with a higher average 7
th

 grade math 

EOG scores are more likely to have high 8
th

 grade math EOG scores than those who don’t. 

12: When comparing students, those who attend a Title I school are more likely to have high 8
th

 

grade math EOG scores than those who don’t. 

13: When comparing students, those who attend a school with high enrollment are more likely to 

have high 8
th

 grade math EOG scores than those who don’t. 

14: When comparing students, those who attend a school with a higher percentage of students 

with minorities are less likely to have high 8
th

 grade math EOG scores than those who don’t. 



 
 

Regression equation- y-hat = a-hat + b-hat1(class size) + b-hat2(% Anglo-Asian in school) + b-

hat3(mean 7
th

 grade score) + b-hat4(title 1 school) + b-hat5(school enrollment). 

 

Coefficients
a
 

Model 

Unstandardized Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

1 (Constant) 105.542 2.454  43.013 .000 

EOG-7th grade math 2007 .683 .005 .806 127.866 .000 

Class size .009 .003 .017 2.838 .005 

% FRL in School in year 

2008 

.004 .004 .011 1.012 .312 

% Anglo-Asian in school .025 .004 .075 5.939 .000 

Mean 7th grade math score 

for 8th grade students in 

2008 by school 

.028 .005 .037 5.959 .000 

Title 1 school in 2008-09 -.728 .146 -.034 -4.982 .000 

School Enrollment in 2008 .004 .001 .028 4.276 .000 

a. Dependent Variable: EOG-8th grade math 2008 

 

 

Data Analysis: Looking at the data, everything is statistically significant except for the 

percentage of free and reduced lunch in school in year 2008. Because it is insignificant, my 

hypothesis is proved to be correct. This is the variable of interest, because the question of 

interest is to what degree concentrated poverty reduces test scores. The hypothesis was that it 

was at minimal degree—this proved to be correct because the variable is statistically 

insignificant. Everything has a positive correlation, except for title 1 schools, which is negative. 

The percentage of FRL students in school and percentage of minority students in school both 

correlated at above .7 so only percentage of FRL was used. 

 



 
 

Peer inputs: 

15: When comparing students, those who are in a classroom with a higher percentage of students 

with free and reduced lunch are less likely to score high on 8
th

 grade math EOG scores than those 

who aren’t. 

16: When comparing students, those who are in a classroom with a higher percentage of minority 

students are less likely to score high on 8
th

 grade math EOG scores than those who aren’t. 

17: When comparing students, those who are in a classroom with a higher percentage of female 

students are more likely to score high on 8
th

 grade math EOG scores than those who are in 

classroom with a lower percentage of female students. 

18: When comparing students, those who are in a classroom with a higher percentage of Anglo-

Asian students are more likely to score high on 8
th

 grade math EOG scores than those who 

aren’t. 

Regression equation- y-hat = a-hat + b-hat1(% female in class) + b-hat2(%Anglo-Asian in class) 

+ b-hat3(% minority in class). 

 

Coefficients
a
 

Model 

Unstandardized Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

1 (Constant) 118.351 2.051  57.717 .000 

EOG-7th grade math 2007 .672 .006 .793 111.455 .000 

% Female in class in 2008 .042 .003 .086 13.145 .000 

% Anglo-Asian in class in 

2008 

.030 .002 .118 15.469 .000 

a. Dependent Variable: EOG-8th grade math 2008 

 

Excluded Variables
b
 

Model 

Beta In t Sig. 

Partial 

Correlation 

Collinearity 

Statistics 



 
 

Tolerance 

1 % minority (African 

American and Hispanic) in 

class 

.
a
 . . . .000 

a. Predictors in the Model: (Constant), % Anglo-Asian in class in 2008, % Female in class in 2008, EOG-7th 

grade math 2007 

b. Dependent Variable: EOG-8th grade math 2008 

 

Data analysis: Everything is significant, and everything is correlating positively. Percentage of 

minority students in class was excluded from the main regression table. The percentage of FRL 

students in class and percentage of minority students in class were both correlated at above .7 so 

only the percentage of minority students in class was used. 

