View metadata, citation and similar papers at core.ac.uk brought to you by fCORE

provided by The University of North Carolina at Greensboro

NIXON-GREEN, ROCHELLE, Ed.D. Teacher Perceptiongattors Influencing
Middle School Student Achievement. (2012)
Directed by Dr. Carl Lashley. 231 pp.

The purpose of this case study was to examinel@amuniddle school
demonstrating increased student academic achievegaers and success in helping
adolescent students prepare for high school. T¢eareh also set out to identify key
programs, practices, and instructional stratediasteachers in the study site identified
as having a positive impact on student academaakdevelopment, and high school
preparedness. Furthermore, this study sought touen¢chemes emerging from the
examination the programs, practices and instruatistrategies identified at the case
study school associated with raising student aeim@nt. The focus of the study was
narrowed to three key factors associated with stugeademic success including school-
wide programs school-wide practices, and instrnctigractices.

The school selected for this case study was arlertexemplar of a successful
urban middle school dedicated to increasing studeimievement for several reasons.
Being a part of the relatively large urban distribe school is located in a primarily low
socioeconomic neighborhood. The school demonsthaggssuccess in increasing
student achievement as can be seen in a thredrgadrin academics as measured by the
North Carolina Standardized Testing and Reportimggfam. has met or exceeded the
criteria set for this study defining it as a higérferming school for the last three
academic years, having made steady academic penficanmprovement over the past

several years as measured by the California Stdizéar Testing and Reporting Program.
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The inquiry method employed for this study wasdase study approach.
Documents were reviewed, observational field nofeste visits were taken, and
structured, open-ended interview questions wefizedi to uncover factors positively
affecting student achievement. A total of nine kesis, one administrator and one
curriculum facilitator participated in the interweprocess. To ensure effective
triangulation of the research data, a quantitatiwvwey was used to support the
principals’ and teachers’ interview responses. taltof 12 teachers at the case study
school completed the questionnaire surveys.

Data analysis uncovered three major themes assdaiath increasing student
achievement, including a culture of support fodstuts, the setting of high academic
expectations for students, and the establishmesthadol-wide systems and structures.
Use of Bolman and Deal’s four frames paradigm medithe theoretical support for the
analysis, interpretation of the data gatheredettse study school, and identification of

implications for further study.
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CHAPTERI

INTRODUCTION

Advocates of middle school education assert thahgadolescents tend to be
more successful at schools that are developmerapflyopriate, socially equitable, and
academically excellent (National Forum to Accelersliddle-Grades Reform, 2002).
Critics of middle level education, however, oft&ek evidence of student success in the
form of student achievement data. The No Child Befhind Act of 2001 provided
clarity this accountability issue by stating thatdent academic success will be assessed
through annual student achievement tests for gridmes through eight (No Child Left
Behind Act of, 2002). Therefore, student achievetnseores will officially serve as the
defining measure of success and failure for schddis challenge for middle grades
educators is to understand how curricular coordhnaand integration, as well as
classroom instructional practices, are linked tmleht achievement. Educators should
also understand that there are differences in aci@dEchievement among students of
various socio-economic backgrounds, genders, amargo Furthermore, diverse
teaching and learning strategies are often requargasitively affect the achievement of
students in schools. This study explores sevecébifa including programs and practices
that could potentially affect student achieveménte of the research questions is, what
instructional strategies are implemented, in thiddte school, to target increased student

achievement? If so, what evidence supports theirth increased student achievement?



Another challenge for middle school educators Ipihg students prepare for
high school. This is not a new concern for mideélel educators; in fact, one of the
fundamental functions of the initial middle levelueation movement was to articulate
young adolescents’ transition into high school (Mo 1998; Vars, 1998). Research
conducted by the Carnegie Council on Adolescenteld@ment suggests that roughly
one quarter of the adolescent population is atafskcademic failure during the first year
of high school in addition to other behavior prabte(Carnegie Council on Adolescent
Development, 1989, p. 8). Failure for most studentefined by not being promoted to
the next grade, behavior problems, and issues iassdavith absenteeism and the lack of
social development. Students who repeat a grade bcome discouraged and
ultimately drop out of school (Carnegie CouncilAxiolescent Development, 1989;
Massachusetts Advocacy Center, 1988; National Casion on Children, 1991). One of
the biggest problems associated with school faikitee lack of employment and /or
lack of opportunities that are likely to follow. Ademic achievement is measured in a
variety of ways and there are numerous instructisimategies associated with increasing
student achievement and helping students prepatedi school to prevent the
hopelessness often associated with failure. Tisisareh study examines the current
research on factors associated with middle schadkesit achievement as well as teacher
perceptions of those factors with the goal of pdow additional resources to school
based educators working with young adolescents.

My personal interest in this topic resulted from wiyrk as a ninth-grade

administrator in addition to my experiences as ddhei school (grades 6-8) principal.



Providing appropriate support programs to helpestigltransition academically and
socially from middle school to high school has beeportant to me for a long time. As
an assistant principal, | was able to assist ird#sgn and implementation of a ninth-
grade academy and was also able to work closelytivé staff on their continued efforts
to construct meaningful experiences for incomind emrrent ninth-grade students.
Unfortunately, | also witnessed the daily struggiésinth-grade students who entered
high school ill prepared for academic and socigleexations.

During my tenure as principal at a K-8 school, bwavolved in extensive efforts
to build the middle school portion of the prograpecifically programs designed to help
students prepare for the upcoming social and acaed#Emands/requirements of high
school. Because the literature of K-8 schools wetiard to success with adolescent
education and preparation for high school transitsimited, | am very interested in
whether the opportunities innately built into tiregramming and structural components
of K-8 schools help students excel academically.eMyeriences with middle and high
school students also constantly remind me of tepamesibilities middle school educators
have in the preparation of students for high sclaool beyond. The middle grades
provide educators a critical window of opporturtiyintervene and support student
success in high school.

Statement of the Problem

Calls for accountability and improved test scohesghtened by the provisions of

theNo Child Left Behind Act of 200have led middle level educators to seek ways to

increase student achievement and accountabilitynfle, 2004). Various approaches to



increasing middle school students’ achievement leaverged to address the issue of
increased accountability (Trimble, 2004). BasedanNational Forum to Accelerate
Middle-Grades Reform (2008), successful middle-gsagthools that work for young
adolescents come in many different shapes (6-8&aBdettings) and are inclusive of
three essential elements: academic excellencegmes@ness to the unique needs of
young adolescents, and social equity for all sttel@anfara & Lipka, 2003). Middle
grades help place students on the path to suacésgh school and beyond for post-
secondary opportunities and have a critical impacdthe postsecondary success of
students. However, questions continue to be rdageztiucators and the public regarding
the academic effectiveness of middle schools vatard to their effectiveness in
preparing students for the challenges and expentatn high school (Balfanz, 2009).
The issue of effectiveness has been exacerbatdebesults of educational
studies such as the TIMSS (Third Mathematics anen8e Study) (Anfara & Lipka,
2003). Using the findings of this study as leveraggkicational researchers questioned
the “less than rigorous curriculum” that supposeslists in many middle schools and
characterized middle schools as “the wastelandiopamary and secondary landscape”
(Tucker & Codding, as cited in Bradley, 1998, p3)15a crack in the middle” (Killion &
Hirsh, 1998, p. 44), and “muddle in the middle” éBley, 1998, p. 17). Williamson,
Johnston, and Kanthak (1995) commented, “Middl@stshmust accept the challenge of
addressing student achievement. Student achievamsesitbe given the highest priority
in the mission of the middle level school” (p. B).support of middle grades education,

Lipsitz, Mizell, Jackson, and Austin (1997) wrdté/e speak with one voice, grounded



in our collective experience and buttressed by calimg research data that demonstrate
... that sustainable middle level school refosrachievable” (p. 534). However,
considering the lack of measurable improvementioidie grades achievement thus far
they continue, “We have not seen the widespreathalia improvement in academic
outcomes we had hoped for” (p. 535).

Concerns with improving middle schools as a gagetwasuccess in high school
and beyond are exacerbated by the insufficient musnbf studies, lack of longitudinal
studies, weak research designs, difficulties wittnparing studies with conflicting
designs, and problems with effects of extraneousbi@s (such as socioeconomic status)
on outcomes (Anfara & Lipka, 2003; Van Zandt & Eott 1995)There is an assumption
that “according to middle level theory, if the middevel philosophy is implemented, the
outcomes of enhanced personal development, graaprghip, and achievement will be
attained” (Russell, 1997, p. 170). However, themfits to reveal a relationship between
middle level reform as noted in th@rning Points 200@ecommendations and student
achievement have resulted in ambiguous and canfiicesults (Anfara & Lipka, 2003).

The lack of increased student achievement anddubbol readiness remains a
problem in many school districts as evidenced leyhilgh numbers of ninth-grade
failures and dropout rates. In fact, the transitmhigh school has neither been more
treacherous nor the consequences more personsdigtabus for so many. It appears that
educators continue to have difficulties articulgtmiddle school practices that are linked
with student success. The inconclusive nature@fitidings related to the effects of

middle school practices on student achievemenbbas documented by several



researchers (National Middle School Associatiof§2@Roney, Anfara, & Brown, 2002;
Van Zandt & Totten, 1995).

As expectations for a more highly educated Amermtrenry rise, what happens
in the middle grades matters more now than evearbett is in the middle grades where
many students begin to lose ground in key subjeasasuch as mathematics. For
example, in California student achievement in maudwgcs in any given year is lower in
middle grades than in the elementary grades (Ritdtertel, 2010). Data published by
the California Department of Education (CDE) aleweal that two-thirds of fourth
graders in California were proficient or advanaednathematics in 2009 compared with
only 43% of seventh graders (Kirst & Haertel, 2010)ese data are significant
considering the fact that California educates ameobevery eight students in grades 6-8
in the United States. According to the National@sssnent of Education Progress
(NAEP), these data are consistent with what casele@ nationally, as most states see a
dip in middle grades proficiency levels as compavétl elementary levels (Kirst &
Haertel, 2010). Within the international literatune the effects of school transitions there
also appears to be substantial agreement regatidecline in achievement between
elementary and middle school resulting in whatlheen termed, in previous literature,
the middle school dip (Barone, Aguirre-Deandris] 8ckett, 1991; Carvel, 2000; Collins
& Harrison, 1998; Galton, Gray, & Ruddrick, 1999izdlle, 1995).

Middle grades can be viewed as the last best chtandentify students at risk of
academic failure and get them back on track in fionéhem to succeed in high school.

Recent data analyses in California (Balfanz, 20608tlaender, Reardon, & Jackson,



2008; Zau & Betts, 2008) show that many studentgedtest risk of high school failure
could be identified early (during middle grades &atd elementary years) by their
grades, attendance, behavior, and test scoresli&y pod practice brief by Balfanz
(2009) examining students in Philadelphia schomlsd that in high-poverty
environments a student’s middle grades experietnoag@y impacts the odds of
graduating from high school. The brief also sugeg$hat the more risk indicators a
student has (including poor grades, attendanceetnscand behavior issues) the fewer
opportunities are provided by the school for inggmons and correction, and the more
likely that student will not graduate from high sohor enter a college or postsecondary
program (Balfanz, 2009).

Middle schools stand at a crucial intersection mekican public education
systems. They are charged with the responsibifityudding on the basic literacy and
math skills that students learn in elementary schod with helping students master
those skills if they have fallen behind. They mustprepared to nurture the physical,
social, and intellectual growth that students ugden their early adolescent years.
Moreover, they are expected to provide students thi¢ habits of mind and behavior
they will need to make healthy transitions to hsghool and young adulthood. Yet, too
many middle schools are failing. In particular, sals that serve high poverty student
populations face significant obstacles that capkbem from providing adequate
opportunities for teaching and learning.

A student’s experiences in the ninth grade oftarerdane their high school

success. Sadly, more students fail ninth grade thareany other high school grade.



Students promoted to the tenth grade but who diteank (i.e. failed grades, a lack of
course credits, or poor attendance) may have alneégsed the opportunity to get on a
graduation track. Students held back in ninth gadate what is known as thath

grade bulgeand those who drop out by tenth grade contributehtat has been known as
thetenth grade digWheelock & Miao, 2005)Nationally, educators and policymakers
are struggling to find solutions to assist the éasing numbers of students who do not
advance beyond the ninth grade (Wheelock & Mia®520Estimates put the national
student attrition rates before tenth grade betvildeand 33 percent (Dedmond, 2008;
Education Week, 2007). Sadly, only about 70% oftngraders make it to graduation
four years later (Education Week, 2007; Gossageé/R®s a result, states and schools
are placing increased emphasis on middle schammeéfforts and helping students
make the transition from the middle grades to lsgiool and beyond. Special efforts are
also being made to assist students in completiagitith grade successfully. Under the
No Child Left Behind Acgccountability for decreased student achievemethieatigh
school level and failure to graduate is very proraad; however, the existence of this
strain is often the result of culminating yearswfdents’ poor academic training in
middle school (Snipes & Horwitz, 2008).

The transition from middle school to high schaggnesents a significant event in
the lives of adolescents, one that necessitatgeosufpom—and collaboration among—
teachers, parents, counselors, and administrattwstfa educational levels; however, this
experience continues to be problematic for mangesits. The ninth grade year can be a

pivotal year for many students as they find theresebktruggling to navigate large and



often impersonal high schools. Increasing the numbgstudents held back in the ninth
grade has not proven effective, as many of thgseaters (estimates as high as 80%)
later drop out of school (Allensworth & Easton, ZpBalfanz & Letger, 2004; Haney et
al., 2004; Kemple, Herlihy, & Smith, 2005). Howeymtervening with these students
before they enter high school may lead to increasedess in high school and
subsequent graduation (Herlihy, 2007a; Williams i&Hrnan, 2007; Quint, 2006; Smith,
1997; Williams & Richman, 2007).
Statement of Purpose

Middle school educators know what kinds of educetiexperiences young
adolescents need. However, middle schools haveaw®st able to fulfill its announced
intention to increase student achievement, soeratldpment, and high school
preparedness (George, 199B)e purpose of this case study was to examinelzanur
middle school with demonstrated increased acadaafi@vement gains and success in
helping adolescents students prepare for high $chbe research study also set out to
identify key programs, practices, and instructicstedtegies teachers in the study site
identified as having a positive impact on studeid@mic performance, social
development, and high school preparedness.

Importance of the Study

The middle grades have attracted a lot of attemegently because progress in
reading is stagnant and progress in math is muxkltav. Research suggests that the
high school dropout problem takes root as earlsixh grade. Although some states

have made progress in early grades achievementy sthdents reach middle school,
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they begin to lose momentum and often reach thid igrade unprepared. Too many
students begin to disengage from their studiesiddia school and often miss valuable
opportunities to stay on the path to success ih bahool and beyond. State assessment
results show that students’ progress in the migdieles is not sufficient for states to
meet the federdllo Child Left Behind Aatequirements (Thomas & Collins, 2009). The
National Assessment of Educational Progress (NAKER)wn also as The Nation’s
Report Card, shows that achievement in eighth-greaeing is stagnant and progress in
math is much too slow (Collins & Thomas, 2008). $m@tudents appear bored and
disengaged in school, which often results in tleaing interest and falling behind at a
time when they should be preparing for the rigothef high school curriculum. The
result can be additional roadblocks for these sitgjgarticularly those already
struggling in math and reading. These student&rawe/n to stop coming to school
regularly and often get into disciplinary troubtethe middle grades. Unfortunately, these
students are also the ones who eventually dropfaghool.

A 2007 edition of Education Week reported thatoradily more than one-third of
the students lost from the high school pipelinettamake the transition to ninth grade.
The report indicated that approximately one-thirdtadents eventually drop out of
school and evidence also infers that the seedgbfdthool failure are sown in grades 5-
8, suggesting the need for a more intentional facumstructional practices and
strategies in middle grades that are linked togasing academic achievement and

preparedness for high school (National Center fiwdation Statistics, 2002). A high
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percentage of the students noted in this reporé wenorities and from lower
socioeconomic backgrounds.

Students in ninth grade also comprise the highestgmtage of the overall high
school population because students in disprop@teonumbers are failing to be
promoted out of ninth grade. Promotion rates betweeth grade and tenth grade are
much lower than rates between other grades (Wheé&ddiao, 2005).Researchers at
John Hopkins University found that up to 40% ofthigrade students in cities with the
highest dropout rates repeat the ninth grade, hiyt10-15% of those repeaters go on to
graduate (Balfanz & Letgers, 200Jinth-grade attrition is far more pronounced in
urban, high poverty schools: 40% of dropouts in-loeome high schools left after ninth
grade, compared to 27% in low poverty districtsEEResearch, 2006). This attribution
can be correlated to middle school achievementwlhteh is often predictive of what a
student will do in high school. The large numbdrstadents not proficient in reading
and math as measured on the NAEP supports thisytHéear example, the gap between
eighth graders from low income families and allesteighth graders at the basic level
between 2003 and 2007 was 23 points in readin@drmbints in math.

The middle school years bring many chances to ertbat youth are properly
prepared for this transition. Middle school studearte particularly open at this stage in
their development to the influence of non-pareathllts, such as teachers and staff at
youth programs, who can capitalize on “teaching mois1.” Thus, if we seek to better

prepare young people for success, middle schoekpts a critical opportunity. Ensuring
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that students have strong academic behaviorgydest life skills, and adaptive strategies
as they enter ninth grade will provide an invaledolundation for their futures.

Middle school proponents and critics have recoghthat too many middle
schools have failed to find their academic way (B¥g & Manzo, 2000). According to
Anfara & Brown (2001), middle schools are at a sroads. We must step back and
evaluate where we have and are focusing our erseiyie need to strive for higher levels
of implementation of middle level reform so thatdelie schools are more than just a
name above the school door. The standards and raetiity movement, specifically the
No Child Left Behind Acif 2001, is placing unprecedented demands on middimoés
and many do not have acceptable levels of stuadm\eement (Bradley & Manzo,
2000). The accountability movement is now forcidgnnistrators and teachers to re-
evaluate where they are channeling their energiesprove student achievement, and
ultimately have students better prepared for hajiosl (Bradley & Manzo, 2000).

When trying to establish a connection between tlteli® school concept and
improved student performance, socioeconomic staaissfound to be the most
significant correlate to student achievement (Ho&dills-Briegel, 1997). Many
schools, for example, serving large numbers of esocally disadvantaged students
provided a much less supportive learning envirortraed therefore showed lower
student achievement (Stephens & Jenkins, 199%.Southern Regional Education
Board (SREB) and reformers noted in Turning Paia@)0) promote an approach to
middle grades reform that draws on best practiegged to improve student

achievement.
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These reform models call for a rigorous academidauum for all students,
schools that are small and flexible in structuoho®ls that make high demands on
students and provide the support students neechtewe, classrooms that build higher-
order thinking skills, and parents who are activatgaged in their children’s education
(Cooney, 2000). The data from this study might s&xs an impetus for school
administrators to move forward with key middle saharactices perceived by middle
school teachers as improving student achievemehoeerall success in middle grades
and retreat from practices that do not seem toresghkearning. As principals learn of the
possible correlation between levels of implemeatatf middle school key practices and
student achievement, they will have some knowlemge/hich to base decisions about
the organizational structure of the school (Isada661).

Resear ch Questions

This case study examined one middle school in ldegdocusing on the
perspectives of the teachers to tease out thoswsabat contribute to the academic
success of its adolescent students. Middle schaxbken identified both in the human
development and research literature as a timeeatgrhysical, emotional, and social
change for young adolescents. Considering the ershallenges faced by students of
middle school age, this research limited its fawuthis time frame so as to capture the
subtle setting of the middle school. The positigsagiations found in this study between
school-related variables and student academic sscoay serve as a road map guiding

other middle schools to increase student achievearehhelp students become better
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prepared for high school. The study was guidedckyfdllowing three research
guestions:

1. What school-wide programs and practices, in thiddbei school, do teachers
perceive as promoting student achievement?

2. What instructional strategies, in this middle sdhdo teachers perceive as
being implemented to target increased student eeiment? What evidence
supports their link to increased student achievdéthen

3. What strategies, in this middle school, do teacperseive as existing for the
development and implementation of adaptive stragefyir high school
preparedness? What evidence supports their limcteased student
achievement?

Limitations

This study is limited in its generalizability besaut only involved one urban
middle school. The methodology of a case studyakasen for this reason because the
focus was an in-depth study of a culture or an eéspiea culture (Gall, Gall, & Borg,
2005). The findings resulting from the particippobl and the number of participants
surveyed and interviewed also limits the generhbllizg of the study’s findings and
conclusions to only those schools that are unigsiehylar. Although only five days were
spent at the case study school, the predominameth@nd perspectives were evident
throughout the study. Additional days at the regearte could have enhanced this
gualitative perspective. The review of the litaratreflected a need for additional

research on effective instructional strategies withan middle school students and the
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relationship between student achievement and setao@bles or factors. The purpose of
this study was to describe strategies and methods the perspective of middle school
teachers for educators to explore and institutBeir own educational settings to benefit
urban middle school students. The level of trtigas with which participants conveyed
their perceptions may also reduce confidence placdte study’s findings.
Definitions

Per the North Carolina Department of Public Inginrg the termdropoutrefers
to a student who leaves school before graduationthNCarolina counts students who
leave school before graduation in two main waysA@anual Dropout Rate and a Cohort
Graduation Rate. For the annual dropout rate caicu, a dropout is defined as a student
who was enrolled in school at some in the prevea®ol year, was not enrolled on day
20 of the current school year, and has not graduabden high school or completed a
state or district-approved educational programd&tits who leave high school to enroll
in a General Education Program (GED) are considierédve dropped out of school
under the policy of the State Board of Educatidme Tohort Graduation Rate illustrates
what percentages of ninth graders have graduated tirgh school four years later
(www.ncpublicschools.org). A school at a level betw elementary and high school is
referred to as middle grades schogptypically including grades five through eight.

Per North Carolina Department of Instructisncioeconomic status (SES)
measured by the percentage of schools’ free orcestilunch percentages through a
federal subsidy. This is a widely used and accepteadsure of a school’s poverty level.

The definitions of SES emphasize that, as a coctsitus (a) conditional, (b) imposed on
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people, (c) used for comparisons, and (d) basextonomics, opportunity, and means of
influence. Santrock (2004) defines SES as “the girauof people with similar
occupational, educational, and economic charatterigp. 583). Woolfolk (2007) calls
SES “the relative standing in society based onmmegoower, background and prestige”
(p. 165). Santrock (2004) adds that an importaatification is “the ability to control
resources and participate in society’s rewards583). In most discussions, there are
three levels of SES: low, moderate, and high. Beeamiost problems associated with low
SES are related to poverty, sometimes poverty lisweged as a similar concept to low
SES. Race may also be considered a factor becdaskesEand Latinos are
disproportionately represented in the low SES.

School transitionsefer to the transitions of students from elemgnsahool to
middle school and from middle school to high schéal each transition occurs, the
student generally undergoes many different changesse changes can be anything from
an increase in the size of the school, to the ahamériends with which one associates.

TheAchievement gajm education refers to the disparity in acadeneidgrmance
between groups of students. The achievement gapsshp in grades, standardized-test
scores, course selections, dropout rates and sticeess measures. This is important
because traditionally low-income and minority cheld have not performed as well as
their peers on the tests.

In this study, the wor@rogramrepresents an organized system of projects and/or

activities organized over a period of time for fhepose of supporting academics, and
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the wordpracticerefers to a customary action or way of doing somnetiand the act or
process of doing something.
Organization of the Remainder of the Study

Chapter Il provides a review of salient literatoreadolescent education
including an examination of the middle school cqicthe middle grades paradox, and
the correlation between middle grades educationstutents’ success in high school.
Variables associated with adolescent failure ratesdropout rates will also be discussed
in the context of middle school achievements.

Chapter Il presents the theoretical foundationtifier study’s methodology and
research design. The study’s sample, conceptuatinogtrumentation used, data
collection processes, and data analysis are pexkent

Chapter IV presents the findings of the study, uising answers for each of the
guiding research questions, followed by the ides#tfon of the major themes deduced
from the findings.

Chapter V summarizes the findings, makes conclgsiand discusses the
implications of the study for further study. Thady concludes with references and
appendices.

Schools have a responsibility to provide instrutaicstrategies and interventions
that allow for all students to be successful inoethTherefore it was important in this
study to determine what strategies were most efieédr helping adolescent students be
academically successful. The intent of this redeatedy was to identify and discuss

factors teachers at one successful urban midd@osglerceived as contributing to the
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academic success of their students. The posits@cagions found in this study between
school-related variables and student academic sscnay assist other middle schools
with increasing student achievement and helping gtedents become better prepared
for high school.

Chapter Il includes a review of the literature @y with the history of middle
grades education and the adolescent developmesrtatdo practices associated with
middle school reform. With a more informed viewtlo¢ developmental needs of
adolescents emerged a wave of middle grades reftiarts followed by various research
studies, policy briefs, and recommendations astmtiaith the need for more
developmentally responsive educational practicesdocating young adolescents.
Practices specific to middle grades education padhese reform efforts did not appear
specific to the needs of the students’ developmeiads. Several studies suggested the
middle grades were typically arranged like smaghhschools or in some cases extended
elementary grades, again indicating a need for ratteation to the developmentally
needs of this age group. However, the middle dgh@@dox suggests best practices
identified for students in middle grades are theeas best practices for other grades.
The review of the literature reiterated the needsfecific research on effective teaching
strategies and practices for middle grades studdriie search for a relationship between
middle school student achievement and instructistrategies and school variables
guided the literature review. Specifically, howsthool practices and programs promote
student achievement? And, what instructional stjias are associated with increased

student achievement?
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CHAPTERII

REVIEW OF THE LITERATURE

Middle schools currently represent the most comaqguroach to the education of
young adolescents—students between the ages afdlD4aAdvocates of middle school
education contend that young adolescents are meooessful at schools that are
developmentally appropriate, socially equitablel anademically excellent (National
Forum to Accelerate Middle-Grades Reform, 200s5ues facing middle schools are
related to the implementation of the middle sclamwicept as well as counter-movements
opposed to the philosophy (Gross, 2002). Hough{)L8ddressed how middle schools
are commonly conceptualized.

Middle school components are most often conce@edlagzeams of teachers
meeting during @ommon planning tim® (among other things) develagegrated
curricula and teach within the structure oflexible schedul¢hat allows for more in-
depth study and experiential learnidglvisoryprograms are provided in an effort to
establish positive relationships between youngest@nts and adults, ensuring that
students are known well by at least one adult. Sttedare encouraged to participate in
intramural activities to build self-esteem and promote hedlifiegtyles.Exploratory
classes or enrichment experiences are provideldbiw students a chance to experiment
with novel subject matter and interest areas witlear of being penalized by a letter

grade. All of the above are accomplished witnmall heterogeneousarning
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communitieshat emphasizeooperativeaeaching strategies that capitalize on the social
dimension of teaching and learning (Hough, 1992385).

Critics of middle level education, however, oft&ek evidence of student success
only in the form of student achievement data. Tdwnt enactment of tlido Child Left
Behind Act of 200tlarified this accountability issue by stating teatdent academic
success will be assessed through annual studeietvaatent tests for grades three
through eightilo Child Left Behind Act of 2001, 2Q0Zherefore, student achievement
scores have officially served as the defining measfisuccess and failure for schools.
The challenge for middle grades educators is terstdnd how curricular coordination
and integration and classroom instructional prastare linked to student achievement.
Educators must also understand and tend to thereliftes in academic achievement
among students of various socio-economic backg®(nel genders, socioeconomic
status) using diverse teaching and learning stiegég positively impact the
achievement of each subgroup of students in schools

To understand the journey leading up to today’'gjrams and practices, this
literature review was organized into two main sewi (a) the history of the middle
grades education, coupled with a description oftti@escent developmental period, and
(b) programs and practices associated with the lemglthool reform efforts. Section one
includes a brief history of the emergence of middieools and concludes with current-
day calls for developmentally responsive educatiprectices for educating adolescents.
Section two, middle school reform, including thegmams and practices section

associated with middle school reform, includes nec@nded practices for middle grades
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broadly defined in the following subsections: (ajrculum and assessment, (b)
instructional practice, (c) interdisciplinary teangj (d) effective leadership, (e) family
and community involvement, (f) teacher quality, &gademic climate, (h) student
engagement, (i) school size, and (j) middle to lEghool transitions (includes ninth-
grade dropouts and K-8 transitions).
Early Adolescent Education

The early adolescent developmental period is onéhich individuals experience
many changes including the biological changes a@ssatwith puberty, important
changes in relations with family and peers, andstie@al and educational changes related
to the transition from elementary to middle schg@lgfield, Byrnes, Eccles, 2002).

Early adolescence is often described as a perititkdfetween the ages of 10 and
15 years, in which young people experience rapysighl, cognitive, and social
transformation (Susman & Rogel, 2004). Historicadlgirly adolescence has been viewed
as a period of stress and upheaval for childrentlaose with close contact. The
stereotypical image of young teens with awkwardiég®dnd “raging hormones” is often
the pervasive view among parents and educatorsimgpitk middle schools. The stress
and difficulties commonly associated with this s#@ion from childhood to early
adolescence has been discussed in the researtddaiodhe discussion of strategies to
assist those working with young adolescents as agedupport for educators and policy
makers directly associated with middle grades refefforts (Akos , 2002, 2004; Furrer

& Skinner, 2003; Wentzel, 2002).
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As a more informed view of the development of eadglescence emerged
through the years, educators and researchers begarognize this period of
development as being unique from late childhoodlatedadolescence or adulthood. This
recognition of early adolescence as a distinctopleof development has influenced
beliefs regarding the nature of this developmepégiod as well as appropriate methods
for educating this age group (Kleen, Urdan, & Melyi1998; Wiles, Bondi, & Wiles,
2006). As a result of this new understanding, tiedie school movement emerged with
an emphasis on the creation of developmentallyegpate schools designed to ease the
transition into adolescence while taking advantaigeew strengthsT{urning Points
2000). A wave of middle grades reform efforts foléd resulting in recommendations
noted inTurning Points, 2000policy briefs, and longitudinal research studigghe
National Middle School Association.

As the emphasis on developmentally-appropriate adhcbecame more
prevalent in middle grades education, discrepaneers noted in the cognitive
development of adolescents and the type of schpthi@y received (Eccles, & Midley,
1989; Kellough & Kellough, 2008). For example, thstructional methods of various
topics in schools and the resources housed in mmghgle grades schools are not always
aligned with the cognitive levels of early adolegcgtudents (Kellough & Kellough,
2008; Kleen, Urdan, & Medrich, 1998). In some casadgdle grades schools tend to be
organized more like high schools than elementanpais. For instance, most middle
schools typically have several periods a day irasac classes with time that is

structured inflexibly; that is, when the bell rinthe class ends regardless of how much
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time may have been needed by those students. $twddntends to also be less
cognitively demanding than the work students dithmlast year of elementary school.
Instruction also tends to focus on basic skillagte in a whole group, lecture-style
format with drill and practice as the primary ingttional technique; students appear to
have fewer opportunities for decision making in ¢lessroom than in elementary
classrooms (Becker, 1990a; Eccles & Midgley, 198Bigley & Feldlaufer, 1987;
Kellough & Kellough, 2008). Teachers need to coasttie developmental needs and
differences among the adolescents when plannimgitepexperiences. To address the
diverse needs of all students, teachers shouldgeaarious educational approaches that
are appropriate for the students’ varied cogniéiggities (Manning & Butcher, 2005). It
is also important for young adolescents to haveheid who understand how they think
(Stevenson, 2002).

The development of reasoning abilities in earlylesieents is very evident;
however, the system of schooling observed in midddeles education does not appear to
be well suited or attentive to those skills (Ecdellidgley, 1989; National Middle
School Association, 2003; Wiles, Bondi, & Wiles0B). It appears that as students move
into early adolescence they become more able agiced#pportunities to make mental
connections in school, while the curriculum simoéausly becomes more fragmented
(Kellough & Kellough, 2008). For instance, as studalevelop the ability to engage in
longer, more involved instructional activities, tehool day in middle grades become
more divided into shorter class periods, which icdibit explorations and problem-

solving activities. During early adolescence, studexhibit a wide range of intellectual
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development. They tend to be very curious and adysph array of interests, although few
are sustained (Kellough & Kellough, 2008; Scal€f3). As students desire additional
responsibility for their learning through decisimaking—such as how to demonstrate
knowledge, where to sit, and what to work on—theyaiten denied these opportunities.
And it seems that as they continue to develop roapabilities for sustained, self-
directed learning, they are more often placedassiooms where there are less
cooperative and engaging learning techniques bué nvbole-group activities such as
lectures.

The developmental disconnect between early adehés@and the schools serving
them have caused educators and researchers tstégiscto correct them and make
middle grades schools more developmentally appaitgarCurriculum and instructional
methods are the main areas schools appear to &sarating cognitive developmental
research (Kleen, Urdan, & Medrich, 1998; KellougthK&llough, 2008). Attempts are
specifically under way to make learning activithhere meaningful and experiential
(Kleen, Urdan, & Medrich, 1998). For example, intihhanore middle grades teachers are
incorporating manipulatives to teach and practmecepts. Some schools have also
changed their daily schedules to incorporate lohémeks of time for each subject and
incorporated some flexibility in scheduling basedtioe needs of students. The longer
periods afford teachers and students the oppoyttmparticipate in more engaging,
complex, and authentic tasks that would not noyrizl feasible using shorter non-fluid

periods of time. Using longer, more experientiaktadovetail well with the current
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theories associated with the ways in which studerdsess information and develop
more elaborate cognitive structures (Kleen, UrdaNedrich, 1998).

Adolescents deserve educational experiences dnelitoschools organized
appropriately to address their unique needs. Ri@awtrs, parents, and others working
with young adolescents need to be aware of thangadevelopmental characteristics
indicative of adolescents. These changes can prongights into the challenges facing
young adolescents and possibly elucidate reasonbdshifts seen in their ability and
behavior. Educators influential in the developmafithe middle school (e.g. John
Lounsbury, Donald Eichhorn, William Alexander, @@drdon Vars) were convinced that
the developmental needs of young adolescents shdiudnce the educational
environment and organizational structure of thedi@dchool (Arnett, 2001). This call
and desire to be “developmentally appropriate” lathas set the middle school apart
from its predecessor, the junior high school.

The Emergence of Middle Grades Education

In the 1960s, four out of five American studenterded a junior high school
with a seventh- to ninth-grade configuration (Aledar, McEwin, & Kenneth, 1989).
However, despite the popularity and innovativerggganior high schools, they quickly
became the target of criticism for their appar@milarities to senior high school
curricula, grading systems, large size, schedalad,impersonal climate. Many educators
also began to have concerns about having ninthegeddcational programs in the same
school buildings with seventh- and eighth-gradeetts. The ninth-grade program and

curriculum were constrained by Carnegie unit regagnts for high school graduation
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and college entrance. These requirements oftentaffescheduling and staffing
decisions, and subsequently influenced the edutatimograms offered to seventh and
eighth graders in junior high schools as well.

Fifty years following the establishment of the ffipgnior high schools, educators
began to call for more developmentally-responsoh®sls for adolescents that had a
different grade organization and were set up teigdema more gradual and appropriate
transition between the elementary and high scheats/(Alexander, McEwin, &
Kenneth, 1989). In 1965, William Alexander and Entiivéilliams recommended the
development of fifth- to eighth-grade middle sclsowith interdisciplinary teaming,
small learning communities, a teacher advisory g and special learning centers
where students could catch up on needed skillsaordh out into further exploration
(Alexander, McEwin, & Kenneth, 1989). By 1970, aadihgroup of educators founded
the Midwest Middle School Association, later knoasthe National Middle School
Association (NMSA) to acknowledge the national scopthe growing middle school
movement (Dickinson, 2001). The writings of key ealors in this movement displayed
increasingly widespread agreement on practicestibkgved were developmentally
appropriate for young adolescents, including insmiglinary team teaching, discovery
and inquiry methods, teacher-adviser plans, flexgaheduling, exploratory courses, and
ungraded programs (Dickinson, 2001). Although theber of middle schools grew
quickly during the 1960s and 1970s, according govthitings of William Alexander,
most of these new schools displayed “limited pregt®ward the objectives of the

middle school movement” (Alexander, McEwin, & Ketimegl989, p. 19). In fact, John
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Lounsbury (1991) noted that the first comparattuelies of the new middle schools and
the old junior high schools revealed that the sthtwere surprisingly alike in actual
practice” (p. 68). One reason for the lack of pesgrin implementing a set of distinct
practices was that many middle schools were estali for reasons of expediency. For
example, in some cases the new grade arrangenapexisome districts reduce
overcrowding in elementary schools, poor utilizated buildings, and racial segregation.
Little empirical research was conducted on the equences of implementing or
ignoring the lists of recommended practices; treeefthere was little scientific evidence
to persuade educators to change their programpractices (Lounsbury, 1991).

As practitioners, researchers, and scholars bgggaksig in unison about the
continuing shortcomings of middle grades educatiathe United States, middle grades
reform began receiving unprecedented national atterAt the end of the 1980s, states
and foundations began to recognize that the migidides might be central to helping
more students succeed and stay in school. Cal#avas one of the first states to produce
a taskforce report calling for middle grades refo@alifornia’s 1987 reporCaught in
the Middle was followed by a long line of reports from Ftaj Maryland, Louisiana,
and at least 15 other states. At about the sanee foundations such as The Lilly
Endowment, The Carnegie Corporation of New Yorkg BHana McConnell Clark
Foundation, and The W. K. Kellogg Foundation begdvocating and funding middle
grades reform initiatives. These efforts helpedddylthe consensus on the kinds of
supportive structures and responsive practicesatkley students in the middle grades

(e.g., the eight principles outlined in 1989 by @mrnegie Council on Adolescent
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Development infurning Point$. At this time, research in the middle grades hyide
variety of researchers began to show that scheolsng early adolescents, especially
middle schools, were increasingly implementing edional programs that were based
on a variety of recommended practices for the neidgades. These recommendations
were listed in the introduction and will be definaad discussed in the next section.
Middle Grades Education Reform

Middle school reform efforts began in the earlytdithe twentieth century with
a number of trends combined to produce dramatiamsipn and redesign of school
districts throughout the United States (Clark &&)d996; Hechinger, 1993; Lewis,
1993; Lounsbury, 1992; McKay, 1995). At the coremfldle grades reform was the
emerging field of psychology, as psychologists desd adolescence a distinct phase of
life deserving of an educational model of its owoynsbury, 1992). During this time,
advances in recordkeeping made tracking studegr@sse easier, thus exposing issues
with high dropout rates followed by an increasegkeasis in the need for a smoother
transition from elementary to high school, resgjtin the junior high movement
(Lounsbury, 1992). The first junior high schoolpaared around 1910 and continued to
grow until this intermediate level gradually becameenmon in most parts of the county
(Lounsbury, 1992).

In the 1960s, critics argued that junior high stesimply adopted the teaching
methodology and structures of high school and ldekelear vision of their own
(Lounsbury, 1992). The new intermediate model ctalrto build a bridge between

elementary and high school, however few of them astthe curriculum did not build up
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the early grades or prepare students for the desnainfiigh school (Lounsbury, 1992).
The most influential criticism of junior high settjs was that this model simply ignored
the emotional and societal pressures typical dy eaolescent (Beane, 2001). Theories
and contributions of psychologists who endorsedtiginal design of junior high
models were not evident in the teaching methodsate, size, structure, community
relations, or attention to developmental needs (KRIVE®00). The desire and call for a
more developmental responsive setting for middéelgs has been the driving force of
the contemporary generation of middle grades reéosrfrom 1970s to the present
resulting in the invention and ascent of the “m@sithool.”

In 1973, the National Middle Schools AssociatibiMSA) was founded. The
association’s 1982 manifesihis We Believ€l995) outlines the essential features of a
“developmentally responsive middle-level schoolugators committed to young
adolescents, a shared vision, high expectationallican adult advocate for every
student, family and community partnerships, andsitiwe school climate.

Several organizations configured as rivals to NM&Ah their sources of policy
debate and research in middle grades educatiomdimg) the Carnegie Corporation’s
Turning Pointgeports (1989, 2000), joined forces withis We Believas the most
widely cited position statements in middle gradsgfenm. Additional publications
included the Edna McConnell Clark FoundatioRi®gram for Student Achievement
(Brown, 2002; Wheelock, 1995, 1999); the Southesgi®nhal Education Board’s

(SREB) reports examining student performance, cuitrim and instruction, and teaching
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in the middle grades; and the National Associatib8econdary School Principalsh
Agenda for Excellence at the Middle Le{&985).

These documents acknowledge the need for resporess to the emotional and
social needs of early adolescents in educatiottahgse, as well as the need for another
agenda for reform in middle grades educatiormuming Points 200@ challenge is
offered to the priorities listed ifhis We Believeé'Let us be clear. The main purpose of
middle grades education is to promote young adehgstintellectual development” (p.
10). A statement from SREBMaking Middle Grades Matter: A Planning Guide for
School Improvemerf2000) addresses previous programs: “These praghave been
unsuccessful for the most part because they diflocas clearly on raising student
achievement and strengthening the academic conewum and classroom practices”
(p. 1).

Perhaps the challenges set forth will help chaddbe school reform efforts. The
National Forum to Accelerate Middle Grades Refaamumbrella group created in 1997,
is dedicated to participating in these efforts. Foeum composed of NMSA
representatives, Carnegie, and other organizasisssciated with middle grades
education state that it will help schools beconmatemically excellent” and
“developmentally responsive,” as well as “sociatyuitable,” and objectives all can
agree upon.

Middle Grades Achievement
SREB and other reformers promote an approach tdlengtades reform that

draws on best practices designed to improve stuatgmévement. These reform models
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call for smaller schools, rigorous academic cutuoy schools that supports students
need to achieve, instructional practices that boriidhigher-order thinking skills, and
parents who are actively engaged in their childreniucation. While there is a strong
sense that these models can yield positive achientoutcomes for middle grades
students, the evidence regarding some elementspasngly weak. A considerable
amount of research documents the importance oflal@vental responsiveness in the
middle grades, but there is little research regaydirticulating and assessing strategies
supporting academic excellence (Beane & Brodha2@® ; Cuban, 1992; Jackson &
Davis, 2000; Klein, Urban, & Medrich, 1998). Th&k of attention may be due to the
paradox encountered when examining teaching pesciicthe middle grades (SREB,
2000).
Middle Grades Paradox

Middle school is described by researchers asugnigortraying it as specially
tailored to the affective and intellectual needsafly adolescents (Jackson & Davis,
2000). However, many observers make recommendat®ssen ifurning Points 2000
that tend to echo the recommendations of educatfmnmers of other grade levels. For
example,Turning Points 200@tates that middle grades schools ought to “cieatdl|
and caring communities for learning” (p. 123), this suggestion is no different from
what high school reformers advocate for in thelrogds. The National Staff
Development Council (1999) advises middle schoatiadtration to “gather evidence to
demonstrate the impact of staff development onestudchievement” (p. 11), but such

advice is useful for school leaders at any levefoRmers insist middle grades are
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special, yet they make many of the same recommiendads reformers in every other
part of the research and practitioner communityddi# grades reformers’ findings and
recommendation undermine their own premises. ldstéareating and then
strengthening a distinct approach to middle gradiesation, reformers have identified
and called for practices that are not distinct.

The strategies for improved academic achievemenigwed for the purpose of
this study, are organized around the following teencurriculum and assessment,
instructional practices, interdisciplinary teamieffective leadership, family and
community involvement, teacher quality, academimate, student engagement, school
size, and middle to high school transitions. Evaderelating to these strategies is not
limited to the middle grades, but represents rebesupport that is available for these
particular reform strategies.

Middle Grades Reform: Programs and Practices

Organizations associated with middle grades edutditave released reports,
vision statements, and policy positions regardieg éharacteristics of successful schools
serving young adolescents. The Association for 8ugien and Curriculum
Development publishetihe Middle School We Neétb75), NASSP publishesin
Agenda for Excellence in Middle Level Educat{®B85), and Carnegie Corporation of
New York produced urning Points: Preparing American Youth for thesRCentury
(Carnegie Council on Adolescent Development, 19B8)isions have been made to
reflect the current reality for adolescents toudeBreaking Ranks in the Middle

(NASSP, 2006)Turning Points 200@Jackson & Davis, 2000), and the National Forum’s
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Schools to Watch criteria (2007). The collectiondefas encompassed in all reports and
frameworks reflect consistent ideas about what titoitss effective adolescent education
including: Curriculum and Assessment, InstructidPictices, Interdisciplinary Teams,
Effective Leadership, Family and Community Parthgrs, Teacher Quality, Academic
Quality, Student Engagement, School Size, and Mi&dlhool to High School
Transitions (including ninth-grade dropouts). Eeetommendation is discussed
separately below.
Curriculum and Assessment

Attending to the learning needs of young adolesstrents does not involve
practices devoid of rigor and real learning. Indte¢he middle school curriculum should
be relevant, challenging, integrative, and exptusain a climate of high expectations
(NMSA, 2005). Curriculum is at the core of what pguadolescents are expected to
learn. Instruction should also include multipledi@ag approaches and assessments to
benchmark teaching and learning. Curriculum shoeldelevant and linked with the
interests and needs of the students, as well darler societal issues (Beane, 1993,
1997; Pate, Homestead, & McGinnis, 19R¢levant curriculum coupled with rigorous
standards outlining what students should know andle to do enable students to
actively pursue information they have about theneselcontent, and the world (NMSA,
2005.

A challenging curriculum targets state and natistendards by actively
engaging young adolescents in substantive issodsalbows students to assume control

of their own learning (Bransford, Brown, & Cockir§99). Curriculum standards are



34

typically grounded in the academic disciplines (&agguage arts, mathematics, social
studies, and science), though research on how @ésguin provides evidence that people
learn best when their learning is grounded in begs or concepts, contrary to a
“traditional” focus on learning isolated facts, drgs, and names (Bransford, Brown, &
Cocking, 1999). FederaNE Child Left Behind Act of 20Dand state legislation typically
lay the foundation for what is included in currigod, while the standards are typically
grounded in the academic disciplines.

Various approaches to curriculum that are viewsetaving significant power for
student learning include integrated or interdisongaly and exploratory curriculum
(Caskey, 2002Daniels & Bizar, 1996Pate, 2001Stevenson & Carr, 199¥ars, 1997;
Zemelman, Daniels, & Hyde, 1998htegrated curriculum provides a linkage across
subjects and connects school learning to the redtwvhile providing opportunities for
students to have a voice in what is learned andihmaNearned (Pate, 1997). This
method calls for creating links between varioudaoaic subjects and is believed to have
many benefits for teachers and students includetgiig students realize the
interconnectedness of the core academic discip{Meas Iver & Epstein, 1990). This
linkage has particular value for young adolescegitgn their need for authentic learning
experiences and patrticipation in decisions (P&87)L This curriculum is an approach to
all curriculum instruction rather than a classifica of content (NMSA, 2005). This is
particularly effective for young adolescents, cdesing their need for authentic learning
experiences and participation in decisions. Expdoyacurriculumallows students “to

explore new arenas of interest, both as specificsgs and as methodology within
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courses” (Bergman, 1992, p. 179). Coordinatingutston across disciplines enables
schools to better take advantage of early adolésaecreasing ability to understand the
connections among the various subjects they studghool. Exploratory curriculum
responds to the developmental needs of young amwiesby providing an extension of
the curriculum students typically encounter, arldved students to try out various areas
of interest (Compton & Hawn, 1993; George & Lawrent982).

Assessmerghould provide “ongoing, useful feedbacks, to sitidents and
teachers, on what students have learned” (Jackddawgs, 2000, p. 54). Ongoing,
authentic, and appropriate assessments providedesawith evidence of students’
progress towards mastering curricular goals amudgctives (NMSA, 2005). Strategies
employed should tend to the learning charactesistiche students and not include
comparisons with other students (NMSA, 2005). Teatiback will serve to guide
instruction to ensure it addresses gaps in leam@ngaled by assessment results
(Sterbinsky & Ross, 2005). It is helpful to therl@ag process to have students actively
involved in assessing their own progress, workwgH their teachers to make critical
decisions at all stages of the learning enterpespecially goal-setting, establishing
evaluation criteria, demonstrating, learning, ss&luation, peer evaluation and
reporting” (Vars, 2001, p. 79). Teachers need tbaigmnge of classroom assessments
(Stiggins, 2001; Wiggins & McTighe, 1998) as weallavariety of assessment methods,
“ranging from informal to formal, in the same wagaurt of law accepts evidence
ranging from circumstantial to concrete” (JacksoD@&vis, 2000, p. 55). Such

assessments should be targeted to the nature lefatmeng to be demonstrated including
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open-ended, complex, and authentic performance sk projects to assess conceptual
knowledge that educators want students to remelabgrafter the course has ended
(Wiggins & McTighe, 1998).

Instructional Practices

Instruction should include connections directhatet to curriculum, including
what students are learning, how students will destrate knowledge, and knowledge
about students as individuals and how they leash (@ransford, 1999; Jackson & Dauvis,
2000; Tomlinson & Eidson, 2008Yiggins & McTighe, 1999Zemelman, Daniels, &
Hyde, 1998). Instruction should build on what studealready know (Bransford et al.,
1999). It should prepare students specificallyd®monstrating the knowledge and skills
they have gained (Wiggins & McTighe, 1998). Instic should also respond to the
developmental needs and characteristics of younbpscknts, who are best served by
instruction that considers their cultural, expetighand personal backgrounds (NMSA,
2003). Variety is critical to successful instructifor young adolescents, given their
varied learning styles, strengths, and differerféeslirews, 2005; Jackson & Davis,
2000; Tomlinson, 2003, 2005).

Very few research studies on student achieveméatecketo particular
instructional practices in middle grades have hmmrducted (Allington & Johnston,
2000; Sosniak & Stodolsky, 1993). It is also netas clear whether the existing
research will further explore middle grades teaghmodels or test the effectiveness of
broader approaches applied at this level. For eligmstudy conducted by Weglinsky

(2000) compared NAEP scores of eighth gradersassocbom practices and backgrounds
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of their teachers to identify classroom practicesoaiated with high student
achievement. In this study, an emphasis on highaerdhinking skills and engagement
in hands-on learning proved important. In a simskardy, Marks (2000) found that
“authentic” instruction predicates middle gradesisht engagement and indirectly,
student achievement. Epstein and Maclver (1992)ddhat rich instruction at the
middle school level led to increased achievemedtiaaproved overall student attitudes.
In a sample study using sixth graders, the useathematical manipulatives tended to
have a positive effect on achievement scores (WaRb0).

Together the studies seem like a loose assortofémdings rather than a
practice for middle grades. Jackson and Davis (R60pPport this notion:

Even after extensive review of the literature, imiw with practitioners, and ten

years’ worth of formal and informal observationg @ould not identify a single

existing model that pulls together everything wedwe to be important in

making decisions about instruction [in the middladgs]. (p. 68)
Without a model, Jackson and Davis (2000, pp. 63s8§gest middle grades combine
parts of three existing instructional approacheadaress “how people learn” in general,
rather than how adolescents learn in particulae dpproaches include the incorporation
of core principles of authentic instruction for whistudents are encouraged to actively
construct knowledge and participate in disciplimegliry and pursue value beyond the
school; incorporate a conceptual tool that helpshers reflect on their goals and
methods (Wiggins & McTighe, 1998); and the useitietentiated instruction by which
teachers act as diagnosticians tailoring individeathing plans to every student

(Tomlinson, 1999). These approaches reflect pedeglagformation on how people
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learn in general and reiterate a key aspect ohtegaencluding instruction, curriculum,
or assessment (Jackson & Davis, 2000).
Interdisciplinary Teaming

This We BelievéNMSA, 2003),Turning Points 200QJackson & Davis, 2000),
and theNational Forum(1998) all discuss the benefits of small commaesifor learning
as the foundation for positive relationships betwaed among students and teachers.
Those relationships, and students’ accompanyingesehbelonging, strengthen students’
capacity for learning and support teachers’ effatiarget curriculum, instruction, and
assessment appropriately given individual studerdgexds and interests (Goodenow,
1993; Tomlinson, 2003; Watson, Battistich, & Solam&997). Organizational
structures, particularly teams of teachers andestisi are critical to establishing and
maintaining positive relationships within learniogmmunities (Dickinson & Erb, 1997,
George & Lounsbury, 2000). Teaming has been foanahprove school climate,
increase parental contacts, improve job satisfacaad have a positive effect on student
achievement (Flowers, Mertens, & Mulhall, 1999).visbry programs along with
teaming have been known to contribute to the aeaif positive relationships between
teachers and students. The positive results obadyprograms (e.g., reducing dropout
rates, contributing to a positive school climatepioving student self-concept) are
highlighted in the research (Connors, 1991; Mac &&pstein, 1990). Reasons for
establishing advisories include promoting oppottasifor social development; assisting
students with academic problems; facilitating pesitnvolvement among teachers,

administrators, and students; providing an adulbadte for every student; and
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promoting a positive school climate (Clark & Clat94; Galassi, Gulledge, & Cox,
1998).