 

Teacher inputs: 

19: When comparing students, those that attend a school with a higher percentage of math 

teachers with more than 10 years of experience in school are more likely to have high 8
th

 grade 

math EOG scores than those who don’t. 

20: When comparing students, those who are African-American and their teacher is also are less 

likely to score high on 8
th

 grade math EOG scores than those who aren’t. 

21: When comparing students, those who are Anglo and their teacher is also Anglo are more 

likely to score high on 8
th

 grade math EOG scores than those who aren’t. 

22: When comparing students, those whose teacher is Anglo are more likely to score high on 8
th

 

grade math EOG scores than those whose teacher isn’t Anglo. 

23: When comparing students, those whose math teacher has more than 10 years of experience 

are more likely to score high on 8
th

 grade math EOG scores than those whose teacher doesn’t 

have more than 10 years of experience. 



 
 

24: When comparing students, those whose teacher has a teacher certification are more likely to 

score high on 8
th

 grade math EOG scores than those students who don’t have a teacher with a 

certification. 

25: When comparing students, those whose teacher have more years of experience in the district 

will be more likely to score high on 8
th

 grade math EOG scores than those students who have a 

teacher with fewer years of experience in the district. 

Regression equation- y-hat = a-hat + b-hat1(% math teachers w/ more than 10 years of 

experience in school) + b-hat2(student and teacher black) + b-hat3(student and teacher Anglo) + 

b-hat4(teacher Anglo) + b-hat5(Math teacher w/ more than 10 yrs. Of experience in school). 

Coefficients
a
 

Model 

Unstandardized Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

1 (Constant) 117.947 2.024  58.273 .000 

EOG-7th grade math 2007 .679 .006 .801 119.729 .000 

% of Math teachers with 

more than 10 years of 

experience in school 

.008 .002 .022 3.308 .001 

STUDENT AND TEACHER 

BLACK 

-.436 .168 -.022 -2.594 .010 

STUDENT AND TEACHER 

ANGLO/ 

1.507 .144 .078 10.466 .000 

Teacher Anglo .441 .168 .024 2.631 .009 

Math Teacher with more 

than 10 years of Experience 

.452 .117 .025 3.856 .000 

Type of Teacher 

Certification 

.171 .214 .005 .798 .425 

a. Dependent Variable: EOG-8th grade math 2008 

 

Data analysis: Looking at the data, a teacher’s type of certification is not statistically significant, 

while everything else is. The hypothesis on a teacher’s type of certification is proved to be 



 
 

wrong, as it predicted that teacher certification would make a difference positively. All the data 

that is statistically significant has a positive relationship with high 8
th

 grade EOG math scores 

except for student and teacher black, which has a negative one. The years of teacher experience 

in district and math teacher with more than 10 years of experience variables were both correlated 

at above .7 so only math teacher with more than 20 years of experience was used. 

 

Final regression output- 

 

Coefficients
a
 

Model 

Unstandardized Coefficients 

Standardized 

Coefficients 

t Sig. B Std. Error Beta 

1 (Constant) 136.003 2.760  49.280 .000 

EOG-7th grade math 2007 .613 .006 .724 97.046 .000 

% FRL in School in year 

2008 

.003 .004 .008 .755 .450 

Free or Reduced Lunch. -.391 .122 -.022 -3.197 .001 

Student has an 

Individualized Education 

Plan (IEP) 

-1.441 .183 -.045 -7.886 .000 

Number of School days 

Absent 

-.110 .005 -.119 -20.580 .000 

1 = Female & 0= Male -.238 .099 -.013 -2.410 .016 

% Anglo-Asian in school .011 .005 .034 2.496 .013 

Mean 7th grade math score 

for 8th grade students in 

2008 by school 

.016 .005 .022 3.603 .000 

Title 1 school in 2008-09 -.664 .142 -.031 -4.663 .000 

School Enrollment in 2008 .001 .001 .010 1.580 .114 

% minority (African 

American and Hispanic) in 

class 

-.013 .003 -.052 -5.254 .000 

% Female in class in 2008 .022 .003 .045 6.517 .000 



 
 