Another related issue involves the structure ofdi@djrades schools. Advocates
of middle school reform promote strategies thatdmsigned to take advantage of
development during early adolescence, includingrdisciplinary teaming and block
scheduling; however, many middle level schoolsttaimplement these programs (Mac
lver & Epstein, 1990). Urdan, Midgley, and Wood 959 have identified a number of
possible impediments to middle school reform, ideig teacher and administrator
perceptions, teacher certification programs, the sf some middle level schools, and
state mandates emphasizing testing of discretepieicinformation rather than
integrative and critical thinking skills. The creat of middle level schools that are
developmentally appropriate for early adolescentsabetter understanding of the
factors impeding middle school reform are needesedrch evidence points to the value
of a systems approach for improving schools, amagg that intentionally and carefully
considers the interactions between and among tcteristics of exemplary schools
for young adolescents (Anfara, Andrews, Hough, Btest Mizelle, & White, 2003;
Felner, Jackson, Kasak, Mulhall, Brand, & Flowai@97;Lee & Smith, 2000; Lee,
Smith, Perry, & Smylie, 199%lertens & Flowers, 2003; Sweetland & Hoy, 2000).
Effective L eader ship

Courageous and collaborative leadership “develeople, sets direction, and
redesigns organizations” (Leithwood, Seashore-LdAmslerson, & Wahlstrom, 2004, p.

8). Middle school leaders are inclusive of admnaistrs, teachers, students, parents and
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families, community members, and other stakeholdertheir development of others,
courageous collaborative leaders enable othersimgviith young adolescents to do
their jobs effectively, offer intellectual suppamd stimulation to improve work, and
provide models of practice and support (Clark &r&|2004; Sergiovanni, 1992;
Williamson & Johnston, 1991). In setting directiomn the organization, courageous,
collaborative leaders develop shared goals, moarganizational performance, and
promote effective communication (Leithwood, 200érgsovanni, 1992). In redesigning
the organization, courageous and collaborativedeadreate a productive school culture
serving to modify organizational structures to litatie teaching and learning, and build
collaborative processes (Leithwood, 2004).
Family and Community Involvement

The role of the family and community a leading factor in the successful
education and development of young adolescentkgdad: Davis, 2000; Muir, Anfara,
Andrews, Caskey, Mertens, & Hough, 2006). To céip#aon this essential role, schools
need to initiate partnerships with families and owmities to facilitate consistent
communication and provide multiple avenues for lmement (Epstein, 1995). Effective
partnerships with families and communities all sissith the facilitation of support for
young adolescents within and outside of the schaidling walls (Jackson & Davis,
2000; National Forum, 1998). Such partnershipsfastsense of belonging in school that
has been associated with positive outcomes foryaualolescents including academic
achievement (Goodenow, 1993) and academic motivéBattistich, Solomon, Kim,

Watson, & Schaps, 1995; Goodenow, 1993). A senfanufy connectedness can
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mediate young adolescents’ high-risk behaviors\({BAalams, Getz, & Baer, 2001;
Resnick, 1997). Schools can encourage multiplestgbéamily involvement—parenting,
communicating, learning at home, decision makimgl, @ollaborating with the
community (Epstein, 1995). Community-connectedéss promotes constructive
outcomes for young adolescents including bettedegapeer relationships, and
leadership and conflict resolution skills (NoamQ2) Community-based afterschool
programs, extracurricular activities, and appresitps (Nesin & Brazee, 2005) can
enhance adolescents’ sense of belonging to the cotynin which they live.

Parental involvement tends to decline in schodkr déle elementary grades and
again between the middle grades and high schoou@r & Irvin, 2001; Eccles &
Harold, 1993; Epstein 1995; NSDC, 1999; Sander9&t&in, 1998). Educators and
middle grades reformers continue to call for maeeptal involvement and contact in
schools. However, according to research the aeftedts of parental involvement appear
“contradictory and inconclusive” (Brough & Irvinp@1). Most of the studies on parental
involvement in schools have focused on the elemggtades or parental behaviors of
parents at home (Balli, 1998; Brough, 19BTitherford & Billing, 1995 Trivette et. al
1995). For example, Desimone (1999) discoveredatimaship between parental rules
and increases in reading achievement. Studentstigpthe existence of parental rules
had an increase in reading achievement, while thoseeporting the existence of
parental rules had a decrease in reading achieve®tidents’ academic work and
attitudes about school were also found to improliemfamily members provided

assistance with homework and at-home discussi@@sding school activities was seen
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as a strong predictor of achievement (Sui-Ch & VEild996). In general there has been
very little attention given to research in middrades regarding parental involvement
and its effect on student achievement.
Teacher Quality

The strong connection between teacher quality ardeat achievement is well
documented in the literature (Darling-Hammond, 199000; McCabe, 2004; Rice,
2003). Middle grades advocates (e.g., NMSA, NAS$Rional Forum) call for teachers
specifically prepared for teaching in the middladgs and committed to enhancing their
knowledge and practice through ongoing professideaklopment. Teacher preparation
programs should include an intense focus on yodoteacent development, academic
content, and pedagogical knowledge and skills dsaseextensive experiences/
internships in middle grades schools (McEwin & Dndon, 1995; McEwin, Dickinson,
Erb, & Scales, 1995; National Association of Statectors of Teacher Education and
Certification, 1994; NMSA, 1997). Attempts to combiknowledge about early
adolescent cognitive development with educationatfces are evident in the research;
however, questions regarding curriculum still rem@leen, Urdan, & Medrich, 1998).

The increased cognitive development of adolescdltws them to think more
abstractly, reason more systematically, and remagaged in subjects of interest for an
extended period of time. The benefits of havingl&aener more engaged in constructing
knowledge, or co-constructing it with peers or tess is evident, but what's not clear is
the extent to which these practices are being egpphi middle-level schools, how they

have affected achievement, and which modes of @igliare best able to tap into and
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facilitate the cognitive development experiencedarly adolescence. For example, what
mixture of direct instruction and cooperative graugrk is most effective for students at
this level of development? What are effective sgads for ensuring that students at
various points in their cognitive development whe ia the same classroom are all doing
work that matches their capabilities?

Most educators believe teacher quality as detemnyetheir content knowledge
and effective instructional practices can havestwe impact on student achievement.
However, there are only a few studies that linkbea quality and student achievement,
but not specifically in the middle grades. Sanderd Rivers (1998) found greater
achievement gains among students who had effetetachers than those in classes with
less effective teachers. The findings were simiiia study conducted in Dallas where
reading and mathematics scores for students waralfto be dependent on teacher
quality (Jordan, Mendr, & Weerasinghe, 1997). Bostchools (1998) also discovered in
a study with tenth graders that their scores weetlly impacted as a result of effective
or ineffective teachers. These studies, howevemadade or describe the qualities of an
effective teacher.

Additional research looking specifically at sulbtjacea training considers the
impact of teacher quality on achievement and alstudes descriptors for effective
teachers. For example, Goldhaber and Brewer (1&&&nine the effect of teacher
degree-level on education performance using data Mational Educational
Longitudinal Study of 1988 (NELS). Results fromststudy suggested that some teacher

characteristics have a strong effect on studeneaement. Goldhaber and Brewer
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(2000) later discovered in a study of 12th gradeas teachers with a standard
certification had a statistically significant p@s# impact on student test scores relative to
teachers who either held a private school certificaor no certification in their subject
area. Measures of teacher preparation and cetitficare one of the strongest correlates
of student achievement in reading and math, cdmtgolor student poverty and language
barriers.
Academic Climate

In an effort to increase the rigor and expectationstudents in schools, most
states have implemented standards-based accoitgtapgtems. Included in these
systems are set content and curriculum standaed®rmance measurement of students
and schools, reporting of school results, and tiiereement of sanctions and rewards at
the student and school level. Some research sygesbrmance standards and
accountability systems have a positive effect adesit achievement at many grade
levels (Bishop, 2000; Borko & Elliot, 1998yederiksen, 1994; Grissmer, Flanagan,
Kawata, & Williamson, 2000; Nave, Miech, & Mostell@000; Stecher, Barron,
Kaganoff, & Goodwind, 1998; Winfield, 1990). Consrithg the amount of attention
given to curriculum and accountability in all papfsK-12 education, it seems that the
standards movement has had an influence on thdengdaldes. However, the degree by
which it has impacted the daily life of middle gesdclassrooms and schools is not so
clear (Lee, 1998). The variations seen locally ianelach state make it difficult to

measure the overall impact of standards.
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The implementation of standards is popular anggstipd among middle grades
reformers.Turning Points 200@alls for “a curriculum grounded in rigorous, piabl
academic standards, relevant to the concerns désmmts and based on how students
learn best” (pp. 31-32). The Council of Chief Stathool Officers (McClure, 1998)
urges policymakers, “every middle grades shouldipea core academic program and
expect every student to complete it successfuply’1@). The NMSA also calls for
curricular standards using the phrase “high expiecis’ (1995, 2001). The educational
jargon linked to standards-based reform, the ag8oniargues, can often lead to abstract
learning objectives. The need is for more conagetds in the development of personal
and social development, such as “to become intebdly engaged and to behave in
keeping with responsible citizenship” (NMSA, 1999, 15-16).

The implementation or effects of these standardsioldle grades context has
resulted in very little scholarly research. Reslears exploring the use of standards at
this level may have neglected to consider wheth@obgrade level has some bearing on
their findings. For example, Kahle et. al (2000a@ned standard-based teaching
practices and their effectiveness for African-Aroan science students. The findings
suggested that a standards-based curriculum hdtlmraositive effects on
achievement and attitudes, particularly for boyahl¢ et. al (2000) also found that
certain professional development activities pregideachers’ use of a standard-based
model. However, it is difficult to ascertain whethlee findings have relevance beyond
the middle grades, as this approach could be eféefr all boys of all ages, ethnicities,

or effective for only urban students, and so forthe research offers very little



46

information on how standards have entered the migdides curriculum as well as any
impact they had on middle grades achievement.
Student Engagement

Middle grades students are more likely than eleargrdtudents to question the
reason or value of something they are expecteeliml However, by connecting the
learning to the world outside of school, studemts often find meaning and motivation
to do well in school. Teachers often speak of thealings with student apathy and
disengagement, particularly in middle grades. Caoegbéo elementary and high school
students, middle grades students are more likelggort feeling bored at school,
concerned about their ability to succeed, and am@bout the value of their learning
(Anderman and Maehr, 199@arnegie Council on Adolescent Development, 1995;
Eccles & Midgley, 1989; Larson & Richards, 1991;rkig 2000).

Lower levels of engagement, where engagementsredehe students’ intrinsic
motivation to participate, often corresponds todovevels of achievement, as the
opposite tends to hold as well; high levels of gegaent appear to relate positively to
higher academic achievement for all populationgt{BIFinn & Rock, 1997; Bruce &
Singg, 1996). Middle school scholars define engageras a student’s formation of close
and supportive attachments. This definition suggastifferent meaning and set of
practices of students and educators working witiserstudents.

School Size
Researchers have begun to explore achievementseffeschool size in middle

grades. InTurning Points 200Q)Jackson and Davis (2000) note: “A growing body of
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research documents the advantages of small sctuw@h students including young
adolescents” (p. 124). In a study of sixth and #igjraders in Chicago, researchers
found that smaller school size has a positive effadeachers’ attitudes (Lee & Loeb,
2000). Researchers also indicate an indirect beofedimaller school size in that middle
grades schools with fewer than 750 students tehdte more effective instructional
strategies, more parental involvement, common fonéeachers, and additional features
correlated to higher achievement in students (Fteywdertens & Mulhall 2000).
However, it is possible, as noted previously by MoE(1996), that the overall
effectiveness of middle grades schools has far noode with the nature of their
programs, teachers, leadership, organizationabpkamd practices. Or as suggested by
Renchler (2000), perhaps school size matters hessthe number of students in each
grade level. Middle grades school size may havessoftuence on a student’s
achievement, however it is unclear just how much difference it makes relative to
other factors.
Middleto High School Transitions

Central to the new agenda of “middle schooling” arange of educational issues
vowing to provide more responsive and engagingauwum and pedagogy for students
to help them function in a changing world (Pendstg2005). Middle schooling is seen
to be characterized by a set of effective schaatfores involving an integrated
curriculum, teacher team work and collaboratiorthentic outcomes-based curriculum
and assessment, and the development of studegk€rwrder thinking and problem

solving skills (Carrington, 2006Also revolving around the reform is the provisidrao
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seamless transition from primary schooling (tradidélly student centered) to secondary
schooling (traditionally subject or discipline-cerdgd) leading to more effective student
learning, positive experiences in adolescence atesiie and capacity for lifelong
learning (Carrington, 200®&endergast, 2005Qf interest in this research are the
transitional experiences of students (from eigbthinth grade), and how the
opportunities/experiences provided at a K-8 sclagsisted them with successfully
transitioning from eighth to ninth grade.

The growing body of literature concerning studeamsitions from middle to high
school has been largely based on practitionersisien childhood development and the
developmental needs of children. As an educate Méry disturbing to know that an
analysis of student data from many school distdotssistently reveals ninth graders as
having the lowest grade point average, greatesbeuwf discipline referrals, and the
highest dropout rate of any grade level (Walsh 0200 today’s trends persist, 75% of
entering high school students will not finish thespsecondary education needed to
thrive in our global world (Dedmond, 200&fforts to restructure the academic and
social experiences of primary and secondary educ#bi better prepare students for
graduation requirements is part of what Mac Ivat Bpstein (1993) have called “the
longest-running debate in middle level educatiosaakarch” (p. 523). While much
discussion exists on what causes the problem dfgrade failure rates ultimately
affecting a student’s ability to graduate, the mihea continues and a significant number
of eighth-grade students continue to unsuccesditahgition to ninth grade each year.

Therefore, more attention is needed on the exaramat what experiences have helped
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students successfully transition to ninth gradertable educators to replicate and perhaps
expand upon in districts.
Transitions Defined

The transition from middle to high school can bealibed as a process of
moving from the known to the unknown (Green, 19%0me students may experience
three major school transitions: from home to kigaeten, from elementary to middle
school, and from middle school to high school; ehdr a smaller number attending K-8
schools there may only be two. The assumptionttaasitioning to a new school is an
inherently difficult and stressful time has perneebthe policy and practices of schools
for some time. Alspaugh and Harting (1995) esthbilist there is a consistent student
achievement loss associated with the transitiams elf-contained elementary schools
to intermediate level schools. For instance, thdystevealed a noticeable change (often
decline) in the achievement levels (as measureatidtgict and state assessment tools) of
some students the year immediately following a gean school locations. Students,
particularly impoverished students, involved inyagmid transition of multiple
elementary schools into a single middle school egpeed a greater achievement loss
than did the students in a linear transition ahgle elementary school to a middle
school, or at best a K-8 setting.
High School Transitions and Challenges

Ninth grade is clearly the “make or break” yeatamms of secondary school
success or failure, as it is frequently couplechwimerous challenges (Reinhard, 1997).

Students who fail their classes are likely to begiastioning their ability to make
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graduation requirements, lose interest in schowl,@nsequently drop out of high school
(Wagner, 1989). The ramifications of dropping artsubsequent employment
opportunities and earning potential underscorartiportance of this issue. Youth who
fail to complete high school have twice the unemient rate of graduates, in addition
to diminished opportunities for post-secondary stloo continued training.

Legters and Kerr (2001) surmise that the largedusetic nature of most high
schools offers little support for incoming studemspecially those with weak social and
academic preparation. High school teachers teahrdoer of classes each day and a
large numbers of students. Students have lessatdintee with each teacher due to the
organizational structure of the high school, ansgl &xperience can lead students to
believe teachers are not always available whenateddansitions to high school can be
made more difficult for some students when theyfaced not only with an unfamiliar
environment but also a less intimate and larger Based on these observations of
student challenges, transitions to high schoolbsaproblematic for some students due to
a range of social, peer, curricular, academic, jghysgeographic, and organizational
challenges.

K-8 Schools and High School Transitions

The connection between student achievement (spaityfin reading) and overall
success has long been documented. In a study o&ealual practices, Epstein and
Maclver (1990) determined grade configuration doe&e a difference in the education
of young adolescents because middle schools (g68eand 5-8) implement more of the

recommended middle level practices shown to beesstal. Offenburg (2001) found
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eighth- and ninth-grade student achievement tadieeh for students attending K-8
schools than for those attending middle schoolirsgisimilar communities. Students
who attended K-8 schools on average scored high#dreoStanford-9 Achievement Test,
and attended selective high schools and high sgitogkrams at a higher rate, even after
controlled for poverty levels and minority status.

The research on K-8 schools suggests that the éaBguration has a positive
effect on students’ academic achievement and dwarghgement in school. The K-8
grade configuration is attractive to some educdterzause it appears to accomplish
several desirable ends simultaneously. Obvioushgnmoves children from 6-8 schools
that have failed—for whatever reasons—to applyntigdle school concept with a high
degree of fidelity. Second, because most K-8 scha smaller than many middle
schools, they may provide young adolescents walp#rsonalization they could not get
in poorly administered large middle schools. Howewdether K-8 students will also be
the beneficiary of an appropriate and rigorousiculum is a different issue, and to date
there is inadequate research to answer this drgigastion.

The data clearly suggest that K-8 schools may\aalde solution to help middle
school students perform academically and devel@mgaged, motivated students and
ultimately successfully prepare for the transitiomigh school (Erb, 200&ffenberg,
2001). School grade configuration has been of ésteio educators and boards of
education for some time. Because of the intereswalby these policy makers, changes
have occurred regarding school grade level cordiums in the United States (Erb

2006).Although there are some common school grade lewdigurations, school
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systems across the country continue to evaluamosgnade level configurations to
determine the most appropriate grade level condityom for their system. The results of
this study will shed additional light on how onetpaular K-8 school helped students
prepare for high school.

There is a sizeable body of research that has éolcos student transitions (Akos,
2002; Alspaugh, 1998; Cotterell, 19829ckett & Perry, 2000, 2001, 2008gertzon &
Morgan, 1998;Johnstone, 2001c; Yates, 1999). However, upon icleseew of this
literature, there appear to be limited studies tiaae considered students’ transitional
experiences into high school as they lived throtinggh period, as well as discussions of
which experiences in middle school best preparethtfor this transition. Ultimately, the
goal of extending the current understandings abtmaent transitions to high school and
findings relative to this topic is to provide adolital knowledge and understanding about
how to help students successfully transition tdlgghool to help them become ultimate
graduates.
Ninth-grade Dropouts

The definition of the term “dropout” is controvaakiWhat makes a student a
dropout and how to measure dropout rates varies $tate to state and at the federal
level. The lack of a standard definition and forenoakes assessing school performance
difficult and comparing schools and school systaimsost impossible. In North
Carolina, a dropout is defined as a student wheeleachool prior to graduation or
completing a program of studies without transfeytim another elementary or secondary

school (North Carolina Department of InstructioB0&). The dropout problem is a
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complex issue with many individual, family, sociatonomic, and school policy
variables that are evident during middle schooln(lBerger, 1995).

One of the most alarming and informing statistioswd urban schools is the large
number of students who leave school without gradgaRecent data reports have
indicated that dropout rates in large cities somes$ exceed 50% (Education Week, June
2007). The sheer size of many of these urban s@ystéms means that a 50% dropout
rate represents a loss of thousands of studemtsdezh grade cohort of students.
Entering adulthood without a high school diplomeriea severe economic and
occupational disadvantages. In 2000, high schaxpalrts aged 25 and older experienced
a 6.4% unemployment rate compared to 3.5% for thaigehigh school degrees, and
1.7% for those with 4-year college degrees. Medammual income for male dropouts in
1999 was $25,035 compared to $33,184 for high dadraduates and $52,985 for those
with 4-year degrees (U.S. Department of Educa60p2).

Although dropping out itself represents a crisi;ipm students’ educational
careers, urban teenagers who leave school withraduigting have often experienced
earlier crisis points in high school, notably sevacademic difficulty during the
freshman year. The difficulty associated with tfamsition to high school is well
documented in large cities. Approximately one tlofdirst-time freshmen in the
Philadelphia public schools fail to accumulate egtoaredits for promotion (Neild &
Balfanz, 2006). More than 40% of Chicago freshraghaf major subject during the first

semester (Roderick & Camburn, 1996). The long-teomsequences of dropping out and
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its association with academic difficulty during tlheshman year warrant additional
investigation.
Middle Grades Achievement and Resear ch

Based on the current literature on student achieméim the middle grades,
middle school achievement seems to have more immmnwith successful strategies
applied at other grade levels than not. This assomps summarized by Louis (2000) in
reminders of what has been documented in thetitexrgreviously about student
achievement in the middle grades. For example, &igenCorporation’s (1996) report
notes, “These are commendable recommendationauglthiois hard to see why they are
applicable only to students in the middle grades™(1). The following year, How and
Hannum (1997) found that similar school climates ceaeasure both high schools and
middle schools. As Mizell maintains, “until morehsols adopt a vision that captures the
interaction between students’ personal and intelladevelopment, educators will not
have the consensus of conviction and action neegsanprove student learning”
(National Educational Research Policy and PriggiBeard, 2000, p. 14).

Middle grades reform proposals includifigis We BelievandTurning Points
offer recommendations similar to those of elemsnteecondary, and adult educators.
They maintain there is nothing fundamentally déf@ror distinct about educating these
students. They also agree, as would most middegraducators, that typical middle
grades students bear distinct developmental difteze from a second or eleventh grader,
and the expectation is that teachers should b@mnssge to the differing needs of these

students as they would students of varying needgementary schools, urban schools, or
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any other setting. Early adolescents have the smlneational needs and capacities seen
in everyone else, and like other students, thewylshoe challenged intellectually,
supported emotionally, respected, and held to sighdards.

Conclusion

Calls for accountability and improved test scoreghtened by the provisions of
No Child Left Behindhave led middle level educators to seek ways teease student
achievement with new vigor (No Child Left Behind(). There is, however, no
concise, quick fix answer or series of specificwtoes that will result in increased
student achievement. The process is complex farakkeasons. In the larger context,
societal attitudes and political pressures inflgesgstainability (Oakes, Quartz, Ryan, &
Lipton, 2000). Within schools, multiple factorsenct to influence the process of
learning (i.e., a combination of different learngyast experiences, processes, and
stakeholders).

The research on adolescents repeatedly tells tath@evement gains are
associated with greater implementation of academdccaring processes focused on
student learning. The conditions and structuregaell with these processes consist of
quality instruction in the classroom in schoolshaiblistic approaches focused on
learning and supported by the schools’ capacitestiange. Additional factors that
promote achievement include school leadership nparewvolvement, and community
support. No Child Left Behind (NCLB) presents chaljes to schools but also provides
opportunities through increased funding. In a doententitled “Opportunities and

Accountability to Leave No Child Behind in the Midd5rades,” Brown (2002)
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describes 18 funding areas in NCLB to improve asgmeent. State initiatives that enable
schools and districts to access these funds mdyewable schools and districts to
implement the classroom and school practices tise¢ mchievement.

In reforming schools, however, teachers have placéidy recommendations into
idiosyncratic practice. They have, for example, borad signature practices into various
models of middle schooling that have gained ongoriticisms. The two versions of
Turning Pointshave combined the difficulties of the reform agefatamiddle schools
and also received critiques of this policy. Theeserecommendations in the 2000
document were represented as interconnected gatsystem that together form a
whole. However, because assumptions in the origiaahegie report were not very
explicit, reforming schools have struggled witlakand error experimentations and have
engaged in a piecemeal implementation. For exartipel 989 report did not (a) outline
how recommendations interact, (b) articulate thegieed necessity of holistic
implementation of all recommendations, and (c)valfor the piecemeal nature of the
education systems internationally (Davis, 2001)agk of exemplary middle schools
from which other schools could model their reformagess also made it difficult to
establish schools and appropriate teacher tragongistent with the Carnegie
recommendations.

Following the publication and implementation of maf the middle school
recommendations regarding practices, it was laten@vledged that successful reform
hinges on implementation of all recommendationgKDison, 2001; Jackson & Davis,

2000). Dickinson (2001) notes a misconception thaine is better than none by . . . the
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original middle school concept if a totally intetgd ecology” (p. 4). With respect to the
available body of research efforts on specific atgre practices, summarized in the
revisedTurning Points 200@eport, collection of such data did not providaghsinto
whether practices worked together and how they atkgether. This work has been
characterized as wasteful. “The interaction betwbese recommended practices and the
impact those practices together have on achiei@d trning Points vision have not, by
and large, been investigated in any great depta¥(®) 2001, pp. 218-219).

Davis (2001) conceded that implementation offalining Points 2000
recommendations at once would be difficult, if mopossible. However, there was an
alternative to holistic versus piecemeal implemtoia Specifically, a gradual
evolutionary approach to reform would introducetpaf the recommendations and
process in stages, in order to avoid unnecessarmyption and dislocation arising from
the reform process itself. Williamson and Johns®98) argue that the strongest
advocates of middle schooling have inflicted thesretamage on its sustainability. In
their view, an unintended outcome of embracinge‘tnmiddle school orthodoxy has
been the reimplementation of program charactesistitzich then becomes its primary
function. Insistence on across-the-board implentemtaf assorted signature teaching
practices in teaching middle school may have reduft overlooking important
recommendations of responsiveness to local neestsidénts and their community.
Williamson and Johnson (1998) suggest that if tigry aim of middle schools is to
meet the developmental needs of young adolesdbets alternative organizational

patterns within the same school should be expldkdtexible mosaic of options or
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modules within a middle school setting might accardate learning needs ranging from
highly structured teacher-directed settings to ligidependent, student-integrated
settings.

A prodigious amount of literature exists on midigeel schools and practices;
however, far lessesearch exists that documents improved studerg\sahent and
school variables or relationships between studemesement data and middiehool
factors. However, regional studies of whole-sche@drm initiatives that looked at
multiple school sites and achievement first appeared in {©6iiter for Prevention
Research and Development, 1998; DePascale, FedTer, Jackson, Kasak, Mulhall,
Brand, & Flowers, 199Mac lver, Mac lver, Balfanz, Blank, & Ruby, 2000a®llver,
Young, Balfanz, Shaw, Garriott, & Cohen, 2001; Med, Flowers, & Mulhall, 1998;
National Forum To Accelerate Middle Grades Refa2002). Other types of studies
included case studies of high-performing middleostti(Miles & Darling-Hammond,
1998; Trimble, 2002) and school-wide factorsaeh aslimate—as they related to math
achievement and attendance (Phillips, 1997).

Research shows that the alignment of curriculumiasttuction to the
developmental needs of middle school students (H€ls}) is imperative to their success
in school. This is a more daunting task than onghirimagine considering the fact that
these students are going through one of the mpst deevelopment periods of their lives
(Van Hoose, Strahan, & L'Esperance, 2001). Theegfibiis important for middle school
educators to be not only well versed in human dgrakent but they must know how to

respond accordingly to their students in the caatily shifting and changing years of



59

young adolescent development. However, researchissti@t roughly one out of five
middle level teachers receive any specialized yadalescent training making most
middle grades educators poorly trained in this &eales, 1996). Additional training at
the University level is expensive and not alway®ation for most teachers, therefore it
may be helpful to have access to strategies prsuecessful in the research and
educational practice for increasing student aciere in the middle grades. This study
uses a research methodology that incorporatesetispgctive of teachers with regard to
the instructional programs and practices that irtgghstudent achievement the most in a
particular middle school setting with demonstratadcess. This chapter reviewed the
current literature on adolescent education and laisichool reform efforts. It offered an
overview in relation to the central purpose of tase study. This study used a
gualitative research approach to reflect the peimep of teachers working with middle
school students in an urban school district. Chdfitevill describe the research design

for this study.
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CHAPTER 11

METHODOLOGY

Chapter Il focuses on the purpose of this study @ffers an overview of the
design of the study. The purpose of this case stad/to examine an urban middle
school with demonstrated increased academic aghevegains and success in helping
adolescents students prepare for high school. 8search study also set out to identify
key programs, practices, and instructional straetgachers in the study site identified as
having a positive impact on student academic perdoice, social development, and high
school preparedness.

Purpose

The purpose of this study was to examine an urbddlenschool with
demonstrated increased academic achievement gailrsuacess in helping adolescent
students prepare for high school. Three distineag] including school-wide programs,
school-wide practices, and specific instructionedtegies implemented by teachers and
administrators to improve the academic performari@ students were examined. The
research study also set out to identify key progrgmactices, and instructional strategies
teachers in the study site identified as havingsitiye impact on student academic
performance, social development, and high schaparedness, providing the promise
of student academic performance improvement toairachools that have yet to

experience growth with young adolescent students.
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Qualitative Research Design

The research design was a case study approaclalitatjue inquiry focused on
an in-depth description of an academically highfgrening urban middle school
program. A high-performing urban school for thigdst was defined as having obtained
the status of Expected Growth in math and readinghiree consecutive years. Each
year, schools in North Carolina receive severaigihegions based on their performance
on the state’'s ABC'’s tests. These designationsaezded based on the percentage of
students performing at grade level and on whethelests have learned as much as they
are expected to learn in one year. Finally, a @yial Title | school having more than
60% of the student population receiving free amtliced lunch, this school was selected
to extrapolate the study’s findings to other simf#ehools that have not as yet begun to
close a persistent achievement gap. The study kalsmoset out to identify programs,
practices and instructional strategies that hoddpitomise of improving student
achievement.

To address the research questions, the researthetesl a qualitative approach
because this method seeks to understand a partsadel situation, event, or interaction
(Creswell, 1994; Maxwell, 2004Qualitative research can heighten understanding of
complex educational situations and lead researt¢bedentify emerging themes,
guestions, biases, and patterns for future resegpbrtunities (Gall, Gall, & Borg,

2003; Lincoln & Guba, 1985). Patton (1990) stresbas qualitative research provides a

deep and detailed picture of a situation as it@uaing and evolving.
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Given the nature of this study, a qualitative apptooffers certain advantages
over a qualitative design. Qualitative researchmafits to explain how events occur
(Merriam, 1998Silverman, 2004)Unlike the quantitative tradition that employs
formulas and statistical calculations to draw broadclusions, qualitative studies are
highly descriptive in nature; they are reported imultitude of words rather than
numbers (Creswell, 1994). Therefore, qualitativigiale are optimal for investigating
human behavior (in their natural setting) and evastthey occur. Consequently, since
the perceptions of teachers and administratorkapdnstructional methods/programs
were the focus of this study, a qualitative desigis advantageous (Strauss & Corbin,
1998). Because of the aforementioned research nhethgy, this study proceeded
without preconceived notions about the study’sitesinstead, the researcher leveraged
the flexibility and openness to discovery of thalgative research tradition for
maximum benefit (Glense & Peshkin, 1992; Patto®0)9

More specifically, the researcher employed a cat@h case study research
design to describe individuals’ conceptualizatiohthe world around them (Creswell,
1994; Gall, Gall, & Borg, 2003; Seidman, 1998). Thmlitative researcher is more
interested in studying a person’s view of realdther than the actual, objective nature of
the reality. In this case, the researcher attemjoteliscover more about the participants’
perceptions of effective programs and strategiasgbsitively impacted student
achievement within an urban middle school (BogdaBil&en, 2002). This type of

gualitative research is interview driven.
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In addition, given the qualitative nature of thedst, the research study did not
utilize independent and dependent variables (a$ insguantitative studies) per se. When
determining which type of research to utilize, @snmportant to understand that
variable-oriented research excels at looking ababdistic relationships between
variables while case-oriented research excelsratifig general explanations of
phenomena based upon a (usually) limited numbeasds (Miles & Huberman, 1994;
Patton, 1990). Both approaches have unique stregith weaknesses; therefore, it is not
a matter of selecting the “best” orientation, ather a matter of selecting the most
appropriate approach based upon one’s researcttiobge (Lincoln & Gruba, 1985).

That said, in this study, the researcher focused specific case, a middle school setting,
in order to understand the interplay of the vaealdutlined later in the study’s
conceptual framework: school leadership, schoajfams, school personnel, school
culture, school-wide professional development, sattbol-wide instructional practices.

Bolman and Deal’s (1997) four-frame organizatichalory provided the
conceptual framework for the examination of theosdls programs, practices, and
instructional strategies associated with increastngent achievement. A standardized
observation form was used for the examination amdprehensive recording data on the
structural, political, human resources, and synthfoéimes during the school observation
Visits.

Resear ch Questions
The research questions were developed by the odggan conjunction with the

dissertation committee members that met over thiesecof one year. During this time
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the researcher gathered and examined researclectonsfahown to be positively
associated with increased academic achievememtotdéscent students. The focus of the
study was narrowed to three key factors associathdstudent academic success,
including school-wide programs, school-wide pratiand instructional practices. The
study was guided by the following research question

1. What school-wide programs and practices, in thiddbei school, do teachers
perceive as promoting student achievement?

2. What instructional strategies, in this middle sdhdo teachers perceive as being
implemented to target increased student achievémw@itat evidence supports
their link to increased student achievement?

3. What strategies, in this middle school, do teacperseive as existing for the
development and implementation of adaptive stragefyir high school
preparedness? What evidence supports their limcteased student
achievement?

Conceptual Framework
Improving organizations requires understanding thénderstanding complex
organizations, such as schools, requires the uagobd theory. They explain, predict,
and serve as frameworks for making sense of thédvaoound us, organizing diverse
forms and sources of information, and taking infednaction. Bolman and Deal’'s (1997)
organizational theory was selected to describeamadlyze the data because the theory
offers four lenses through which organizationaleha@br can be understood and analyzed.

They suggest the frames of structure, human ressypolitical, and symbolic as being
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broad enough to account for most influence on pergoan organization. According to
Bolman and Deal (1997), “Frames are both windowthenworld and lenses that bring
the world into focus . . . Frames help us ordereence and decide what to do” (p.12).
An individual’s frame of reference to a particuéatent or process, while pre-configured
by past experience, is also subject to modificabipia person in a leader role, to a certain
extent (Bolman & Deal, 1997).

Bolman and Deal’s (1997) four frames organizatidhabry provided the
conceptual framework for the examination of theecstsidy school’s programs, practices,
and instructional practices associated with clogimegachievement gap. Research
variables repeatedly identified in the literatusepatentially have a significant impact on
student achievement assisted the researcher ming@aconceptual model that connected
the research variables with one of the four frafra® the organizational theory to help
describe and analyze the data collected in theysiilte six research variables included
personnel practices, professional developmentitrgimnd school-wide programs. A
standardized observation form was used for the exaian and comprehensive
recording of data on the structural, political, lamresources and symbolic frames
during the school observation visits. The four fesnoutlined in this model which
include structural, human resource, political aymiisolic are aligned with
transformational leadership theories.

When beginning any interaction with an organizatita important to understand
the structure and the environment in which thatinrzation operates. Bolman and Deal

define this as the structural frame which makesafisa analytical leadership style that
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concentrates on structure, strategy, and implertiental’ he Structural Frame (Bolman &
Deal, 2003) is focused on the organization, expectsa and purpose of an enterprise.
This frame considers how work is allocated andsaled responsibilities are defined.
Among other items, it encompasses rules, regulatiomganizational charts, goals and
standards. When describing the case study fromuetstal point of view, several
structural changes occurred that may have congtbtat the increased students’
achievement. For example, the principal and teada¢ked about the changes in the
master schedule that allowed for more regular tracbllaboration, time for additional
student tutoring and the innovative strategies @llatved teachers to work on teacher
teams.

The second of Bolman and Deal’s frames is the HuResource Frame (2003).
Rather than analyzing the relationship betweendader and subordinate based on only
individual qualities, Bolman and Deal (2003) broadlee context to include multiple
variables. The leader-subordinate relationshigénsas dynamic, with both contributing
to the success of the organization. An organizaiboman resource philosophy is one of
mutual benefits. Effective leaders value staff memlby recognizing their needs as
important in gaining commitment and loyalty (Bolm&real, 2003). Leaders have a
responsibility to be rigorous and selective in thiing practices, establish both intrinsic
and extrinsic rewards, maintain open-communicagompower employees and foster a
climate of respect for diversity. Employees havesponsibility to be partners in the
relationship, contributing their talents and idemathe success of the organization.

Application of the human resource lens surfacesrs¢wbservations. For example, when
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first appointed the principal made human resougemda a high priority and visible
commitment. During his interview he indicated thgbrtance of a humanistic approach
in working with the staff and community. The pripal was adamant about providing
direct support for his staff and frequently reitethin his comments that staff tend to
perform better when they are valued and suppofteele is clear and wide spread
involvement of the staff in school matters andtesladecisions further reinforcing the
human resource approach. Additional support fohtimaan resource approach was
evident in district wide and school supported inss® and curriculum development
efforts. These opportunities enabled teachergémgthen their teaching methods and to
address weak areas of the curriculum to equip tiocinelp students increase
achievement.

The Political Frame, as defined by Bolman and {2@03), is “the realistic
process of making decisions and allocating resaurca context of scarcity and
divergent interests” (p. 181). The authors viewanigational politics as both positive
and negative. Effective leaders leverage polificaler and balance the competing needs
of the organization with the interests of the ergpks and customers. They describe
these leaders as able to “mobilize strength, ceyraigd willingness to fight as hard and
long as necessary to fulfill their mission” (Bolm&rDeal, 2006, p. 2). This approach
emphasizes dealing with interest groups (and trelying agendas), building power
bases, coalition-building, negotiating conflicteeolimited resources, and creating
compromises. The political approach is appropudien resources are scarce or

diminishing as well as when goals or values amomflict. Bolman and Deal define a
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political framework as one that uses coalition dinig) and persuasion to link parties
together within the organization (2003). This fravoek defines an escalation path for
managing interactions with other parts of the orzmtion starting with persuasion, then
negotiation, coercion, if needed, and, finally, gmamise. Thankfully, | did not see any
evidence of coercion, but several instance s dfyssion and compromise. In the
interviews, the principal spoke of several instancewhich he had to utilize a “back
door” approach to secure needed curriculum suattresources for his teachers.
Examples included calling on district personneliidwom he had personal relationship to
assist his teachers and sharing the success s€tio®l with the district personnel to gain
their support for maintaining the school’s magreigpam and funding for instructional
needs.

The Symbolic Frame acknowledges the significancautitire. Culture as defined
by Schein (1992) is “a pattern of shared basicrapsions that a group learned as it
solved its problems of external adaptation andyraieon, that has worked well enough
to be considered valid and therefore taught to mambers as the correct way to
perceive, think and feel in relation to those peold” (as cited in Bolman & Deal, 2003,
p. 243). The lens of Bolman and Deal’'s Symboliok@g2003) allows a leader to
consider the importance and cultural meaning obtiganization’s activities and events.
It explains organizational history, rituals andezapnies and the role these play in
defining the organization. According to Bolman d@ehl (1997) the culture of an
organization and its symbols are difficult to coetpend. Persons in organizations tend to

go about their daily experience very often unavedrigow the culture and its related
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symbols, stories, rituals, and beliefs influenaartbehavior. They simply take these for
granted and do what seems natural. However, wiem taom a broader and more
distant point of view, the culture of a school @sdcommunity can be quite revealing.
For example, when the school board suggested geestady school change its magnet
program to a traditional schedule, the community staff came together to provide
evidence of how the extended year calendar suppthreeincreased student achievement
it had received over the life of the magnet progr@tiner examples include the ongoing
support that is given to all employees with theratibn to celebrations and prompt
attention to staff needs. While collecting datagticed the monthly birthday celebrations
that were provided to all staff. Unfortunately, thevere also a few unfortunate incidents
related to death and illness that occurred. In @agtance, the entire staff pulled together
as an expectation to provide the staff member laeid tamily what was needed to help
them endure the unexpected crisis.

Bolman and Deal would argue that no one frame gy éxplain or impact
desired changes without consideration of the dtlaenes. When taken as a whole, the
comprehensive framework offers the possibility ofch analysis of the events that, for
example, contributed to the success of the casly stthool. Although identified as a
separate entity in the framework, these perspectve also highly related and interact
with one another, as further seen in the findingsipn of the study. The conceptual
model (see Figure 1) developed to guide the ingastin of the school-wide factors

associated with the improved student achievemehthsing the achievement gap also
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included the six research variables found in ttezdiure that are associated as well with

having a significant impact on student achievement.

4 Frames Organizational Theory

(0 Administrative ¢ School-wide A
Leadership Practices
¢ Personnel
Practices * Instructional
* Professional Practices
Development y

7

¢ School Culture

N
¢ School Culture

e Administrative
Leadership

Figure 1. Conceptual Framework

Also included in the conceptual model are thosefaddentified in the literature

as potentially reducing achievement gaps betwegousasubgroups, including parent
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communication, collaboration and data analysidyeatervention programs, and
improved teacher quality. Finally, although notedity investigated by the research
guestions, the researcher anticipated the variableshool population characteristics,
community/ family expectations and barriers, Nol€heft behind requirements, school
accountability, state testing, and globalizatioessures would be found to influence the
areas of school programs, school practices, andici®nal strategies utilized in the
classroom.
Setting

The participants in this study were 12 middle st¢eoicators including one
principal, one curriculum facilitator, and one rempspecialist. The general population of
this study was all of the current middle schootheas at this school. The researcher
began the selection process by gathering datal timeaiiddle teachers currently serving
students at the case study school. Once the Istvemted, an invitation to participate in
the study in the form of an emalil letter was sertetichers, the principal and support
staff. The final participants for the study wererirselected based on the survey results.
To qualify for this study, prospective participa(tsgardless of gender or ethnicity) had
to meet the following requirements: (a) demonsteatellingness to participate in the
study; and (b) be currently serving as a middle@stteacher or support person at the
case study school.

Poor timing of the solicitations for initial nomitians resulted in only twelve
viable candidates. The researcher made contadidayepand e-mail with all viable

candidates in early October. The researcher destthe project, the time commitment,



72

the value to the school system, and the confidégtensured for the participants. One
of the researcher’s goals throughout the studyga®evas to develop rapport with the
participants. This included being sensitive totéschers’ needs, their time, and their
teaching. As a result, all interviews and meetwvgse scheduled at the teachers’
convenience and not before holidays, prior to pazenferences, or preparation of report
cards.

This study was conducted in a large urban schatfichi in the southeastern
guadrant of the United States. At the time of tiuelg the school district employed more
than 10,000 full and part-time employees with alstu enroliment of more than 71,000
students. The school district has more than 1206adshocated in both urban and rural
areas. There were 71 elementary schools, 25 msgtilgols, and 28 high schools. The
case study school was selected as an exemplarergaddbol based on my personal
connection with school as a former principal arfdnmation about the school supporting
the fact that it successfully supports and impletm@rhat the research indicates is
characteristics of exemplary schools for your asidats. The case study school is also
the only K-8 school in the district. However fbetpurposes of this study, only data
from the middle school was incorporated into thelgt The research describing
characteristics of exemplary schools for young esiaénts draws on four key
frameworks for high-performing middle grades sckod\ational Middle School
Association’s (NMSA) This We Believe: Successfuh8als for Young Adolescents
(2003); Turning Points 2000: Educating Adolescéntshe 21st Century (Jackson &

Davis, 2000); the National Forum to Accelerate Med@rades Reform’s vision
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statement (1998), and the National Associationeaio®dary School Principals' (NASSP)
report Breaking Ranks in the Middle: Strategieslfeading Middle Level Reform
(2006). Each body of research shares the followhayacteristics of exemplary schools
which were used to select the case study schocid@mically excellent,
developmentally responsive, and socially equitable.

The case study school combines students from asveayl district with a larger
population of students who apply to the magnet ranog All 344 students enrolled
participate in the magnet program. Their diverseybation of students includes 26%
white, 43% black, and 29% “other.” The “other” agdey includes students from an
increasingly-wide variety of countries and contitseloringing a wonderful mix of
backgrounds and cultures to our school. The casly school demonstrates high
expectations including academic excellence by ehglhg all students to reach their
potential through the facilitation of a rigorougeculum and instructional program. The
administration and teacher leaders have been ¢aoedlign the magnet curriculum with
the curriculum mandated by the state. Integragiobal studies unto core subjects as
well as the elective subjects makes for an interg$esson plans and learning
opportunities. To accomplish this goal, teacheitzathands-on learning strategies and
strategies that appeal to all learning styles. tEBaehers routinely participate in
professional development to enhance the studemtsess. They focus on improving
instructional and behavioral strategies on an amgbasis through Positive Behavior and
Intervention Support programs and with numerouskaloops and initiatives sponsored

by the district and state. Teachers are currentiglved in Marzano’s Classroom
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Instruction That Works training, a well-respected aesearch based classroom
instruction program. Achievement data from the plaste years have indicated steady
increases in student performance in Math, incregisom 65.3% of students at or above
grade level to 77.6%, a gain of 12%. Data in Regdaflects significant gains from
2007-08 to the 2009-10 school year, increasing #dm% to 68.8%, a gain of nearly
24%.

The academic success and expectations goes atimogsand social lines which
indicates the school’s position on social equitye Tocus on global preparedness and
seeking to keep students’ options open by holdigh Bxpectations for all students and
helping each student produce high quality workesssn the magnet expectations and
student outcomes supports is one of the charatitsra being socially equitable
(National Forum, 1998). Further support for my seta of this school as an exemplar

school can be seen in the awards received recastigted in Table 1.

Tablel

Support for Selection of Case Study School as an Exemplar School

School
Y ear
2008-09 Reading proficiency increase of 21%, sedoglest in the district.

Awar d/Accomplishment

Math proficiency increase of 8%; 14% performancegosite increase.

PTA Blue Key Award, Bronze Acorn Award, and “Scdfdere with PTA”
awards.

Met expected growth and named a “School of Progress

Positive Behavior Support “Model School” designatithe top program award.

Magnet Schools of Merit School of Distinction Award
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Table 1 (cont.)

School Awar d/Accomplishment
Y ear
2009-10 | Second highest proficiency rate in the districtim NC &' grade technology test.

100% proficiency rate for Japanese | language placetest.

Attendance rate > 96%- second highest in the distri

Positive Behavior Support “Model School” designatithe top program award.
Met expected growth and named a ‘School of Progress

Magnet Schools of Merit School of Excellence Award

The final characteristics of supporting the cdadysschool’'s nomination as an

exemplar school was its focus on the students’ldpweent. A developmentally

responsive school creates small learning commumiti@dults and students that are

focused on respectful relationships and supporalistudents’ intellectual, ethnic, and

social growth. The mission statement of this stpoavides the “tone” for these

characteristics as well as their observed practiggsstudents, staff and the community.

The Mission/Vision Statement reads,

This school is a professional learning communist ghrovides a curriculum rich
in global studies and cultural awareness. We amgnuitted to a safe and
supportive environment in which all students canrieand become contributing
citizens in a multicultural society. To help us ieste our goals, JSGS shares the
following beliefs: (a) Treat others the way you wambe treated, (b) Do and be
your best, and (c) Be a peacemaker.

Our goal is to provide a solid education as redldaeh the North Carolina state standards

and to educate students in the world’s geograpktory, and culture. Using the five
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themes of geography—Ilocation, place, region, moveraed human/environmental
interaction—we strive to provide them with an ursti@nding and appreciation for the
differences that make people unique, thus makindestts better equipped to make
educated decisions as the future leaders of ouplkceted and ever-shrinking world.

The case study school routinely involves parentsahers throughout the
community to provide a good balance between theadnal community of the school
and the larger community, state, nation and wd@kmonstrations of practical and
engaging learning activities are offered to paremntsur regularly scheduled Math and
Reading nights. They also partner with two localvérsities to provide learning
opportunities for interns and student teachereriist from these highly-respected
institutions assist students in achieving educatiobjectives by providing
individualized attention to those who are workinggtasp new concepts. As part of their
parent outreach program, numerous staff membewsia®r their time to offer an
afterschool exercise program to students and taeiilies.

Though not an exhaustive list of the charactesstif exemplary schools for
young adolescents, it is a solid depiction of acessful school focused on the success of
young adolescents. In reality, a list cannot capthe subtleties and complexities of
schools and a list of any sort could be seen agkowm self-contained, which that can be
addressed in isolation. Instead, research demoestitzat the characteristics listed above
are “an interacting and interdependent group oftpras that form a unified whole . . .
[that] must be dealt with holistically, systemigalto ensure success” (Jackson & Davis,

2000, p. 27)Research evidence points to the value of a sységm®ach for improving
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schools, an approach that intentionally and cdsefansiders the interactions between
and among the characteristics of exemplary scHooloung adolescents (Anfara,
Andrews, Hough, Mertens, Mizelle, & White, 2003jrterx, Jackson, Kasak, Mulhall,
Brand, & Flowers, 1997; Lee & Smith, 2000; Lee, 8mPerry, & Smylie, 1999;
Mertens & Flowers, 200&Bweetland & Hoy, 2000).

I nstrumentation and Data Collection

Collection of a wide range of qualitative data wampleted at the school site
over an eight-week period for this case study. @atale data came from sources such as
interview responses, the School Accountability Re@ard, the School Improvement
Plan, and researcher observation. To ensure arsy8teand comprehensive approach to
data collection, a documents and records matrixagastructed (see Appendix F).

A paper-and-pencil qualitative survey was devetopgthe researcher using
information found in Marzano’s (2001) work and cdeted by the principal and eleven
teachers and instructional staff to gather persbaekground information and
administrator and teacher perceptions relatedddftiee research questions (see
Appendices A and B). A total of 20 staff membersenavited to participate in the
study, however only 12 were able to participateieions 1 to 6 gathered data on the
first research question: “What school-wide progrgumsnote student achievement?”
Questions 7 to 25 addressed research question 2at'®¢hool-wide practices promote
students achievement?” Questions 26-40 gatheredmation on the third research
guestion: “What instructional strategies were impdated to target the closing of the

achievement gap?”
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The questionnaire employed a four-point Likerteygzale asking participants to
rate each survey question using the following sadtengly disagree, disagree, agree,
and strongly agree. The four-point scale was chts@nevent participants from
choosing a neutral position on any given statemidmg.questionnaires were divided into
three parts, each section containing questionteeta one of the three research
guestions.

Two interview protocols were developed by the elisgtion group—a question set
for teachers (see Appendix C), and a set for theiradtrator (see Appendix D). A total
of 12 interviews were conducted and one focus grollge twelve interviews included an
initial interview and follow-up interview with eagbarticipant. A member check was
done during the second interview to increase tadibility and validity of the study.
During the interview, the researcher restated médron to the participant to determine
accuracy. The focus group included 4 participaaitsyf who participated in the previous
interviews. The length of the interviews rangediré5 minutes to 90 minutes depending
on depth of the participant’s feedback. The intmer, following a prescribed protocol,
took detailed and structured notes during eacvir@e. The interviews were audio
recorded to ensure the accuracy of direct quotdsdrd in the text of this dissertation
document, and to make certain that the participaggponses could be more accurately
reported and integrated into the data analysis wtmwritten notes alone. Both
interview protocols requested information relevanthe three research questions,
including the identification of school-wide progranschool-wide practices, and

instructional strategies that have promoted studehievement and the narrowing of the
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achievement gap between African-American studemistiaeir more affluent White and
Asian counterparts. In addition to information speally related to the three research
guestions, respondents were asked to provide igfttomrelated to promoting rigorous
courses and support for high school preparednesiegies. These qualitative data
provided rich, thick, and detailed descriptiongezfcher-to-teacher, teacher-to-
administrator, and administrator-to-teacher inteoas and the relating of the school-
wide programs, practices, and instructional stiatetp student achievement.

In an effort to capitalize on the benefits of dat@angulation to strengthen data
interpretation conclusions, the researcher devedlagerview questions that mirrored
guestionnaire items. Although similar informatioasiasked in the interview and on the
guestionnaire, the interview provided a forum fartgipants to expand on their
perceptions of the school-wide programs, practiaed,classroom instructional
strategies.