% of Math teachers with 

more than 10 years of 

experience in school 

.011 .002 .030 4.769 .000 

STUDENT AND TEACHER 

ANGLO/ 

.834 .149 .043 5.589 .000 

Math Teacher with more 

than 10 years of Experience 

.383 .111 .021 3.445 .001 

a. Dependent Variable: EOG-8th grade math 2008 

 

 

Excluded Variables
b
 

Model 

Beta In t Sig. 

Partial 

Correlation 

Collinearity 

Statistics 

Tolerance 

1 % Anglo-Asian in class in 

2008 

.
a
 . . . .000 

a. Predictors in the Model: (Constant), Math Teacher with more than 10 years of Experience, 1 = Female & 0= 

Male, Title 1 school in 2008-09, Number of School days Absent, Student has an Individualized Education Plan 

(IEP), % Female in class in 2008, Mean 7th grade math score for 8th grade students in 2008 by school, School 

Enrollment in 2008, STUDENT AND TEACHER ANGLO/, % of Math teachers with more than 10 years of 

experience in school, Free or Reduced Lunch., EOG-7th grade math 2007, % FRL in School in year 2008, % 

minority (African American and Hispanic) in class, % Anglo-Asian in school 

b. Dependent Variable: EOG-8th grade math 2008 

 

Data analysis: This is the final regression output that includes the variable of interest (Percentage 

of FRL students in school), which happens to not be statistically significant. Looking at all of the 

variables, at 5% significance, only student enrollment in 2008 is not statistically significant 

(.114). All the other variables are statistically significant. Title I, % minority in class, gender, 

number of school days absent, IEP, and FRL are all negatively correlated. Everything else is 

positive. % Anglo-Asian is excluded, but still shows statistical signifance.  

 In the regression table prior, that included non-significant variables, it was found that 

class size was not significant at .308, student and teacher black was not significant at .418, and 

teacher Anglo was also not significant at .398. All 3 of these hypotheses were disproven because 



 
 

it was said that they would be significant. Any remaining hypotheses were proven correct except 

for title I, which was said to have a positive correlation and it had a negative one. 

 

Conclusions/Implications- 

 A good majority of the hypotheses were proven correct. This shows that a person’s high 

7th grade EOG math score positively affects their 8
th

 grade math EOG score, along with a higher 

percentage of Anglo-Asians in school, a school’s high average of 7
th

 grade EOG math scores, a 

higher percentage of females in the class, higher percentage of math teachers with 10 yrs. Or 

more experience, if the student and teacher is Anglo, and if math teacher has 10 years of 

experience or more.  

 Negatively, my hypotheses proved correct also for FRL, IEP, # of school days absent, 

being female, and having higher percentage of minority in class. I predicted these factors to 

negatively affect 8
th

 grade math EOG test scores, and they were proven to do so. The hypothesis 

I failed to conclude in was title I school, I predicted it positively affects test scores, but it 

negatively does. Also, I predicted a positive relationship for school enrollment, but there was no 

significance. 

 In my research, my specific hypothesis was proven to be correct. Concentrating poverty 

in schools reduces test scores at a minimal degree. This could lead to implications where county 

superintendents don’t try to put all poverty students in one school and all wealthier students in 

another. As poverty is not a factor in affecting a student’s 8
th

 grade math EOG test scores, 

resources should be put elsewhere to seek to improve education in students. CMS could 

potentially save millions if schools were allocated the same amount of resources, instead of 

certain schools receiving more or less. This would allow test scores to even out among schools. 



 
 

 Also, teachers are usually assigned according to years of experience, with less experience 

assigned to lower, urban schools with high levels concentrated poverty; this could also be 

stopped, and teachers now assigned randomly. It would allow poverty stricken students to have 

experienced and knowledgeable teachers, instead of inexperienced ones only.  
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