Five full days for school observations were s@ddiy the school principal to
minimize disruptions to school routine. A standaedi protocol (see Appendix E) was
developed by the researcher using Bolman and DE&%7) four organizational frames
paradigm. These frames include structural, politizaman resource, and symbolic
organizational factors. Information gathered frams protocol allowed the researcher to
systematically gather and interpret school evemtlspocesses related to school-wide
programs and practices. The four frames also peavalstructure for gathering data on

the school’s culture and leadership characteristics
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A document review was conducted to gather inforomatin the school’s
background and profile (see Figure 2). The Schopirbvement Plan and the School
Accountability Report Card provided information dass sizes, number of suspensions
and expulsions, instructional minutes, populaticeakdown (i.e., ethnicity, SES, ESL’s),
special programs, enrichment opportunities, elestiand extra-curricular clubs. Also
examined were minutes of school group meetinggvignd mission statements,
professional development plans, Safe Schools Blahthe Title | plan.

Student achievement results on the North Car@mhof-grade tests for the past
three years were gathered and analyzed. Specjfissditistical data from the Adequate
Yearly Progress (AYP) and end of grade data froaadlireg and math were secured from
the North Carolina Department of Education’s wehsand district benchmark
achievement results were provided by the distfiote@ The student benchmark
achievement data supplied by the district officeensdso collated and analyzed.

Parent and community involvement information wathgred from the School
Accountability Report Card, the school’s parentdi@ok, parent involvement plan,
parent surveys page on the school’s website, Tingl&SEchool Plan, parent club
documents, parent and community newsletters, arehpprograms and educational

outreach documents.
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Question
addressed

School Improvement Plan « Class Size 1,234
« Demographics Information
Title I Plan + Supplemental Programs
« Vision and Mission Statements
2011 Excellent Magnet School « Teacher Committees
Application « Student Data
. * Curriculum Initiatives
North Carolina Report Card « School Accolades
 State Performance Expectations
Staff Development Plan « Collaboration Plans 12,3
Daily/Instructional Schedule « Instructional Minutes 1,234
SWISS Data (PBIS) « Student Discipline Data 1,2,3

List of Teachers and Support Staff

Local and State Assessment Data fo
3 year period.

Parent Involvement Plan

School Website
School/Parent handbook

School Improvement Plan
Title | Plan

Name

» Experience, Credentials, Grade Levels
» Years at Current site

ra AYP disaggregated data by
demographics, subgroups, etc.

* Community and Global Partnerships
« Parent Survey Results

* Volunteers Hours

« Parent/Community Communications

« Budget Information

Focus
Group

Interview Survey

Principal

X

Reading Teacher

Curriculum Facilitator

Teacher 1

Teacher 2

Teacher 3

Teacher 4

Teacher 5

Teacher 6

Teacher 7

Teacher 8

Teacher 9

><><><><><><><><><><><><
XX XXX X XXX X 5¢

1,234

Figure 2. Case Study School Document Review
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Data Analysis

Analysis and interpretation of data related tottiree research questions involved
the triangulation of comprehensive information framariety of sources, following the
procedural steps suggested by Creswell (2003) vRelalata related to the three research
guestions were gathered through questionnairesyvietvs, school observations, and
examination of a variety of documents and recoMer the data-gathering phase was
completed, the researcher first read and examithéakeanformation to get an overall
general perception of the many diverse piecesfofnmation. Next, the data were
aggregated into logically-related thematic unit€@nceptual categories. These thematic
units provided the structure for the subsequerdildet descriptive narrative summarizing
the factors teachers and administrators believéa t@sponsible for improved students’
academic performance. Other data in the form cfteyg documents (e.g., School
Accountability Report Card) also contributed to tlobness of the summary narrative.
Finally, possible extrapolations from this studgata were suggested and areas for
further research were suggested.

A practical approach was used by the researcheatage the data collected
from the surveys, one-on-one interviews, and fagosp interview. Data were analyzed
for this study working inductively from the partieus to more general perspectives to
derive themes of categories (Creswell, 1998). Tdta dollected from the surveys were
compiled and organized using results by survey #@echthen emerging patterns. A
separate chart was created for each survey anactimepared with the other for

similarities and differences. Each section of tinvsys was analyzed separately. The
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one-on-one interviews were organized by the questien by the participant, and lastly
by emerging patterns and categories. Hard copia#l wfterviews were printed and
color-coded. Coding allows the researcher to sateésients by content of the concept,
theme, or event rather than by the people whoytoidthe information (Rubin & Rubin,
1995). These became the basis for the initial dagdysis. Next the researcher used a
data analysis technique described by Maykut ancehtmuse (1994) the researcher
identified the chunks or units of meaning in théad@he search for meaning is
accomplished by first identifying the smaller urofsmeaning in the data, which will
later serve as the basis for defining larger categ@f meaning. In order to be useful for
analysis, each unit of meaning identified in theadaust stand by itself (Maykut &
Morehouse, 1994, p. 128).

The researcher identified these units of meaningaogfully reading though
transcripts from the one-on-one interviews and $ogioup interview. The researcher let
the units of meaning emerge from the data itseihigovery finite categories. These units
of meaning were written in the margins on the ey transcripts. The researcher
completed an analysis of all first round intervidvesore beginning the second round.
Quotes for all themes were placed on a matrix. prosided a visual framework to
develop gquestions and probes, and to expand orethé&om the first round of interviews
when conducting the second. A final chart was eck#tat displayed all the research
guestions along with the participant responsesla@ahes identified by the researcher.
Finally, all of themes were reviewed along with theponses from the participants.

During this final analysis the researcher lookadaWays to combine certain themes that



84

emerged from the first analysis. This afforded nfiea opportunity to check my data
collected and provided additional information foe to include in my description of the
mentoring process from the teachers’ perspectiastly, the researcher took great care to
ensure that the data made sense. This is achigvesiry “rich thick description”
(Merriam, 1998, p. 211) that allows the reader skendecisions regarding

transferability. Such description draws picturesvords of something tangible, giving
vivid descriptions of what it feels and looks like.

The data analysis and conclusions drawn in thiechgualitative study of an
exemplary urban school in a low socioeconomic neghood utilized what Creswell
(2003) termed “data transformation.” The qualitatdata were “quantified” through the
creation of codes to identify reoccurring themdse Guantitative results from the
guestionnaires were transformed into qualitativia darough the identification of major
themes gleaned from the numerical data. The ideatibn of themes from the qualitative
data allowed the researcher to compare the twetgpdata, providing greater certainty
for the study’s conclusion and recommendationgudher study. The researcher also
utilized the peer review process for self-regulaimd evaluation of the data analysis and
the suitability of the study for publication. Ttweo peer reviewers selected were
gualified educators and scholars.

Subjectivity

The topic of adolescent achievement is very clogay heart. During

administrative career, | served as an assistamtipal for ninth grade. Unfortunately, |

saw firsthand how large numbers of eighth-graddesits were coming to high school ill-
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prepared and subsequently failing many coursesrasoime cases later dropping of our
school. Over the years, | have been drawn to sfipport to teachers to help better
prepare adolescences for high school to avoid dipelessness felt by being unprepared.
After serving briefly as a middle school assistammcipal in a high needs setting, | was
provided an opportunity to work as a principal awty formed K-8 school. This
opportunity although challenging, allowed me an azim@opportunity to approach
learning from a developmental standpoint usingdhge grade span in the building and
opportunities for small learning communities anidtrenship building with students and
teachers. As the principal of a new program, mg més to provide support and
professional growth opportunities to enhance thissknd effectiveness of teachers in
the areas of classroom management, lesson plarpriofgssional development, and time
management. My own experience working with younglestents encouraged me to
examine the perceptions of other teachers sengngiddle school students. As the
principal researcher, | was upfront about my fegdiand experiences with the
participating teachers and support staff. My auirposition as principal and the fact that
some of the participants in the study are curradtfarmer colleagues of mine impacted
the lens in which | viewed the study. Several memhdata collection and analysis
allowed me to capture the true essence of the aiskg@d control my personal
subjectivities. Each participant was given the appuoty to review the interview
transcripts for accuracy. The data collected waasilgée and reviewed by a colleague. By
having another person review the data, | was abhednitor my personal subjectivities

as | reported the results of the study.
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Trustworthiness

Trustworthiness is established when findings asecks possible reflect the
meanings as described by the participants (Lin&oBuba, 1985). The researcher
became an integral part of the process. In addiparticipants were given time to review
the data and make corrections as warranted. LirmadhGuba (1985) saw this as one of
the most critical techniques for establishing doédy in case study research. The
process of peer review included the dissertationmitee, especially chair and
colleagues who were involved with the researcheaich step of the process. Their
feedback and the resulting refinement, helped gthem the conformability and
dependability of my analysis and interpretationsadidition, the questions that they
asked gave the researcher an idea of how muchmatan needed to be included in the
presentation of findings to create the kind ofkidescription that allows readers to
determine the transferability of my conclusions.u&yng multiple sources of data the
researcher was given frequent opportunity to vetédta from one source to another. The
researcher measured reliability by looking for agstesmcy across the interviews.
Consistency was evident through the use of simitands and descriptions of events.

Ethical Considerations

This case study followed the research guidelingsudated in The National
Commission for the Protection of Human SubjectBiofmedical and Behavioral
Research’3he Belmont Report: Ethical Principles and Guidesrfor theProtection of
Human Subjects of Researde National Commission for the Protection of Hmma

Subjects of Biomedical and Behavioral Research8L9he National Research Act
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passed by Congress in 1974 establishing this redtammmission that wrof€he
Belmont Reportas it has come to be known, identified three funelaiad and essential
research principles to be followed by all reseanelolving human subjects: respect for
persons, beneficence, and justice (Zimmerman, 1997)

Respect for persons recognizes the right of indiadsl for self-determination and
autonomy. Respect is given when individuals ar@nad the right to make informed
decisions. Respect for persons mandates proteaidhose who are incapacitated by
mental disability, physical illness, immaturity, @rcumstances that limit the individual’s
freedom (e.g. the imposition of a prison term). Phiaciple of beneficence requires the
practice of making every effort to improve the widual’'s well-being and is grounded in
the ethical tradition of the Hippocratic Oath esgag the helping of others and doing the
least harm to the individual. Justice, the thiresh@ple advocated imfhe Belmont Repart
requires that each person receives fair, equitaédeément. Benefits and unavoidable
burdens are to be shared equitably among indivsdwath no one person singled out for
an unfair imposition of either condition. The 1944tional Research Act also mandated
the establishment of Institutional Review Board®B$) to review and approve all
federally funded research. Prior to the establisttroéthese IRBs, institutional review of
federally funded research was voluntary, inforraall lacked standardized guidelines.

This research, following The Belmont Report andvdrsity North Carolina at
Greensboro’s IRB guidelines was conducted so thamaividual was placed at risk of
harm, each individual was fully informed of e puspand intent of the study,

participation was made completely voluntary, andficientiality of the participants
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responses was assured to maintain the anonymal who participated in the study. All
participants were treated respectfully and ethydallmaize the benefits to those involved
in the study. All data collections instructions aedearch methodology employed in this
study received UNCG IRB approval before the redebagan. Use of all existing public
records, test data, written observations of puticavior, and surveys, although exempt
from IRB approval has been done with the utmostaticare.

Chapter Ill presented the research questions, n@sdasign, instrumentation, and
data collection methods, a description of the netesetting and participants, and data
analysis procedures. This study was designed tlmexhe perceptions of teachers
serving middle school students. By gaining insigka their practice and experiences,
information on best practices to increase misléwststudent achievement can be
shared with other middle school teachers to impsiudent achievement in similar

settings. In the next chapter the findings fromdh&a analysis are presented.
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CHAPTER IV

THE FINDINGS

Description of the Case Study School

The school selected for this case study was arlertexemplar of a high
performing urban middle school possessing numethagcteristics of high quality
schools identified in the literature. As a Global@es Magnet School, the school utilizes
a curriculum rich in global studies and culturalea@ness. The school, nationally
recognized by the Magnet Schools of America Asgimriaas a school of distinction and
a school of excellence, has received ongoing ratiogrfor increased student growth in
the areas of math, reading, science, and AlgebyaNorth Carolina’s Department of
Public Instruction. The school has also receivegbarg recognition as a Positive
Behavior Support Model School for successful immatmtion of character education
components, support with classroom managementsigndicant reductions in student
discipline referrals, notably in school suspensiod out-of-school suspensions (reduced
by 50% over a period of two years).

Additional descriptors of the school making it wnegand appropriate for the
study are the demographics, which include 46% Afi&merican students, 34% White
students, and 20% other ethnicities to include Asidmerican Indians, and others. Of
those students 75% are identified under North @aa@ poverty index to qualify for free

or reduced lunch, which qualifies this middle sdrema Title | school. Title | schools in
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the state of North Carolina receive additional fagdo support instructional needs for
students impacted by poverty. This Magnet Schositisated in an urban district and
provides additional support in the area of Glohaldis as its school-wide theme, as
well as an extended year calendar allowing studentsceive an additional 20 days of
instruction.

A courthouse greeting from the office of suppatgonnel and the principal
adorned the foyer followed by a viewing of thematind ornate murals and
predominately displayed school motto “Welcome to @ammunity of World Class
Learners” and recognition banners in the schoolgfoyer. The clean and orderly
physical plant, with well-maintained grounds, nuower educational murals, and school-
wide recognitions and displays further enhanceslithiiting welcome to the school. The
bell rang and students were observed transitiotarigeir next class in a calm, orderly
manner, with an obvious intent to arrive at thextclass on time. After the bell rang,
teachers immediately began instruction and appesediprepared for their lesson.
Teachers were observed providing warm-up or opeinistguctional activities and had
set procedures for the collection of materials arttéred use of instructional time. The
teachers spoke to their students in friendly, pastones indicative of pre-established
relationships. Teachers were observed teachingnatl/ing students in activities for the
entirety of the instructional blocks which includedmal or informal assessments,

reviews, and homework assigned just before theoétiie classes.
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Introduction

This chapter presents the case findings and pes\ad analysis of the results
framed by the research questions presented in @hlaQualitative results from the
focus groups interviews, field observations, docaotmeview, and quantitative teacher
survey results are organized, analyzed, and irdergmwith reference to the research
guestions. The research questions are addressegtuangulation of each of the
aforementioned research data.

Description of Data Collection M ethods

This case study employed a qualitative approadnadlawed for triangulation of
data sources. A 50-item paper and pencil questimm(gee Appendix A), organized by
three research questions was developed and compgtE2 Trojan teachers, supplying
the quantitative data. Interviews were conducteti wine teachers, the principal, and the
curriculum facilitator. To gather rich, detailedaljtative information, interviews school
observations and a documents review were conduttealinterview protocols were
developed by the researcher, consisting of a quresgt for teachers (see Appendix C)
and a set for the administrators (see AppendixXTBg teachers were strategically
selected to ensure that a sampling of content amés$eacher experiences were included.
The researcher completed detailed notes followipgeacribed protocol during each
interview and an audio recording was made of eashign to ensure a more accurate
report and analysis of the interview than writtees alone could provide. The audio
recordings were subsequently transcribed for ebanadysis. Two full days of school

observations were completed. A standardized observarotocol (see Appendix E) was
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developed by the researcher using Bolman and DE&%7) four-frame organizational
paradigm. A document review was conducted to gattiermation on the school’s
profile and currently-employed practices, prograamg] instructional strategies.
Addressing the Resear ch Questions
In this section, the key qualitative data discededuring the course of the
investigation are categorized into their respeatesearch question from Chapter I.

Research Question 1. What school-wide programs and practices, in this middle schooal,
do teachers perceive as promoting student achievement?

The case study school’s instructional program prilpneests on curriculum
mandated by the State of North Carolina; howewvegr the last three years the school
has used other materials and resources to incstadent achievement. The school’s
2011 Distinguished Magnet School’s application desdl the instructional program in

the following terms:

The staff of Trojan Middle School routinely parpetes in staff development
activities to enhance our school’s success. Wesfaocuimproving instructional
and behavioral strategies on an ongoing basis ghrthe Positive Behavior
Support Program and with numerous workshops amidtines sponsored by our
county and state. We are currently involved in Marztraining, a nationally
recognized program for classroom instruction. Anatindance at the World
View Symposium at the University of North Caroli@@aChapel Hill, where

Trojan Middle School maintains a partnership, ghlight of the year and
provides progressive insight and practical appbeet for the essential service we
are providing our students as we educate them ghdial citizens.

Using Marzano’s (2001¢lassroom Instruction that Workieachers were encouraged to

engage in continual collaboration and dialogue wh#ir colleagues. The principal
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described his desire to increase student achievemserg a collaborative environment in

the following terms:

We've seen significant gains in student achieveraadtso it's always difficult to
pin something on one thing. After the first two geewe saw about 24 points in
reading gains and about 12 points in math. Saigsificant. It's been a much
broader strategy than just using that one piecdt’'sSoot really about checking
off you're doing this, you're doing that, it's abiogetting information so that
when we get into faculty meetings and grade lewetings we can talk about
what we are doing and what we’re not doing.

The case study principal continued with the comméetow about the school’s
collaborative atmosphere and specifically describedatmosphere in terms that

suggested it was conducive to student and profesisgyowth.

Teachers have been able to have lots of diffenepoxiunities to reflect in lots of
different ways. Yes, the Marzano’s is big, so th&ey. But one of the things we
really tried to do, and I think that’'s coming baokthat middle school philosophy,
is really create a much broader teaming atmospBerave’re really forcing the
issues with the collaborative meetings and getiimghe same page with
classroom management plans.

The importance of the principal’s leadership inmuing school-wide instructional
programs was discussed in several interviews ardeacher elaborated on the

principal’s role in the following terms:

The principal is a very instructional leader. Hersipa lot of time trying to find
ways to focus our professional development andldpu@ent on strategies that
gives us tools. For instance, he didn’t just presarff on Marzano he actually
had us participate in activities when he led usygithings that we could actually
implement in our classrooms. He is very in toucthwie instructional piece so a
lot of things he advises us on are actually ustdihgs, so he is very in touch
with the curriculum, | would say.
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An additional program supported with staff devel@mtwas a book study on
rigor utilizing the text entitledRigor is Not a Four Letter WordEach staff member
received a copy of the book and was required td asaigned chapters and respond to
reflective questions using an online tool calledadie. The emphasis on rigor, in
conjunction with the focus on instructional stragsgwas used to create common
language, tools, and strategies among studentsstidtegies were not presented in grade
specific or even contents specific terminology, inuerms of best practices for all
students, particularly adolescents. The positivenection with the book study on rigor
and student achievement was noted and discussbd teacher interviews as described
by one teacher’'s comments below:

We responded to discussion questions on Moodhenk it has been very

beneficial not only to have the staff read booksudlzhallenging students, but in

terms of the Moodle to respond to questions yoties®l also read responses
from colleagues. It's cool to me to read somettirogh someone in another grade
level and compare how they use rigor to how | miggd it in my grade level and
content area. | learned that differentiation is emgive. | think it's easier in
middle school . . . because they're grouped diffdyeIn 6" grade | have a high
and low group. So not only can you plan your ingian for that low and high
group but you also need to differentiate betwegh kind lows in those groups.

With 75% of the student population receiving foeeeduced lunch services,
many of the students in the case study schooltaenged by the district’s core
curriculum and as result receive additional resesidesignated for schools with large
populations of students in poverty. Some of theueses were used to purchase

instructional staff including a Reading Specialespart time Curriculum Facilitator,

tutors, and an instructional assistant. To progidectured support to all students, the
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principal and curriculum facilitators created aadilitated a program entitled “Helping
Understand Basics” (HUB time). This program wasealieped specifically to assist
students with deficits and to accelerate studehts mvastered skills and objectives. The
time was built into the master schedule for altlstuts and each student was scheduled in
small groups for services, depending on their iioldigl needs. Title | funds and the
support received from the magnet program also ditova smaller 20:1 student-teacher
ratio in each class. The small classes allow taade opportunity to build stronger
relationships with students and to provide moreviddalized assistance to each student.
The case study school participates in end-of-geamiend-of-course tests, along
with quarterly benchmark assessments as requirdidebgtate and school district. The
guarterly assessments are used to determine tthenssilevel of understanding on
objectives and to adjust and monitor needs foh&rrinstruction. Benchmark data are
used in conjunction with other data to determinglsht needs for advanced learning, as
well as extended remediation programs. Using stuaesessment data to make
instructional decisions and reflect on teachingli&some an important practice and
expectation in this school as the principal regbnteone of the interviews:
We have also focused on data a lot using our datzbnoks we’ve created for
teachers. Part of the data they use we use inSdré-teaching cycle for the
common assessments. That’'s how our grade level$tuhe beginning of that
cycle we're talking about the objectives we’re fsitlg on for the first three
weeks and how we can use assessments in a snmaditioe way. And as we go

through, we talk about how we feel about it throsgiall assessments and we get
to look at where our kids are and we get back {ieaeh.
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One of the teachers assisting the principal wighitiitial creation and implementation of
data notebooks commented on the purposes in tloevioh terms:
We do worksheets to reflect back on the results foor benchmarks. And we
have been trained on Achievement Series, ...a wethsitdelps us breakdown
our benchmark data. Collaboratively with the proatj | came up with an idea to
create data notebooks. | was trying to think ofay Wor our teachers, principal,
curriculum facilitators to keep track of all thetdaWhen | remember from years
past was that | would be given all these piecesatd that told me about student
performance and what students were performing aotbearks and IEPs and
PEPs and all these different pieces of informat®mwhat | came up with was
something called a data notebook. It had a tabt®pfents with a breakdown of
the content based on different pieces of data ssurc
A well-developed academic counseling and guid@mogram provides further
academic support to all case study school studBotsng his tenure at the school, the
principal has supported the guidance counseloftstefand provided leadership to build
what he called a “college bound” culture. The aligfforts began with placing college
paraphernalia around the building, along with akiay bulletin board on all the North
Carolina Universities and Community Colleges. Or wll is a large bulletin board
with a large caption stating “Where Will You Be?h@he door of each teacher’s room is
a poster reflecting where each teacher attendéegeolFor example, it may read, “I went
to North Carolina State University. Ask me abolitAtccording to the principal, this
culture not only helps prepare the students fon Bighool, but is also key in helping
students make important academic and social desisi@at help them strategically stay
on track for success as mentioned in his intendgemments below:

Our guidance counselor plays a big role in thajl{lichool preparedness) and
because of our size she has a really good opptyi@tie meets regularly with
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each child. As a matter of fact, she’s alreadymadt families in to sign four year

plans for next year and so now they're in secomdester talking to Bgraders

about high school options. Fifty percent of ouidstots go on to special programs.

That is significant and | think it's because they tp look critically at high school

needs. They do field trips in January where thay@®ok at all the choice

schools in the area in addition to the traditidmgh schools.
Teachers in the case study school also spoke @fdagtive strategies used to prepare
students for high school. In particular, the teaslitscussed the fact that they felt that
there is a strong focus on preparing studentsigr $chool and that these efforts have
been successful in helping students transitiongb school with confidence, and with
solid academic and social skills. In one intervievwieacher spoke clearly about her views
on how students are prepared for high school asdnather response below:

Yes, we do a great job of preparing students fgh lschool. | think most of that

has to do with what guidance has been doing wehrtterests in the career

building project and our efforts to build a collegeund culture. What they've
done is look at what they’re interested in and &xbkt the resources in our school
system available to help them go to the next léselvhere they want to be. They
go online and look at different high schools areirtbptions. They do the career
thing. They go visit a couple of high schools. Tiaso go visit a couple of

middle colleges.

In 2007, the case study school implemented théio8ehavior Intervention
Support (PBIS) Program. This national program, suj@al by the district, was developed
to improve student academic and behavior outcomegadure all students have access to
the most effective and accurately implemented ursivnal and behavioral practices and
interventions possible. Using the guided framewwdvided by the program and support

and resources provided by the district, the casd#ystchool implemented the practices

school-wide with the goal of improving academic &ethavior outcomes for all students.
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As a result, success followed with a 50% redudiogiscipline referrals resulting in in-
school and out-of-school suspensions as well asased instructional time gained from
more engaged students. This noted success eameddb study school district and
national recognition in 2008 as a “Positive Beha@apport Model School,” one of the
top recognitions provided to schools.

The principal frequently emphasized the importasfoelationships in his
interview and was quoted as saying “We focus atostudent-teacher relationships.
That’s what makes the difference.” The Reading Bfistalso talked in-depth about
relationships and touted the PBIS program as aatehiétlped teachers understand the
positive impact it could have with students. Sheleasized relationships in her
interview by saying “we spend a lot of time helpindividual teachers, so they can help
individual students.” She also shared the sentismefthe principal when she said “I'm
one of these people who think it's about peopleahdt they do for our kids, not coined
programs.” Another teacher in the focus group atsomented about the positive
outcomes seen in her classroom as a result ofBHe frogram. She said, “Even though
it's geared towards behavior, | think that you start improving behavior inside the
classroom, it makes for a more productive leargmgronment.”

The case study school’s district uses an assessystem called Achievement
Series to help principals and teachers balancditheult task of meeting federal
accountability requirements and maximizing studeatning. This district-wide
assessment tool from Scantron offers a comprehetsst management solution to

provide immediate results.
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Achievement Series allows teachers to develop dndraster online and paper-
based tests, capture immediate results, and pradandards-based reports. Used for all
grade levels and subject areas, this district-wodé provides administrators and teachers
with the data they need to monitor student progaesisguide instruction. Prior to the
utilization of the Achievement Series, teacherthatcase study school computed and
analyzed test results data manually using papepandil, as described by a teacher
during an interview. Teachers affirmed the effemtigss and ease of use of this system in
their interviews and their positive responses lateel questionnaire items. Ninety
percent indicated “agree” or “strongly agree” te gtatement “My school has a school-
wide program or programs that provide effectiviediy assistance for students who
experience difficulty in attaining the proficient advanced level of the academic content
standards,” and 90% marked “agree” or “stronglyeafjto the statement “My school has
a school-wide program or programs to assist teadhdhe use of academic assessments
to provide information on, and to improve the agki@ent of individual students and the
overall instructional program.”

To provide afterschool assistance to studentytineipal and members of the
School Improvement Team allocated school fundsippsrt afterschool tutoring. Day
tutoring is also provided to students using theirgaspecialist and math tutor, positions
also purchased with Title | funds. When one oftdachers was asked by the researcher
how the School Improvement Team supports studénéaement, the following

response followed:
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One thing we do is share data with the School Imgmeent Team throughout the
year. We start off by sharing data from our summeeting the year before and
then we just build on that all year and we justoade them on what's going on,
even with our common assessments that we do elvesg tveeks and our
benchmarks every nine weeks just letting them kntwat’'s going on in our
building.

Looking for other ways to support student achievaetyne principal identified
increased parent involvement as a high prioriteotoyye. The 2011 Distinguished
Magnet School Application also discusses the ctagly school’s commitment to parent
involvement and notes that the school “strivesitmive parents and others throughout
the community to provide a good balance betweerdueational community of our
school and the larger community of our area, catesour nation and our world.” During
the research interview, the principal discussea@bmmitment and action:

| think the parent involvement piece is really imjpat. We're at middle ground

with our clientele because we have lots of pargr@swant to be involved but for

lots of different reasons such as their job schesial the distance they live from
the school. It creates some issues for them.
The principal also discussed the school’s parent@lvement committee and the
strategies they created to help parents be invatvatl parts of the school. The
comments below reference the visuals that haviearsthool to welcome parents and
invite them to partner with teachers.

So as you'll see when you go out there’s a sigtagrd for parents. Changing

the idea for volunteerism from signing up at opende to specific jobs they

select and come in and do. It's a carbon copy fohey fill it out they sign it and

leave the copy. Our volunteer coordinator callsrtheack within 24 hours to say
we’ve got it and we’ll be in contact with you latoout the specifics. All the
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research that goes into how that works, we’re grymincorporate that into what

we’re doing. So it's a good starting place. We ggtpe that it's really important.

The principal and the teachers indicated the uskeoNorth Carolina Standard
Course of Study as one of the school-wide pracacesncing student achievement at
their school. This resource is a blueprint of stotseducators, as it includes
competencies for each grade level and each coutseset of academic standards that
is uniform across the state. The School ImproverRéan also lists the content standards
as a foundational and non-negotiable resourcel&mmmg instruction and assessments.
During the school visits, teachers were often olexkreferring to these standards when
teaching, and the standards were seen prominewgheg in every classroom observed in
terms of lesson objectives or essential questidosording to the principal and reading
specialist, ongoing communication is provided tacteers about the expectation that all
lessons are to be based upon appropriate academdasds in every lesson. The
teachers affirmed this standards-based teachisgrideng the planning that takes place
in their weekly grade level and bi-monthly contplanning meetings. Standards selected
for the lesson coverage are identified during thiegelar meetings to ensure that the
most prominent North Carolina Standard Course ofisare taught throughout and re-
taught as needed throughout the school year. \Wéliptincipal’'s encouragement and
assistance of the curriculum facilitator, the teashalso utilize instructional resources
offered by the district to assist them with paciting, selection of instructional activities
and supplemental instructional texts. The readpegslist commented on the

availability of instructional resources and assis&in the following manner:
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Well we have our “teach and learn” session. Tha¢'esn a tremendous help.
They're here in the building, someone actually ceieeus. They have our
curriculum folks from downtown come talk to thenoabthe latest information,
pieces that needed to be addressed, sample leason®ally providing us with
tools and information that we need and resourcesheve and contacts we need.
Weekly grade level meetings, our curriculum faatlirs work very closely with
the teachers and all of our teachers this year Hateenotebooks, which is new to
us this year. This has really been an eye openfar as tracking student
achievement and seeing what’'s going on.

The Achievement Series system has also giverethers more freedom and
flexibility in using state standards when assessingent learning using the provided
curriculum and other instructional materials. Téystem not only scores the district’s
benchmark tests, it also allows for the timely swpand reporting of other curricular and
teacher-made quizzes and tests, identifying how stetlents have mastered related
content standards and allowing teachers to mongraisty adjust their teaching. This
student focus is illustrated in the expectationtéarchers to have common assessments
every three weeks followed by re-teaching suppmrafl students not mastering
standards. The principal talked about working wé#ichers on student-teacher
relationships, which is followed up this year wittiocus on rigor and having high
expectations for all students. The principal speaify commented on one of the reasons
why he thought student achievement increased:

We have really focused on data a lot using our databooks we’ve created for

teachers. Part of the data they use in the 15t8a@hing cycle is the common

assessments. That's how our grade levels run.eAbéginning of that cycle

we’re talking about the objectives we’re focusimgfor the first three weeks and

how we can use assessments in a small formativeAvalyas we go through, we

talk about how we feel about it through small assests and we get to look at

where our kids are and we go back and re-teacit'sSwetty standard format.
But that conversation about data is really a big pbwhat we’re doing.
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According to the teachers, keeping the focus ochieg and learning practices and
increasing student achievement is communicatea dfgehe principal and curriculum
support staff in all meetings. The School Improvatieeam, which involves teachers in
the school, has the responsibility of setting ammhioring school-wide goals each year,
in addition to suggesting resources and practicdlmeasurable strategies. The
curriculum facilitator commented on the team’s riol¢he following manner:
One thing is we share the data with the school awgament team throughout the
entire year. We start off by sharing data from swmmer meeting the year
before. And then we just build on that all year amjust educate them on what's
going one, even with our common assessments thdbweeery three weeks and
our benchmarks every nine weeks just letting theowkwhat's going on in our
building.
The teachers embraced the principal’'s expectafiasiag data to drive teaching and
learning, and frequently commented on how data wseel to determine student success
and progress. One teacher commented on the use data to help students:
Our instruction and everything we do is data driyenking at where the kids are,
where we want them to be and what strategies we togjgut into place for them
to get there. We really are looking at the childasnndividuals, | think more so
than when | first got into education. It's verydéut driven and also our
responsiveness to intervention, that we're realistyng now. Identifying those
students and knowing where they are to get stegagiplace helps them get
where they're going.
To promote the utilization of best practices ia thassroom, the principal as well
as the district spend significant resources ori d@afelopment. Teachers newly hired by

the district attend a district-sponsored trainimgliements of lesson design and

instruction called “Right Start Orientation for Néwachers.” This is to ensure that all
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teachers have a good understanding of what thectlisbnsiders appropriate
instructional practice. After this training, martaf§ development opportunities are
available for teachers, as described by the reagpegialist in the following response:
We've actually done some vertical planning thisryesafar as our teachers. For
example, all language arts teachers will meet tegeto we can really get some
vertical alignment going. So that's been an eyenepé&or the teachers for them to
say, “Oh | didn’t realize this is what they needeshd we do teach-the-teachers,
which is our technology component where a grouggathers reflect on what
they’ve been doing and how they use technology. thed on our fourth
Tuesdays, that's our professional development. Welaing teach- the-teachers
where teachers get together and share with thet#seé staff what they're doing
with technology and how they’re implementing itle classroom.
The reading specialist continued to elaborate erohservances of staff collegiality and
the development of Professional Learning Commuiti8he attributes the increased
collaboration on the professional development opmities offered at the school because
it provided opportunities for teachers to work withlleagues across grade levels and
content areas as expressed in her comments below.
We have learned so much because you never get totss your neighbor is
doing down the hall. It is truly amazing and | thithe kids are excited because
it's like every month a teacher has something tback and say look what I've
found, or look what I've seen or look what we'rargpto try. | think it's really
helped a lot with motivation for a lot of teachers.
A school-wide improvement team comprised of teatdaaers, guidance counselors,
curriculum support personnel, and administratiort®enonthly to plan for continuous

program improvement and professional developmemtrphg processes. The School

Improvement Team solicits input from all staff mesrdbto help determine staff training
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needs which are then incorporated into the sch&utol Improvement Plan and long-
range professional development plan. A wide rarighverse trainings have been
incorporated into these plans in the recent pashiiding sessions on differentiated
learners, Five Themes of Geography, Positive Bem&ipport, class-room
management, rigor in the classroom, parent-teaetaronships, data-driven instruction,
and literacy. The district office has providedniag in the area of literacy to support
increased student achievement in reading, and moki@wledge is supported by
attendance at monthly subject-specific professideaklopment sessions with district
curriculum specialists.

Collaboration among teachers has been an incgephiEnomenon at the case
study school. Two years ago, the principal workéth the teachers to implement a
creative master schedule that allowed for additioadaboration time for teachers with
their team and with content specific colleaguestheccurriculum specialist. When asked
about collaboration in the interviews, the teaclerssistently framed their responses
around the concept of building trust among themesend committed acceptance of the
principal’s leadership and support. During onehef interviews, the researcher offered
some observations about teacher collaborationtrerdasked how this was done at their
school:

You have talked a lot about efforts made in schadub allow for teacher

collaboration; tell me more about how collaboratvaaorks at this school and how
teachers work together as a team.
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The first to respond was the curriculum facilitaswho was a lead math consultant/
trainer prior to this role:

We work together as a team and | think we do a golodt that at this school.

We have two types of meetings. Once a week | méhbtthe grade levels based

on their planning times and we talk about objectiaad pacing guides and what

needs to be taught and we go one week at a tinosel$ame teachers meet

together as a team because when | meet with tr@mdnly meeting with that
grade level. They work really well together. Thégrpvery well together and

make decisions based on their team together.

A teacher added to the discussion by saying “Tialaration here among
teachers is huge.” Because of the positive, prafeabenvironment created by the
principal, many of the teachers commented on fieelings of empowerment when it
came to making instructional decisions. One teachparticular elaborated by saying,
“Our administration has put a lot of trust in oeathers to do what they need to do. He is
always stopping by, so | know there is always twaistant supportive piece that he
teachers feel and the students feel because ttigetsan-turn do the same thing.”

The teachers were collective in their feelingshef tollegial and collaborative
culture that has been established over there #hé¢hieee years, and attributed much of
that to the strong communication provided to teexbg the principal on the vision of
the school, the collective learning and applicabbfearning, and the sharing of newly-
learned personal teaching practice. Much of thevtitran teachers, according to one
teacher, has been because of the availabilityaahier-to-teacher support and

professional development opportunities. One teadbscribed the principal’s role in

collaboration as “helping teachers through theneyrto student success.”
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The principal’s supportive rapport with the teachisrevident in how he shares
his decision making through leadership and teantingse and the empowerment and
autonomy extended to teachers with regard to makstguctional decisions and
decisions affecting the school. Answering the resesa’s question, “How do you
measure success as a principal?,” the principa ga following example of how he
looks much deeper at all aspects of the schoaaaisbf solely on test scores:

There are a lot of ways to measure success. Mynggpewould measure success

primarily through test scores. But for me it's &lbooader than that. | think we

have had success in those areas, significant sidcaso think you should be
looking at the teacher working conditions survegacher turnover, and
discipline. And there are the intangibles of climand culture in the building. All
those things go into success. You can manage aatiecschedules, those skills
people can learn, build those things out theredaatsometimes be even more
difficult to measure. ...I think they all affect oaaother, when teachers are
satisfied and comfortable with coming to work gexigrthey work harder if you
have the right people. If someone is very unhapuythey're dissatisfied for
whatever reason, it doesn’t matter what professidezelopment you do and how
many strategies you give them. If they're gettingptigh the day and getting
through the week then that’s not good for thens, nibt good for the building, it's
not good for the kids. So in the end, all this ictgascores.

Teacher responses like the one above revealedllabaration taking place among the

teachers when monitoring the progress of the stsdand the sense of collective

responsibility they feel for the well-being of #tle school’s children.

In addition to this generalized monitoring of stuats’ progress through informal
teacher collaboration, a number of specific accaility and assistance practices have
been implemented at the case study school tottteilstudent success. For example, the

structure of the classes allows for the integratibliteracy concepts and instruction in all

classes. The principal specifically spoke of incogbing literacy objectives from the
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language arts curriculum to social studies andhsei€lasses. Each of these teachers is
charged with teaching and assessing languagelgéstives using their content and
incorporating clearly planned literacy activitiessan additional way to reinforce literacy
skills across the curriculums to increase studesfigiency levels. During the recent
school year, the principal required the social igtsiteachers to incorporate 29 minutes of
daily writing instruction as well. Finding innoves# strategies to support literacy
development and learning has been a primary fottieeqrincipal over the last three
years. He said, “We’ve seen enough impact to satyitis statistically significant. So
just doing things that are unique and very differga think have been very beneficial.”
Two years ago the principal, in collaboration vty teacher leaders, established
a student support program known as “Helping UndeBasics” (HUB) to help
facilitate additional success for students in nreg@nd math. During HUB all students
are grouped according to their skill level or mastd skills and they receive either
remediation or acceleration from a teacher. Theggral's vision of this program was
that students would always be supported basedeanitidividual needs. The groups are
flexible and therefore may change from week to wéeked on the objectives taught.
The reading specialist commented, “That to me leas lone of the most powerful things
we've put into place. It allows that time of theyd¥0-45 minutes, where everybody is
getting what they need, where they are.” Helpinglehts master objectives and make
connections in their learning has been one of tamnvays, according to several

teachers in their interviews, that the school he:ligeclose some of the academic gaps.
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The teachers also linked these strategies to lelpith their overall success as a school
over the last few years.
Research Question 2: What instructional strategies, in this middle school, do teachers

perceive as being implemented to target increased student achievement? What
evidence supports their link to increased student achievement?

To better understand the developmental characterist middle school students
and their intellectual needs, the principal read iatroduced the research associated with
the publicationilTurning Points 2000The research-based information in this document
provided the teachers with information addressingddie school students’ unique
learning needs, character development, social aradienal development, and physical
development, in addition to recommendations foating especially effective middle
schools that address a wide range of concernsasiefual access, student diversity,
school culture, extracurricular and intramuralatgs and school structure, scheduling,
and assessment.

However, the principal said those discussionslikgan four years ago upon his
arrival were not as sustainable as he had hopealibe®f the existing issues in the
school, specifically the instability of personnablgoractices. The principal talked in-
depth about issues that went deep into pedagogyramscended grade level and content
area. He said,

There were just surface best practice things thatled to be put in place first as

opposed to getting really deep in the middle scipbdbsophy. We shifted the

first year to just really looking at good teachiggod classroom management and
making some staff changes.
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The teachers at the case study school reportethéiyaspend significant time in
meetings discussing best instructional practicelsthat they continually refer to them
when planning lessons and identifying long-rangructional goals. The 97% selection
of “agree” and “strongly agree” on the questionaatatement reading “When
developing my lesson, | consciously select instometl materials based upon my
knowledge of my students’ developmental needs e@aching styles” further validated
their interview responses in this area.

Having readl'urning Points 200@nd other research-based material on middle
schools, during the interview the principal expegshis desire to apply the
recommendations of best practices when he arrivélaet case study school starting with
the restructuring of the master schedule. Aftersatering the recommendation to
increase rigor of the academic program, the praldyegan to strategize how
restructuring the school day might accomplish dtigctive. After much discussion with
the school improvement team, the principal, withcteer approval, created a program for
students during the school day that allowed themed¢eive additional help with math and
reading objectives.

The schedule allows for remediation or accelerdiime to be configured in the
student’s schedule and involves all instructionatfsnembers. The schedule also allows
for all students to participate without penaltyotter electives. When discussing the
innovative schedule, the principal said, “This msque and something that works for us,
instead of them giving up an elective, because kiae a flexible schedule of three days

of electives one week and two days the next.” Ros¢ students scoring far below basic
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and below basic on the math and reading end-ofegiests, required tutoring is provided
during the day for which they miss attending arctale. Additional support for those
students is provided during a four-week Saturdagd&eny and separate after school
tutoring program to help them recover non-mastskélts to get on grade level.

Recognizing the wide-range of academic abilitietha case study school,
teachers have for the past three years, been egadiby the principal to read and
implement research based strategies found in gxts &s Marzano’€lassroom
Instructional Strategies that WofR001) ancRigor is Not a Four Letter Wor(2008).
Numerous information-organizing devices and stiateguggested by the research on the
brain and learning are utilized throughout the sthburing the observational visits,
graphic organizers were prominently displayed irstmtassrooms and a number of
classes had activities involving comparing and i@sting information.

As reported by all teachers, graphic organizersedfettiveness of homework
practices are used in every core class to orgaeaher lecture information. Real world
experiences are often incorporated into lessons asistudents applying the five themes
of geography in social studies class and relatiag information to activities correlated
with the school’s partner school in China. The keas also reported making frequent use
of collaborative groups, as affirmed by 94% of thachers indicating “agree” or
“strongly agree” to the questionnaire item readWhen developing my lessons, |
consciously consider how to create cooperativenlegrexperiences for my students.”
The teachers also emphatically stated that chaligrgjudents to higher order levels of

thinking is essential for improving student achimeat and was validated by 97%
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“agree” and “strongly agree” chosen for the questaire item that read “When teaching,
| consciously employ teaching strategies and ietitvnal materials that stimulate higher-
order thinking skills.” Finally, validating teactseinterview responses indicating an
understanding of the active, inquisitive naturenaddle school students, over 97%
choose the “agree” or “strongly agree” respons@aptfor the questionnaire item
reading, “When developing my lesson, | consciogsiysider how to create active
learning experiences for my students to facilierigagement,” a well-established theme
found in the brain-compatible learning research.

In keeping with the student-centered approachmesended bylurning Points
2000,teachers described the need for constant monjtofistudent understanding
during the teaching and learning process. The sxadahearly cited adjusting one’s
teaching through formative assessment as an esls@structional strategy. Ninety-four
percent of the teachers selected “agree” or “styoagree” to the questionnaire item,
“When teaching, | monitor students’ understandifithe content and make adjustments
accordingly,” and 90% responded “agree” or “strgragree” to the question “When a
student is having difficulty with an activity oragnment, | am usually able to adjust it to
his/her level.” When asked by the researcher imeanview about how teachers monitor
teaching and learning, a teacher replied:

We do worksheets to reflect back on the results foor benchmarks. And we

have been trained on Achievement Series, whichwislasite that helps us

breakdown our benchmark data. ...| came up with aa td create data
notebooks. The data notebook is essentially a buggmnization tool that keeps
track of everything. We do different activities.riiestance we were at a school

improvement team meeting... and we tried to figurevadwy we didn’t make
AYP and which subgroups and who was in these sulpgtdNe created an
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activity for our curriculum facilitators to do dag grade level meetings. So the
data notebook has been a big tool for our stadirthive their data and track it
and follow it and make sure it's organized. It ai@dps because they are required
to bring it to their grade leveled meetings. Wedlave school tutoring for math
and reading. The tutor works with our tested ardasther program we offer is
Study Island. That helps drive instruction as well.

Another instructional strategy, the use of techgg| is a common occurrence in
the classroom of the case study school to suppeiinstructional program and reflects
the district plan for the integration of technolaagross the curriculum. Smart Boards,
IBEAMS, net books, and school pad interactive tebtbgy allows teachers to visually
illustrate curriculum content to reinforce and eiplmajor concepts, access and display
websites, run educational software, and deliveré?Baint presentations. According to
the principal, “Technology has been a big focustiierschool this year and teachers are
expected and encouraged to implement innovativentdogy lessons.” Reporting on the
use of technology, a math teacher stated:

It's one of our leadership strategies in empowetaaghers. What it's done is

take the presentation out of the administrator’swriculum facilitator’'s hands

and put it in the hands of each grade level reptatiges. Every month, like |
said, they have to represent a use of technologyeirclassroom. It's been eye
opening. Last month it was a Microsoft video cnegfprogram. One of our
teachers created a little movie with our excepfitifeaskills group. It was really
inspiring because a lot of teachers did not knoauakhis software and when
they saw a student sing in it, they saw an effectray to get their standards in. It
really motivated them. I've heard some conversatiofiteachers who have used
that program over the past month or so just bectnesesaw it being used in that
presentation.

Using the monthly professional development dayasg;tiers have an opportunity

to expand their technology skills to support teaghand learning. The program has been
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titled, teach-the-teachers. In essence, a grotgachers reflect on what they been doing
and how they use technology. Then the teacher®gether and share with the rest of
the staff what they’re doing with technology andvtbey’re implementing it in the
classroom. One teacher commented, “We have leametlich because you never get to
see what your neighbor is doing down the hall.” idea of learning from colleagues has
also extended the collaboration efforts of studeantke case study school, particularly
teachers who do not normally plan together.

The idea of benefiting from the wealth of resoureeisting among the staff is
exciting to teachers. One teacher reiterated lmisght by saying, “It is truly amazing
and | think the kids are excited because it's &kery month a teacher has something to
go back and say look what I've found, or look what seen or look what we’re going to
try. | think it’s really helped a lot with motivatn for a lot of teachers.” Students also use
the Microsoft Word program to complete major reskairojects in all classes, create
history PowerPoint presentations and use the Eptogiram in math and science classes.
Supervised Internet access is available beforéngluand after school. Each classroom
has a television and VCR/DVD player connected &stthool-wide network used for the
instructional videos, in-house produced informatigiresentations, and career-based
broadcasts.
Research Question 3: What strategies, in this middle school, do teachers perceive as
existing for the development and implementation of adaptive strategies for high
school ?

The principal and the teachers support the impleéatiem of strategies that help

middle school students prepare for high schooln@y$ihe counseling department as the
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hub for information and resources, the principalaemages and provides resources for
the guidance counselor and middle school teachaexctive the support needed to
identify individual student needs and create sfjiatacademic and social
opportunities/experiences associated with high slghieparedness. The transition from
middle school to high school involves various obiadjes associated with a new and often
larger academic environment, varied academic reqents/expectations, and a change
in a student’s social setting. Schiller (1999) de§ academic transition as “a process
during which institutional and social factors irdhce which students’ educational
careers are positively or negatively affected by thovement between organizations”
(pp- 216-217). This definition points to the sharesponsibility of middle school and
high school personnel for guiding young adolesct#mtsugh this major educational
transition. This responsibility is taken very sesty at the case study school and is often
shared between the counselor and middle schodi¢esadn response to a question from
the researcher about how middle school studentgrapared for high school, the teacher
responded with the following example:
The teachers work with the counselor all the tififeey do high school visits and
also the high school teachers come and do thintsour middle school students.
We set up peer mentoring programs in the spring stitdents from a middle
college (high school). | know the counselor takesdtudents to visit the other
high schools and other middle colleges. They atsoallege visits so they can
see the curriculum and give the kids an opportunityee beyond middle school.
Recognizing that parents play an important roledtping their children during

the transition from middle school to high schobg principal at the case study school

worked collaboratively with the guidance counsétocreate a set of strategies used



116

routinely to educate parents and involve them égfocess of preparing their student for
high school. Falbo, Lein, and Amador (2001) foumat students whose parents
monitored their activities and intervened positywelere more likely to have a smooth
transition from middle school to high school. Fertinore, it was noted by Feuerstein
(2000) that increased school contact with paremiisally resulted in reciprocal parent
contact, improving overall communication betwees sbhools and families. When the
principal was asked to discuss intentional strategsed at the case study school to
involve parents in the middle school to high schtomhsition strategies, he provided the
following response:

Our counselor plays a big role in preparing stuslémt high school and working

with parents on how they can assist their childhenng this process. She meets

regularly with each child. As a matter of fact, 'sreready had most families in
to sign four year plans for next year and so naay'tie in the %9 semester talking
to 8" graders about high school options. So 50% of tiugtents go on to special
programs. | realize the numbers are smaller bunhtimebers are significant. |
think it's because they get to look critically.

Effective transition programs involve constantaobration between eighth- and
ninth-grade buildings and their personnel (Mizell@99). The case study school
demonstrated an example of this collaboration @i ttoutine work with the high schools
in the district. The counselor developed relatigpshvith other counselors at feeder high
schools and middle colleges to allow a more seagssgram for visiting programs and
facilitating parent information settings. Eighthage students at the case study school

participate in an annual field trip in January teaatraditional and choice high schools.

Students also participate in school-based progeamed at career exploration and
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development to reinforce the importance of academnd to educate students on how to
plan for various career paths early. Teacherseatéise study school talked in their
interviews about the “college bound” culture thasltbeen created with external bulletin
boards, posters, and conversations, and also spaecific projects facilitated by
eighth-grade teachers and the guidance counsel@ipostudents prepare for the
challenges associated with transitioning to hidgiost When discussing the evidence
seen at the case study school a teacher madelltheifg observation during an
interview session:

Most of the evidence we see has to do with whadande has been doing with

the interest in career building projects. What theylone is look at what they're

interested in and looked at the resources in dur@csystem available to help
them go to the next level of where they want toTdeey go online and look at
different high schools and their options. They git\a couple of high schools.

They also go visit a couple of middle colleges.

Successful transition programs address the infoomagap by providing students
and families with a wealth of information about teademic, social, and organizational
similarities and differences between middle sclamal high school (Mizelle, 1999).
Efforts to make this process more cohesive andesstal for students have been seen in
the strategies outlined by the teachers at thestasg school. Evidence for the
effectiveness of these strategies are seen indfaeagsociated with the number of
students attending specialized programs requingly academic standards and the

number of students who participate in advancedsasuiollowing their freshman year in

high school.
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Discussion of the Findings

This section analyzes the findings of the studgalWered during the course of the
investigation, provides insights into the possHgbplications to other schools, and makes
suggestions for further study found in Chapter Yial)sis of the qualitative data utilized
a constant-comparison method (Strauss & Corbin8L9%ith the major themes
identified in the review of the literature found@mapter Il in mind, the transcription of
the interview responses and documents were anafged&ey issues, recurring events,
and the like that were initially placed into retatship categories. Constant comparison
among the individual data pieces within each categad with the major themes
identified in the literature assisted with the mefinent of each category. Ultimately, three
major themes were identified because of their cbest recurrence at the case study
school: (a) a culture of support for students ifle) setting of high academic expectations
for students, and (c) the establishment of schadéwystems and structures. Each of
these themes is elaborated upon in the following@e using Bolman and Deal’s (1997)
four-frames model providing the theoretical frameior an in-depth analysis of each
theme.

A Cultureof Support for All Students

Structural Frame

To provide additional academic support for studémtmeet academic
improvement in reading and math, the principalcheas, and instructional staff worked
collaboratively to make structural changes in ttfgosl's master schedule. To better

address the academic needs of all students, tkeayect what they termed “Helping
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Understand Basics” (HUB). This program was alsi@t¢isn the school improvement plan
as one of the main strategies for providing addalairect instruction to students.
Created to focus on re-teaching and reinforcingmastered basic skills, HUB is a time
of the day when students receive services/suppsedon their individual needs. All
available instructional staff members are involaed assist students in small groups
with specific skills based on formative assessmantsfeedback from teachers.
According to the reading specialist, HUB time “leeen one of the most powerful things
we’ve put into place. It allows that time of theydahere everybody is getting what they
need, where they are.” The daily sessions aregbéine master schedule and last between
40 and 45 minutes. It is very skill specific ance@f the strategies the case study school
has employed to start addressing academic gaph.tidéitadoption of this school-based
support, the case study school has started tag@éant success in student growth
over the last two years, particularly in reading.

Another structural change added as a strategyéoeasing student achievement
in math and reading in the case study school islation and enrichment time. The
principal, in collaboration with members of the €asudy’s school leadership team,
created an innovative schedule as a variationeégisting encore classes. Prior to this
variation, students needing additional assistarere Worced to give up an elective and
students needing enrichment services did not redlig support as it was not always
viewed as a priority. The approach for this suppoviewed as a school-wide effort and
treated as an elective course rather than a stamel&toring group. The schedule allows

for flexibility in that students are only pullecbfn an elective one day; for example, an
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alternate schedule allows them to have electivettlays one week and two days the
next week. The exciting and unique piece of thigtegy is that all students benefit, as
they are either always a part of a remediatiomoacceleration group based on current
mastery level of objectives on reading and math.
Human Resour ce Frame

Early on in the teacher interviews, the human resoframe theme of
“empowerment” emerged. Bolman and Deal (2003) descprogressive organizations”
as those that empower and invest in the developafaheir employees in at least three
ways, including (a) providing information and supp¢b) encouraging autonomy and
participation, and (c) fostering team building. BEad¢ these methods of empowerment is
discussed below as related to supporting all stisden

Supporting the teachers’ efforts to provide thstlpossible instructional program,
the principal encouraged them to find additionabrgces to supplement the district’s
adopted state curriculum. After district resounsese approved and secured to support a
school-wide professional development based on Margg2001)Classroom
Instructional Strategies that Waqrteacher leaders began organizing materials anel we
trained by curriculum specialists in the distritficee. The training was provided using a
train-the-trainer model allowing select teachedbra to receive training at the district
level and to deliver the information in subsequeofessional development sessions at
the case study school. The principal referred ittaining as a “framework of best
practices” for which instructional expectations hased. The professional development

plan created for the case study school involvddeetyear commitment allowing for
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ongoing professional development, teacher monigoaimd support, and incremental
mastery and increase in student achievement. Wiastriding the implementation phase
of this professional development, a teacher imégrview with the researcher described
this program as “the cornerstone of our instructidihe teacher went on to tell the
researcher that the teachers have moved quicklgrasibeing more data driven and
“looking at where the kids are, where we want therne and what strategies we need to
put into place for them to get there.”

The principal, commenting on the teachers’ efftatenprove student
achievement, described a “tipping point” leadingtsignificant jump in collaboration
and teamwork that occurred after two years of feduastructional professional
development and support, along with his effortstwiivate and empower teachers. Since
the principal’s arrival at the school, he had beeoouraging teachers to have high
expectations for all students and to believe tbiaborative, positive efforts would boost
student achievement. In the interview, the princtiscussed his sequential approach to
improving student achievement and teacher colldlooravith professional development
and teacher collaboration opportunities. Priort&otsg the focus on Marzano’s effective
instructional strategies, teachers participatea ok study on student-teacher
relationships; this school year the book studyaisdal on instructional rigor, a natural
sequel to relationships with students.

The principal also stressed the power of the boadiss, particularly the
collaboration that followed in combination with@ctis on effective strategies and

instructional rigor. To quote the principal duritig interview: “This has been really
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effective. It puts everyone on the same page.t ggmmon language in the building.
We think it has and will continue to have an impatstudent achievement.” The
principal went on to describe the recognition tbleo®l began to receive from their
positive, collaborative approach to their work, whnee said, “We’ve seen significant
gains in student achievement. After the first tveans we saw about 24 points in reading
gains and about 15 points in math, so that’s dicamt.”

Finally, the principal concluded this part of theerview by recognizing that
collaboration had led to teacher empowerment, wimdhrn created what the literature
terms a “Professional Learning Community” (PLC). $tenmarized his final thought on
the matter as follows:

There have been quite a few adjustments in schegltdiallow for vertical

teaming and routine collaborative teacher meetamgsour walk through tools

have been redesigned so that it's not about mamgoit’'s about creating tools
that allow for creating information to create corsations. So it's not really about
checking off you're doing this, you're doing thdls about getting information so
that when we get into faculty meetings and gradellmeeting we can talk about
what we are doing and what we’re not doing. Thiitésatmosphere we're trying
to create and so it's become a much more collalverahvironment over time
and it’s reflective in our increased student achieent.

A third aspect of empowerment within the humarmuese frame, according to
Bolman and Deal (2003), is the encouragement afraumy and participation. One
teacher described the principal as a “true instwoeat leader” and went on to describe the
ways in which he is always looking for support @otlaboration amongst the staff in the

following terms: “He does help us unify the schtwbimake sure we’re on the same page.

He never just takes an idea and kind of runs wigmd we’re expected to follow.”
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Another teacher described the principal’s invitatio participate in the journey towards
improved student achievement as the beginningstgraficant culture shift in the school

leading to a more collaborative, collegial, andlstut-focused environment:

The school has had a very interesting change tareubver the last ten years. I'm
not sure the teachers are always willing to follelat’'s out in front of them but
they are always given autonomy so that when thelitee they have another
suggestion, they can bring those in. We're readitadiriven as you know and it's
all about trying to meet the achievement goalbirik that has been a strong focus
over the years that the teachers feel empowerdd tehat’'s necessary to meet
those achievement goals.

The principal described this process of trust bagdand empowerment as beginning
with professional freedom to experiment with neacteng strategies and focusing on
multiple indicators of success with regard to teastand students. The principal

described this process in the following terms:

There are a lot of ways to measure success. Yomeaiage and create schedules,
those skills people can learn, but there are &lgset things out there that can
sometimes be even more difficult to measure, ssatlimate. When all those
things are in place, because | think they can afiae another, teachers are
satisfied and comfortable with coming to work amaerally they work harder if
you have the right people. So, all those thingsafbne another. If someone is
very unhappy and they're dissatisfied for whateeaison, it doesn’t matter what
professional development you do and how many sfiege/ou give them, if
they're getting through the day and through theky#een that's not good for
them, it's not good for the building, it's not gotmt the kids. So in the end, all
this impacts scores [student achievement].

Ultimately, a teacher noting the principal’s entlagsic call to experiment and

commitment to best practices and materials summetize positive outcomes for the
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school: “Our teachers are very empowered. The &achork together as a team. Our
principal has put a lot of trust in them to do wtrey need to do.”
Symbolic Frame
From Bolman and Deal’s (2003) perspective, the Syialf-rame views
organizational life as involving “culture.” Citin§chein (1992), organizational culture is
defined as
... a pattern of shared basic assumptions thedwp learned as it solved its
problems of external adaption and integration kfzet worked well enough to be
considered valid and therefore to be taught to mambers as the correct way to
perceive, think, and feel in relation to those peais. (p. 12)
The shared vision among the principal and schadl Bas been articulated in a number
of documents. The 2011 Magnet School of Excellexmalication, collaboratively
prepared by representatives from all of the sclsagibikeholder groups, answers
guestions about its beliefs and philosophy of etioigavith the following mission belief
statement:
We, the staff of Trojan Middle School, through pobrg a curriculum rich in
global studies and cultural awareness, are conuftitt@roviding a safe and
supportive environment in which all students cachetheir full behavioral and
academic potential. We are committed to prepatiegstudents to be successful
citizens in a multicultural society.
The district’s website features a web page dedictt¢he case study school that
describes the school as student centered throegttisplay of the school’'s motto,

“Community of World Class Learners.” The guidingnaiples of the case study school,

displayed on the web page and included in the stagly school’s student and teacher
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handbooks, are as follows: “Treat others the waywant to be treated; Do and be your
best; Be a peacemaker.” The 2011 Magnet SchookoélEence Application also
elaborates on how the students, staff, and comsargtworking together in a
partnership to develop and support capable, reggenand productive members of
society. This philosophy and “guiding principle”as integral part of the school’s global
magnet theme, which is integrated in all classelsstmdent experiences, is reinforced
regularly in the Student Promise displayed on #eestudy school’'s web site and school
documents as follows:

| am a Trojan Middle School student; | uphold alitian of excellence; | strive to

reach my highest potential; | work to become a gla@iitizen; | demonstrate

moral character through my everyday actions; | anug to be a part of the

Trojan Middle School Family.

The 2011 School Improvement Plan summarizes theats efforts to improve
teaching and learning with a brief summation of hbw staff is working to improve
student achievement. Research-based initiativas asititeracy First, Positive Behavior
Intervention Support, and Fullan Training wereddsts the current initiatives in place or
recently implemented. Staff development opportesipirovided to allow teachers to
learn how to incorporate the latest methodology the classroom were also discussed in
the School Improvement Plan, specifically the pssaef implementing Marzano’s
(2001)Classroom Instruction that Worles a framework to help teachers maximize
learning and help students reach their highesteanadpotential. The School
Improvement Plan also summarized the school’s tsftorimprove teaching and learning

with the following written response:
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All students at Trojan Middle School will learn asgicceed, thus empowering

them to become world-class learners. To lead uarwur mission, our school

community shares the following beliefs: Each chi&s value; Students learn best

when they are actively involved in learning.
These documents suggest a school culture that eagesIits members to approach their
work with a determination to (a) meet the educatioreeds of every student, (b) partner
with parents and the larger community, (c) provedeal access career opportunities for
all students, (d) deliver a standards-based insbnel program that holds students to the
highest possible levels of achievement, and (€htead model caring, responsibility,
and respect for others.
Palitical Frame

As discussed by the principal, the district expdatvhat he termed “fidelity” to
the district-adopted curriculum, especially witlyaed to the Literacy programs. In
discussions with the district’s central office pmreel charged with curriculum and
instruction, the principal recruited additionaliiag and support for the teachers to
supplement the state curriculum with combinatioingtber curricular resources. As a
former teacher and assistant principal for manysypdor to his appointment as
principal of this case study school, the principadl developed a positive working
relationship with the central office. Bolman andaD® (2003) citing of power sources
would suggest that the principal, at this junctuas relying on the alliances and
networks he had developed over the years to sapm®val to deviate from the district’s
mandate for fidelity to assigned curriculum. Furthere, the principal had carefully

researched the instructional practices and theiefits for this school before making his



127

“case” to the district, calling upon the persuagieaver of information and expertise.
Figure 3 provides a visual outline of theme one‘slépth analysis discussed in this

section using Bolman and Deal’'s (1997) four frammeslel.

Structural Frame Human Resour ce Frame
HUB Staff Development
Acceleration & Remediation Professional Learning Communities
Teacher Handbooks Teacher Collaboration

Communication of the school’s vision| Instructional Leadership

Symbolic Frame Palitical Frame
School Webpage Principal Alliances and Networks
School Motto
Teacher & Student Handbooks

School Improvement Plan

Figure 3. Analysis of Theme One

The Setting of High Academic Expectationsfor All Students
Structural Frame
Weick (1976) first introduced the concept of “lebscoupled systems” and
applied it to educational organizations. Weick preged the interesting notion that “in
place of the image that organizations are cougisalgh tight, dense linkages, it is

proposed that elements are often tied togethezquintly and loosely in the interest of
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self-determination, localized adaption, sensingiandvation” (p. 14) in his seminal
piece entitled “Educational Organizations as Lop§®upled Systems,” as described by
a website developed by Current Content (1989). [Bmise coupling notion was
frequently presented in the literature during tearg leading up to the era of the No
Child Left Behind Legislation and the developmenstate curriculum standards as part
of the federal government’s mandate to demonst@ténuous increasing student
achievement. Since the late 1990’s, local and st@eational systems have been
increasingly faced with the need to account toféleral government for student
achievement gains and have responded by “tighterprifpe linkages” between the
various organizational levels. School districtsvie reports verifying increasing student
achievement on state mandated tests. Principalsetdteaccountable to district level
managers for test results at their schools, archéza in turn are held accountable for the
site principals.

From the structural frame perspective, Bolman@edl (2003) would identify
two reasons for this reframing of educational orgaton. First, there has been a
dramatic change in the environmental forces affigotiducation. Even though federal
funding accounts for a relatively small percentafjthe state’s educational budgets,
almost all states have chosen to comply with théBl€@gulations rather than lose this
additional resource. Secondly, there have beerifisignt technological changes since the
late 1990's in terms of the ability to monitor stud achievement. With the development
of NCLB mandated state academic content areadestincreased capacity of

computerized systems to process large amountsindiatdized test results, local
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educational agencies can now be held accountabtgitmtified student achievement
results.

The principal has witnessed several environmetgahnological, and
organizational changes during his educational e2aad has effectively responded to
them as shown by continuous student achievemens gaid improved services provided
to the students at this school. The principal dbsdrin the following interview response
his initially disorganized efforts to improve stid@chievement when asked about
whether he focused on best practices for studdmn¢aement growth or strategies
specifically associated with the middle school @pic

When | first got here we looked at some middlefstufias very familiar with

Turning Point2000so0 we looked at that stuff. But one of the isdussd when |

first came here was that there had been so mamgekan middle school and had

been for several years. It has been unstable i gdaces and it continues that
way. But the issues went deeper than that. There just surface best practices
things that needed to be put in pace first as ggp s getting really deep in the
middle school philosophy. We shifted late in thstfiyear to just really look at
good teaching, good classroom management and ma&ing staff changes. That
just worked or evolved into a process and that seleim work better.

Realizing the need to involve teachers in thigrieg process, the principal
used teacher leaders on the school’'s School ImpremeTeam to articulate the school’s
assessment system and to train teachers on homd&wsiand and use all data sources to
inform teaching and learning. Assessment data ttowe levels were identified,
providing a systematic framework for re-teachingltwse the achievement gap. The first

tier involves the No Child Left Behind’s Adequateafly Progress system, the North

Carolina State Annual performance index systeneurg the North Carolina subject test
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data to determine the proficiency level of studdmtethnic group and socioeconomic
level. These data are analyzed for gaps in studamnting and are incorporated directly
into the School Improvement Plan (SIP) to guidediti®ool’s efforts to improve

academic achievement for all students. Thesetiastiata are directly correlated to
classroom instruction through the development sfructional strategies and action steps
associated with the School Improvement Plan falesttilearning in English/language
arts, math, science and history.

Tier two data consist of the district-level benchkndata generated by the
Achievement Series, a web-based computer assesseareite for English/language arts,
math, science, and social studies/history. Achieargr$eries generates reports by
standards, subject area, grade level, and ingtnaitprogram. Teachers may also
generate their own instructional assessments. Théeement Series lesson bank
provides teachers with materials aligned with tia@dards for re-teaching to close
performance gaps.

The third tier consists of data gathered at thelsitel. Teachers in all four
content areas evaluate student performance usiagedty of common assessments,
quizzes, projects, presentations, written repetts,Data from all three assessment levels
identify individual performance levels from whictiategies, materials, etc. used to close
the achievement gaps are determined. The actios pleveloped and placed in the
School Improvement Plan identify specific acadestandards that become the focus of

the instructional action plan for all students.
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Human Resour ce Frame
Bolman and Deal’s (2003) human resource frameestgdhat managers must be
selective when hiring employees to ensure thaethesv hires clearly match the
organization’s values and mission. Once the “rjggdple” have been selected and
assimilated into the organization, the effectivenager takes action to encourage
employees to be successful and sustain their caeeording to Bolman and Deal
(2003), a number of employment incentives, sugbrashoting from within, are available
to organizations. The authors suggest that thistipeaprovides a powerful performance
incentive, fosters trust and loyalty, and capiedipn employee knowledge and skills.
When asked by the researcher about the effectotsting staff teaching
assignments and assigning additional duties hasipawl teacher productivity, the
principal reiterated the importance of having ‘thght people” on board. He went on to
say that having a dedicated staff has not onlyadtbfor a common language and vision
for student achievement, but allowed for additicz@laboration opportunities that did
not previously exist, as teachers were now initatontact with staff outside of their
content areas. When asked by the researcher diatitrent support available to
teachers, the principal responded in the followimanner:
It basically involves multi-leveled support. It lndes increased visibility by me,
again trying to stay away from being evaluative #reh | use my reading
specialist and curriculum facilitators. For peopi¢h significant issues . . .
classroom management issues and instructionalsstwey meet weekly with the
curriculum facilitator and weekly with the readiggecialist. That also involves
an observation once a week by the curriculum tatdr and the reading

specialist. The other part is that we set up oppities to go outside the building
to watch other master teacher’s classrooms andateegiccompanied by the
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curriculum facilitator. And we try to provide atalst one opportunity, separate
from everyone else, for one professional develogmen
As a result of the principal’s inviting style ofdeership, the teachers responded with a
sincere willingness and eagerness to collaborateeech other to provide the best
possible instructional program for their studentstprove student achievement. One
teacher interviewee, in response to the reseaschjggstion on how teachers are

encouraged by the principal to participate in ¢ffto improve student achievement,

stated:

We have different programs running. We are curyaimidertaking the Marzano
training. We’re working together on a book read esdewing all our answers
and reflections with that based on rigor and hoat tan be integrated in the
classroom and across the board. | would say evertakes part in it. | don't feel
isolated or clustered as a specialist. | feel veeadlrputting in the same amount of
effort and are able to implement the informatioat the gather so whether we are
a classroom teacher or specialist, doesn’t readlten

As the interview continued, this particular teact@ntinued to discuss the principal’'s
role in driving what happens in the school, aglites to student achievement. In
response to the question, “Does the principal takdead on driving instruction or would
it be more of a collaborative effort throughout gohool?” the teacher provided the
following response:
| think initially some of the topics are broughttte table by our principal but he
is always looking for support and collaboration agpothers from the staff. He

does help us unify the school to make sure we'rthersame page. He never just
takes an idea and kind of runs with it and we’rpested to follow.
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Symbolic Frame

According to Bolman and Deal (2003), from the spirtbframe perspective,
“activity and meaning are loosely coupled; everagehmultiplied meanings because
people interpret experience differently” (p. 242%e of symbols is said to make this
loose coupling more manageable by uniting peopetteer around shared values and
beliefs. One important means of encouraging mutnderstanding and commitment to
organizational values, beliefs, and mission isdgfo“rituals.” Humans are described as
having the propensity to personal and communadlstto create order and predictability.
A good example of this ritualizing of an educatilom@cess, in this case of data tracking
and analysis leading to increased student achiavgiisedescribed below.

To emphasize the importance of North Carolina &etliest data, the principal
mandated tracking of student data using the Noatola Adequately Yearly Progress
system categories of levels one through four, Veittels three and four representing
proficientandadvancedDistrict benchmark tests assessing students’anasf state
objectives using the Achievement Series web-basatpater system identify specific
academic content standards needing to be retalightprincipal also encouraged
teachers to utilize the Achievement Series to acsteglent performance on teacher-
developed assessments of supplemental materials Tise principal described this
assessment process as follows:

We have also really focused on data a lot usingdata notebooks we’ve created

for teachers. We've put as much data as, how dg ttss, usable data. Part of the

data we use is the 15-3 re-teaching cycle for timemon assessments. At the

beginning of that cycle we’re talking about theemtjves we’re focusing on for
the first three weeks and how we can use assessimemtsmall formative way.
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And as we go through, we talk about how we feeualtdhrough small

assessments and we get to look at where our kidsrar we go back and re-

teach. So it's a pretty standard format. But tlnaiversation about data is really a

big part of what we’re doing.
As a researcher, | feel the principal proudly felém up this description of data
analysis—including its effect on student perforneana the state’s Adequate Yearly
Progress—with a reminder that the school had adtgain in reading achievement
and 15-point gain in math achievement. The pringpated that this was a result of the
focus on best instructional practices coupled wWithuse of data to drive instruction. The
principal reinforced the ritualized school-wide giree of tracking and organizing student
assessment data, leading to significant gains @st¢hool’s adequately yearly progress,
individual student growth, and Magnet School oftDistion and Magnet School of
Excellence Awards.
Palitical Frame

The political frame, according to Bolman and D&4l(3), assumes that
organizational “goals and decisions emerge frongdiaing, negotiation, and jockeying
for position among competing stakeholders . . .hydiat at the top but through an
ongoing process of negotiation and interaction agriay players” (p. 186). Furthermore,
the political frame suggests that organizationscaraprised of coalitions of diverse
individual and interest groups. In the politicarfte example found at the case study
school, the principal successfully negotiated wlidtrict level curriculum and instruction

leaders to achieve a more rigorous instructionad@m.
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The principal talked in his interview about hisugle to build a collegial
environment focused on meeting the needs of allestts. His philosophy was captured
and described in several of the teacher interviesvhey described his efforts to make
innovative changes and decisions that were geareartls thinking outside of the box to
help students. The teachers unanimously referréuetprincipal as being involved in all
aspects of instruction and school activities, #iswdated in the following teacher
response:

Mr. Principal is a very strong instructional leadde spends a lot of his time

trying to find ways to focus our professional deyghent on strategies and stuff

that gives us tools. For instance, he didn't jestresent stuff on Marzano he
actually had us participate in activities that veelld actually use in our
classrooms. Everything he brings is fairly usable.is very in touch with the
instructional piece so a lot of things he advisesm are actually usable things, so
he is every in touch with the curriculum, | woulmys So with his knowledge of
that, | think it has helped him advise us in megfuhways with creative and
effective professional development.
The principal commented further on his differingropns of how student success is
measured and the pressure associated with havirgsdest scores. In this discussion
with the researcher, the principal was adamanttdbolding at various indicators and
incremental and individual growth rather than jeistl-of-grade and end-of-course
assessments. Specifically, he said, “For me, sadsegery broad. There are a lot of ways
to measure success. My supervisor would measucessiprimarily through test scores,
but for me it's broader than that.” A long-time doyee in the district, the principal had

developed positive professional relationships kel district leaders over the years and

called upon those friendships when asking pernmsaia assistance with various
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supplemental materials and time to assess theicteféness. Figure 4 provides a visual
outline of theme two’s in-depth analysis discussetthis section using Bolman and

Deal’s (1997) four frames organizational.

Structural Frame Human Resour ces Frame
Master Schedule Teacher Empowerment
3- Tiered Assessment System Principal Leadership
Data Notebooks Multi-leveled Teacher Support

Staff Development

Symbolic Frame Political Frame
Data Tracking & Analysis Allocation of Scarce Resources
Data Notebooks Measuring Academic Success—AY|P

Parental Involvement

Figure4. Analysis of Theme Two

The Establishment of School-wide Systems and Structures
Structural Frame
With regard to the Structural Frame, Bolman andl2003) would describe the
case study school’s organizational structure aplsiin nature. A simple organizational
structure is described as having only two levéis:“strategic apex” defined as the
supervisor, and the “operating level” consistingtafse charged with carrying out the

daily organizational operations. The coordinatibthese operations is done through the
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direct supervision of the manager, or by the ppaktat a school site. At the school level,
this simple structure allows the principal to a#iatly guide the organization, working
directly with his staff to communicate directivesdgprovide performance feedback.
Because of this two-tiered structure, the orgarna structural components can be
efficiently restructured under the guidance of gpesgt leader as described in the case
study school example below.

Upon his arrival to the case study school, thegypal began his efforts to
restructure the master schedule to allow for aolditi teacher collaboration, professional
development, and time for student remediation aeglaration. Working with the
teacher leaders of the School Improvement Teansallting input from parents and
other stakeholders, the principal successfullyteta master schedule that maximized
instructional time and capitalized on opportunitieshe schedule to reteach skills to
students with deficits. Following the creation loé tschedule, the principal solicited
support from various teacher leaders to help gthdemplementation to provide teachers
the support they needed and the opportunity toigeoeritical feedback on areas to
revisit. The restructuring of the master schedu®Ilved the participation of the
guidance counselor, teachers, instructional gpaffents, and administration, and was
successfully completed within one year of its irta@p Operating within a simple
organizational structure as described by Bolman2eal (2003), the principal was able
to effectively coordinate this restructuring workhin a relatively short time frame.

Bolman and Deal’s (2003) Structural Frame Paradigiald further describe the

school site as a “professional bureaucracy,” simpkructure with two organizational
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layers: the leadership and the workers. But furtiedmition is given for the
characteristics of those workers. The professioaaire of those carrying out the daily
organizational activities within a professional éamcracy defines them as possessing a
high level of professional knowledge and skillsisTéxpertise gives these professionals a
certain degree of autonomy. The greater one’s éspethe more one earns greater
autonomy and the more one expects to be giverirdedom when carrying out daily
activities. It was this expertise among teachetssupport staff that the principal called
upon when asking his staff to articulate and im@etra school-wide structure of
academic accountability for students early in badership at the case study school.
Having been charged with developing and implenmgndi plan for the academic
accountability and support for students, teaclaestified a three-tiered assessment and
instructional framework. Assessment data from thlesee levels provides a systematic
framework for re-teaching to close the studentedaent gaps and to help attend to
individual student needs. The first tier involvee No Child Left Behind’s Adequate
Yearly Progress system and North Carolina’s Staeual Performance Index utilizing
North Carolina subject test data to determine tloéig@ency level of students by ethnic
group and socioeconomic level. These data are zedlpr gaps in student learning and
are incorporated directly in the School Improventeliain (SIP) to guide the school’s
efforts to improve the academic achievement fostaltlents. These first tier data are
directly correlated to classroom instruction thriotige development of the instructional
strategies listed in the SIP for student learnmgmglish/language arts, math, science,

and social studies/history.
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The Achievement Series system generates repodtahygards, subject area,
grade level, and instructional program. Teacherg algd generate their own assessment
instruments. The Achievement Series lesson bankiges teachers with instructional
material aligned with the standards for re-teachingose achievement gaps. The third
tier consists of data gathered at the site levehchers in all focus content areas evaluate
student performance using a variety of assessnmaitgling quizzes, projects, common
assessments, and written reports. Data from aethier assessment levels identify
individual performance levels from which to detemmiwhich strategies, materials to use
to close achievement gaps. The strategies and giredoped and included in the School
Improvement Plan identify specific academic stadgdnat become the focus of the
instructional plan for all students.

Human Resour ce Frame

The Human Resources Frame, according to Bolmaaat (2003), involves
motivating one’s followers for optimal performaneéhin the organizational system
through the concept of “empowerment.” Empowering’stiollowers involves
encouraging both autonomy and independent partioipaBolman and Deal assert that
knowing what to do on the job is not enough; “therkvtself needs to offer opportunities
for autonomy, influence and intrinsic rewards” 1g4).

From a Structural Frame perspective, the orgamaatiide systems must value
one’s expertise leading to autonomy, as well asgeition of the interdependence of
organizational members to effectively accomplighdiaily work. The principal, when

working to improve the school’s structural systesush as redesigning the master
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schedule and systematic implementation of a stualsedguntability system as described
above, effectively utilized Bolman and Deal’'s HunR&sources Frame’s autonomy and
participation paradigm. One teacher described emased sense of control over her
instructional program that resulted from the impdertation of the principal’s new
organizational structures and encouragement ifolleving terms:

We really are looking at the children as individudlthink more so than when |

first got into education. It's very student driv@im move them further along we

look at what we need to do and our responsivemeisgdrvention that we're

really pushing now. ldentifying these students knowing where they are to get

strategies in place to help them get where thegdiag.
The systematic changes combined with the prin@padhtagious optimistic assertion
that these new programmatic changes would be aféectotivated the teachers to
confidently employ their expertise and willinglyliadorate with fellow teachers.
Symbolic Frame

As described by Bolman and Deal (2003), “The syimbdtame sees life as more
serendipitous than linear with organizations fumaing like complete, constantly
changing, organic pinball machines” (p. 243). Tke af symbols increases the
effectiveness of an organization by imposing oatet structure upon this complexity
and chaos, providing predictable patterns of b&ledlues, and practices. Two examples
of this symbolic frame found at the case study ethee represented below.

When the principal arrived at the school, he reatithe teachers did not have an
organized way of previewing and using student assest results. Responding to this

lack of organizational accountability, he creatdthtwvas called “data notebooks.” The
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data notebooks replaced the previous use of melpgces of paper teachers received
with formative and summative student data. Withia data notebooks there was a table
of contents listing the data sources in a systeniatmat as a guide for teachers, as well
as a breakdown of the content based on differaatstaurces. The notebook also
included teacher data, student benchmark reswlisdimg differentiated data by
standards and individual students, informationxaeptional students, and information
to assist teachers with re-teaching and organizittging groups.

Once the data notebook was implemented, the paho&guired teachers to use
the information as a “working document” to helprthmake instructional decisions. To
ensure consistent use of the notebooks, teacheesreqguired to ensure their data were
updated with “real time” data, and were requirettiog them to all grade level and
content meetings as a resource to discuss insinattheeds and strategies. This personal
attention to individual student data can be vieags@d symbolic gesture, reflecting the
importance the principal as the instructional leaxféhe school placed upon maintaining
order in the instructional program.

Parental involvement is another symbolic act wiscimade a high priority in the
case study school. Increasing parent involvemecdre the focus over the last couple of
years because of the principal’s belief in its elation with student success. During the
research interview, a teacher discussed the peméative plan supported by the
principal:

This has been an area of need in that we haveeit ble to reach a lot of our

families. We looked at our volunteer data becahedalistrict was making big
initiatives about volunteer data. The principaluibt it to me to discuss ways of
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improving this and | was also looking a lot on nwrograduate students. We

created a committee and surprisingly 18 staff membelunteered. We just took

a team approach and everybody thinks positive. ey implemented one of

our four strategies but we wanted to do that widklity and move on. Within the

first two or three weeks we doubled our voluntdeym the number we had last

year.
This systematic and whole-school approach to ethgparents about their children’s
academic performance and involving them in the gkkerved not only to invite parents
into the school, but was a forum for communicatmghe staff the urgency of helping all
students succeed, a shared vision he worked ttecaed maintain.
Palitical Frame

In Bolman and Deal’s (2003) political frame dimems the most important
organizational decisions involve the allocatiorscérce resources. This allocation of
resources necessarily creates conflict among gmembers, as decisions and goals are
made through a bargaining and negotiating procefssidg who receives which
resources and how much. The role of the organizakieader is to manage the available
resources to optimize the well-being of the orgatan. Described below is an example
of the political frame with regard to the creatmim school-wide system for resource
allocation at the case study school.

Understanding the political nature of resourcecation, the principal
immediately offered to assist with the securinghaf instructional resources to any
teacher requesting it. In the teacher intervieWseachers confirmed the constant

support provided by the principal and agreed thatenmals and resources needed to

support programs and instruction were always maedd#adle for them when requested.
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The principal confirmed the fact that he always madoncerted effort to provide extra
instructional resources to any teacher who subdhétproposal clearly articulating what
they wanted and how the materials would be utilizeinprove student achievement.
The three research questions narrowed the foctieohvestigation to school-wide
programs, school-wide practices, and instructishaltegies reported by teachers and
administrator as having a positive impact on sttdehievement. Figure 5 provides a
visual outline of theme three’s in-depth analyssedssed in this section using Bolman

and Deal’s (1997) four frames organizational.

Structural Frame Human Resour ces Frame
* Restructuring of Master Schedule  « Teacher Empowerment
* 3 Tiered Assessment System * Teacher Autonomy

*« Achievement Series

Symbolic Frame Political Frame
+ Data Notebooks + Allocation of Scarce Resources

* Focus on Parental Involvement

Figure5. Analysisof Theme Three

Resear ch Question 1

What school-wide programs and practices, in this middle school, do teachers perceive
as promoting student achievement?
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School-wide Programs

Several school-wide programs were identified arairened during the study,
however the only program associated with increasingent achievement was
Marzano’sClassrooms that Workstaff development program introduced to the teache
two years ago. Teacher-level variables associattdraising the academic achievement
of all students are commonly grouped into threegaties: instruction, classroom
management, and curriculum design (Marzano, 20R&3earchers at Mid-continent
Research for Education and Learning (McREL) haeatified nine instructional
strategies that are most likely to improve stugehtievement across all content areas and
across all grade levels. These strategies areiagdlan the book Classroom Instruction
That Works by Robert Marzano, Debra Pickering, demte Pollock and include the

strategies listed below:

=

Identifying similarities and differences

2. Summarizing and note taking

3. Reinforcing effort and providing recognition
4. Homework and practice

5. Nonlinguistic representations

6. Cooperative learning

7. Setting objectives and providing feedback
8. Generating and testing hypotheses

9. Cues, questions, and advance organizers
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Over the course of three years, the case studykbhs made this the focus of
their professional development for staff. Each rhottte staff meets to receive training
and or feedback on the implementation of one ohihe strategies listed in the book.
The training is supported by the district and pnésé in a trainer-the-trainer model using
the curriculum facilitator, principal and readingesialist. Following each month session,
the teachers discuss the strategies in their teaatings and implement into their
classroom during which time they receive ongoireglfeack and suggestions from
administration and curriculum support personnghay walk through to observe the
implementation.

All the teachers interviewed along with the priradipttributed the successful
implementation of these strategies with increasedesnt achievement, particularly in
reading. The teachers said it allowed for a comtanguage, and fostered additional
collaboration among staff as everyone was expdotgdrticipate. The use of practices
across grade levels and content areas sparkedoaddiitollegial dialogue as teachers
began to focus on “best practices” rather thantfmes for their particular grade level,
which is typical of most teachers accustomed toltieg in isolation. Evidence of
implementation was seen in the school’s walk thiolagm used by the principal and
curriculum facilitator for feedback purpose andrepées of student work samples that
used one or more of the strategies.

Personnel Practices
A review of the researcher’s data collection at¢hse study school revealed that

the observed personnel practices were arrangedhirdge categories including support
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for teaching and learning, a focus on learning, @mabrtunities for professional
development and support. Supporting students tfreagancement and extra practice
has been related to greater achievement (McLauéhlialbert, 1993; Middle Start,
2002; Mid South Middle Start, 2002). Extra helpssess were routinely provided for
students needing ongoing remedial assistancewall® based on non-mastery of
concepts recently taught and support for accetarati math and reading. The students,
identified using current and previous assessmedat daere grouped into small groups
based on their needed and provided these resaustesa creative scheduling system
during eth day. It is also interesting to note @iainstructional staff members were
involved in remediation and acceleration of studefieachers willingly changed their
schedule as required to accommodate the tutorsgj®ses and in some cases volunteered
to support students in areas outside of their éshirontent. Support for teachers to
improve their effectiveness was also a routinetmacFor example, structural changes
were made in the master schedule to allow for weeddlaboration among teams and
across disciplines to support and foster timedachers to work together to provide
support for learning together, solving problems plahning opportunities. Teachers
interviewed all agreed that establishing condititmsupport teacher collaboration such
as common on planning time and flexible schedudisgjsted in their individual
development as teachers as well as the instruttimpaovements that occurred in the
classroom resulting eventually in increased studehievement.

Also evident in the school was the strong focuscademic achievement. A

sense of direction was provided by the school im@meent team using a school
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improvement plan outlining the school wide goalstfe year. Paramount in the
improvement plan is student achievement. The sapoals are publicized and review
quarterly. The plan serves as a road map for #féatd helps them align resources, staff
development choices, and curriculum decisions f#agts from the monthly team
meetings reviewing the school’s improvement plaxscated articulated goals for
student achievement and results on current assesstoandicate where the school was
currently in terms of accomplishing the goal. Casaéions with teacher’s on this team
revealed that this team consistently analyzed stuaighievement data across the school
to diagnose learning needs and degrees of mastrintluenced who to focus on and
what to emphasize in instruction.

The final category of professional development sungport for teachers was
viewed in artifacts collected detailing plans foofessional development and in the
interviews of the participants. Professional depglent is needed for teachers to gain the
skills necessary for school improvement procedseseaming, for teaching young
adolescents, and for implementing alternative assests and data-based decision
making (Flowers, Mertens, & Mulhall, 2002;WengligsR000). Opportunities for
professional growth were intentionally planned athe needs of the school as
identified in the school’'s improvement plan. Prigiareas included the use of technology
in instruction, effective teaching strategies, albstudy on rigor, a special program
devised for new teachers. Teachers were all redjtar@articipate in the professional
development opportunities and all seemed verymglto do so as they could connect the

purpose and direct impact of the professional dgraknt sessions on their effectiveness
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as teachers. The principal commented several ttlaesg observations and during the
interviews about the professional development a@whbring teacher-led and based on
student and teacher needs.
Administrative L eader ship

Through the interviews with the teachers it becawident that they were grateful
for the supportive leadership the principal prodid€he principal encouraged his
teachers to meet together and share ideas. He aot@aigow he allowed the teachers to
investigate different strategies and methods aadgmt them to the entire staff and if
there was enough interest, then further investigaiok place. One of the teachers
described the growth they had seen from the prah¢ipoughout this improvement
process. The teacher remarked that “as an eduebteader you have to decide not to
fight every battle, but you have to decide whatlbstyou are going to fight. Our
principal has made growth in this area.” The teacbatinued that no one would ever
guestion the principal’s integrity or his pride the school and his students, but
sometimes he was criticized for trying to smoothaanflicts with the teachers so
everyone was happy. One teacher felt the pringjpak as a leader in making decisions
and choosing the direction for the building. Heodlsought that he grew as an
instructional leader with the teachers during athe professional development that took
place during this process.

He said, “The principal knew the training that ne@do take place in the
curriculum and he allowed the curriculum facilitato take the lead in this area because

this was not his expertise.” When the teachers wegearching new instructional
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methods to use with students, the principal engrddhe teachers to find materials that
would work for them. One teacher said that thequpia “was very open to if this wasn't
working let’s try something else.” Another teachgreed the leadership style of the
principal. She stated that he was a nice man whdduoy and get the teachers anything
they needed to prepare for the achievement tekts.tdacher further commented that the
principal’s leadership had impacted the culturéhefschool. “The principal is wonderful
and he backs us up so much in what we wanted wittidhe students.”
Professional Development Training

Teachers who are well prepared and trained are eftective in the classroom
and therefore have the greatest impact on studamntihg (Killion, 1999). We also know
that the best way to increase teacher effectivenab® classroom is through regular,
high quality professional development. Teachermedves report that the more time
they spend in professional development activities,more likely they were to indicate
that it had improved their instruction (Killion, 99; National Center for Education
Statistics, 2001). Professional development a@widlso can be linked to increased
student achievement. The National Staff Developr@nincil (NSDC) identified 26
staff development programs for middle grades teachéh documented evidence to
demonstrate the link between staff developmentirer@ased student achievement
(Killion, 1999).

The case study school offered a wide variety ofggsional development
opportunities to teachers to avoid the one-siz=dit approach. Meeting minutes and

interviews with teachers and the curriculum faatbt revealed that the staff viewed
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school meetings as a source of professional denedapopportunity as they always
focused on teacher and student work, many of thegings allowed time for planning
interdisciplinary units and curriculum mapping dedchers had an opportunity to work
collaboratively with their colleagues. It was alsteresting to note and witness staff
development led by teachers and to verify thatwlds a common practices. Rather than
scripted staff development led by the principadcteer leaders were selected or self-
nominated to lead sessions based on their partiskilihlevels. They also included
writing as a means of reflection using an onling talled Moodle. This practice was set
up as an accompaniment to their book studies obhdbkRigor Is Not a Four Letter
Word After a set period of times teachers participatea dialogue fostered again by
teacher leaders based on how they were usingrditegies discussed on the book and/or
their thoughts in the best practices discussedowiicg to the principal, the
conversations from the online exchanges ofteneover into grade level and PLC
discussions as an additional way to share infoonadbout best practices associated with
teaching and learning.
School Culture

After completing my observation visits, | camethie conclusion that the
information gathered did not fit my expectationgaeling specific instructional
strategies being used by the teachers to incréaderg achievement. | began to look for
an alternative explanation in the area of scholtticer | completed additional reviews of
the literature in the area of developing a schatilice and the process of change within

the school environment. Clark (1972) provided thaeeditions in which a new culture
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emerges within an organization. He stated thattareuis developed when a new
organization is launched or a new culture will egeewhen an organization is open to a
revolution or there is a crisis in the organizatidbhe condition of experiencing a crisis
was present at the case study school in 2003 wieeschool was immediately changed
from an Elementary school serving grades kindeegatirough fifth to a K-8 school with
additional middle grades sixth through eighth. $bkool also went from being a
traditional elementary school serving the neighbothcommunity to a magnet school
serving students throughout the county and an detéschool year with 20 extra
calendar days for instruction.

Every staff member interviewed with mentioned thange as a turning point for
the school. One teacher remarked that the mindskéstaff had to change. She
commented on how the diversity in the populatiod tre academic needs spanning nine
grades was other school in the district. This teacbnfirmed my observations by
stating, “All of a sudden it just hit them. Theyognized the need to change what and
how they were teaching.” The change in expectatambattitudes of the teaching staff
began to redefine the academic culture at the $cReterson and Deal (2002) defined
culture as an organization’s unwritten rules aaditrons, norms, and expectations: the
way people act, how they dress, what they talk aboavoid talking about, whether they
seek out colleagues for help or don’t, and howheecfeel about their work and their
students. (p. 2) Additional research conducteduidiak (2001) noted a positive culture
change was found in schools where teachers possesknowledge and skills to teach

the content and the school created professionalitepcommunities for the teachers to
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share ideas and discuss curriculum. These schisol$acused on program coherence
across the grade levels, provided technical regesyand had quality leadership.

Following the structural change in the school, pssfonal learning communities
began to foster naturally because of the diffefgraups” created. For example middle
school teachers naturally became a group as ditieées with students in the primary
grades and those teaching students in the inteatgegiiades. For a few years following
this change staff members remained either isolateplouped according by grade levels.
However, with the assistance of the principal, @ffe and purposeful professional
learning communities were established at the dasly school where teachers were
provided time to meet in grade levels and discussaulum alignment. Information was
then shared across grade levels. One teacher reznemBNow we’'re comparing
accomplishments and getting kids ready to move foomgrade level to the next.” One
teacher remarked that the “culture became a farnilyre, they talked with each other.”
The curriculum facilitator added that “we all hdw tsame goal and we worked together
to have the school pass the tests because eveghthoupersonal class was not taking
the test, we were all part of how the students’did.

Resear ch Question 2

What instructional strategies, in this middle school, do teachers perceive as being
implemented to target increased student achievement? What evidence supports their
link to increased student achievement?
Teacher Instructional Practices

The research on classroom practices and achievdragoently include the

communication of clear academic focuses, learnoaisgthat are performance based and
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are measured periodically in addition to researdyestd teaching strategies (Jackson &
Davis, 2000; Wenglinsky, 2000). Observations indase study school along with the
interviews with the participants revealed a strivays on academic achievement. The
learning goals for each grade level and conterdt @re. math, reading, science, or
history) were clear identified for teachers andistts and revisited often in collaborative
meetings. Within the academic environment of theset four instructional strategies
appeared to be used effectively with at-risk stislefhe first was establishing and
monitoring goals. Developing and monitoring goatsva major function of the school
improvement team using the training supported leydiltrict. Through the professional
development trainings offered at the school akkheas were shown a number of quality
tools that could be used with students in the otess. White, Hohn, and Tollefson
(1997) found that students who set goals and mi@uttheir progress achieved at a
higher level than those students who did not estalgloals and monitor their progress.
One teacher interviewed said that she establisbals$ §or reading and writing. She
stated that “making the kids more aware by setjogs and having the students
determine what level they could reach made thenemesponsible. It has made a huge
difference.” She found academic benefit for hedstus to receive direct instruction in
goal setting and monitoring. This instruction waported by Marzano’s (2001)
research on goal setting. He noted that for thoggss to have a positive effect on student
achievement the students must have an understaofiimayv to establish realistic goals

and then be involved in maintaining their own indual goals.
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The direct use of instructional time observed wadent from the moment |
entered the building. There was nothing exceptiabalt the design of the rooms or the
teaching environment; however, the intentional afsestructional time was fascinating.
Students began changing classes and althoughwvilasraoise when the classes moved
from room to room, once instruction began it wasltha notice the open classrooms.
One of the teacher's commented that teaching tiaeimportant, and they tried to keep
the instruction from being interrupted before lunichanother classroom | noticed that
the morning routine began immediately after thé taglg with a short literature lesson by
the teacher. After the instruction, the studentapgeted a written practice page while the
teacher took attendance and lunch count. When #jerity of the students completed
the written assignment they would take out a seliéted book to read. At this time the
teacher read a printed announcement sheet probid#dte principal and began her
language lesson of the day. Students who receutedrg left the classrooms and
proceeded directly to the area where they wereddtwithout interrupting the learning
taking place in the classroom. In a study compléte&oth, Brooks-Gunn, Linver, and
Hofferth (2003) schools that had students engagedre academic subjects for at least
65% of the day were able to provide a well-rounsigtbol day for the students by
providing enrichment and recess activities. Led|lyKand Nyre (1999) supported this
research in their study by stating that studentsveld a better completion rate of their
work if the students were engaged more than 558beofime.

The use of graphic organizers as a visual tooldlts in constructing

representations of knowledge was another instmatipractice embedded in this school
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as seen in the observations and teacher lessos flaese visual tools were present in
the classrooms as posters on the walls and asatéands for writing prompts. The use of
these tools was modeled by the classroom teaahéns iobserved classrooms and the
students were required to complete some organgsepsirt of a daily reading journal
activity. One teacher interviewed stated that theye using more organizers after
talking with students about the assignment. Thewmdothat the students needed more
preparation in organizing their thoughts, when wgton their own. She said, “We
thought about what we were doing and we passetheytaper and gave them ten
different ways on how to do the page instead dihigthem think for themselves.” The
visual organizers gave the students a frameworkrganizing the information they were
reading to use later on to answer questions. 6ite&004) supported the use of graphic
organizers in this way. She found that the graphganizer was most effective when it
was presented to the students before the lessdhasthe students could develop
connections between the text and their prior kndgde Marzano (2004) and McEwan
(2004) also supported the use of graphic organipetigvelop critical cognitive learning.
Finally, activities that provided effective in emgag students in learning was noted as a
key practice by several teachers in their intergiew

Resear ch Question 3

What strategies, in this middle school, do teachers perceive as existing for the
development and implementation of adaptive strategies for high school preparedness?
What evidence supportstheir link to increased student achievement?

Research studies and the analysis of effectivedgractices indicate that the

middle grades need a specialized focus to ensatalirstudents have the academic and
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career preparation they need for high school agdrie The study school’s principal
referenced some of the research and discussed &twedtt to implement as many of the
suggestions as possible to help prepare his swftmhigh school. Familiarity of best
practices listed in the research was evident irtiegbeher interviews. Several teachers
mentioned the importance of middle school prepamatind discussed how they
intentionally worked as a team to implement keycpcas they found most important for
students in the preparation for high school. Alidjo the case study school does not have
an official transition program for”Bgrade students, it does implement many of the
practices for effective transition program incluglithe following: Monitoring student
progress and addressing the instructional needt sifudents, addressing the social and
emotional needs of all students, emphasizing cgeening, communication with
families, and personalizing the learning environtnen
Monitoring student progress appears to be an ¢xpec of all teachers and part
of the school’s culture. A middle school math teats interview comments below
discuss the instructional practice of data notebankhe study school.
This summer for my internship | worked with thenmipal on a couple of ways to
organize our data. | was trying to think of a viayour teachers, principal and
CFs to keep track of all the data. | remember fy@ars past that | would be
given all these pieces of data that told me abtatent performance and what
students were performing on benchmarks and IEP®&RE and all these
different piece of information. So what | came uptvwas something called a
data notebook. It had a table of contents witheakdown of the content based

on different pieces of data sources. In thereirs@sted areas, EVAAS data, then
there’s a tab for benchmark scores and a tab &r te-teaching plans.
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The teacher went on to discuss the principal’s ebghen for teachers to not only have
access to student performance data, but to alsmebuanalysis student data for
instructional purposes. When asked about intangelata, one teacher described how
she systematically went through this process. ldarments below were similar to two
other teacher’s interview responses showing cargstin the school’s expectation.
We do worksheets to reflect back on the results foorr benchmarks and we
have been trained on Achievement Series, whichnislssite that helps us
breakdown our benchmark data. The data notelsalhuge organization tool
that keeps track of everything. The data noteldaskbeen a big tool for our staff

to archive their data and track it and follow ilanake sure it's organized. And
it also helps because we are required to bringtieir grade level meetings.

Addressing the academic and social needs of stsidsrgeen in the literature is
an important piece as well in helping students sssftilly prepare for high school and
beyond. This school has a very unique approathigdest practice, in part, because of
their small student body and class size. The maiddhool counselor also has been
provided the primary role of supporting middle soh&tudents and their teachers.
Unlike other middle school settings this counse&arot completely burdened down with
paperwork and testing demands and therefore canilmaie more time to the needs of
students. When asked about the counselor’s rdielping students prepare for high
school, all the participants spoke highly of themselor's dedication and passion for
helping eighth graders make this transition sudaégs In fact, | discovered she meets
with each student and their parent or guardiarviddally to create a transition plan and
works with them as much as needed to help thenstseleigh school that best fits their

needs. High school visits and meetings with higiosl representatives is also a routine
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part of the eighth-grade students’ experienceiatsithool. Many of the students select
small high school options such as a Middle CollegAcademy because of the
counselor’s efforts to make every student knowledige of all options for high school
and efforts to help students match up their stiengtith the best setting. Another aspect
of social support for students has come througtstheol’s behavior support system
known as PBIS (Positive Behavior Support Inten@antystem). The school has
received numerous awards for its successfully implgation this program and seen a
drastic change in student disciple referrals. Wdmeked about the link between this
program and academics, one teacher commentedhthathool experienced a 40%
reduction in discipline referrals over a two yearipd and an increase in student
engagement levels and time on task.

The counselor also serves as an academic advidanantors students on course
selections and helps teachers mentor studentstoesall students are being challenged.
As a member of the middle school team, the coungadicipate as well in assessing
students in various academic areas for the purpbgetting baseline data for tracking
progress throughout their middle school careeris han unusual counselor task;
however this has served this school extremely iwdéhat students are often identified for
academic support much earlier than normal becauesacounselor’'s monitoring
practices. In the comment below, one teacher gesvinformation on the counselor’s
role in baseline data as an asset to the team.

Our guidance counselor, who is also our IST clinelps us provide baseline data.

It was very interesting the data that we got beeauss could really see where the
children were in relation to each other and howdan and put things in place to



159

either go in and help them catch up or move ahigatit was really interesting

information.

Additional academic support is apparent in the sth@xtra help system that
serves all students, based on their individual sedding the baseline data and any other
data source available for predictive performancaath and reading, students are
assigned support twice weekly by way of remediatipacceleration. This intervention
is arranged like an elective and essentially regdahe student’s elective when
implemented. All teachers participate in the suppod are assigned student groups and
content areas based on their area of expertise.t€acher commented on the success of
the program below.

This is unique and something that works for usstdad of them giving up an

elective, they have a flex schedule of 3 days efteles one week and two days

the next. So if you're in tutoring you come outaof elective one day, so you still
get an elective you just miss a day. So the day tiome out, that's an
acceleration day for those teachers. So for exanopl Friday, and that’s

Japanese, that's the day the Japanese teachesictimdsration activities and not
class materials. We try to set that up as bestame

Ongoing communication and personalization of tlaenmg environment is also a
part of this school’s culture. For example, thartselor provides routine communication
to middle school parents via email and newsledarshone in on"8grade students and
parents with specific information related to supimgr students as they transition into
high school. With a small student body, the celorscan also visit classrooms often to

speak with student groups about upcoming evensuggestion on activities that interest
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students and also work with them on career invgrdotivities that also serve as a

springboard for high school.
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CHAPTER YV

SUMMARY, CONCLUSIONS, AND IMPLICATIONS

Introduction

Over the past several decades, school distriets faeed increasing public
pressure for improved student achievement andltiseng of what has become
commonly referred to as “the achievement gap” (bten2008). The term achievement
gap has become a common term frequently used twiblegeneral discontent with
public education’s performance from school dissrict Capitol Hill (Anderson, Medrich,
& Fowler, 2007). The pressure for accountabilityhags reached an all-time high with
the passage of the No Child Left Behind Act (U.8pBrtment of Education, 2002).
Beginning in 2002, local school districts were heddponsible for having every student
attain the educational success labeled “proficient.

In an attempt to correct these educational disparicurrent research continues to
study educational inequalities and identify andneix& factors associated with
improving student academic performance (CarpeR@mirez, & Severn, 2006). A
plethora of variables have been identified inclgdmincipal instructional leadership,
teacher expertise and relationships with studentsiculum and instruction, community
and parent involvement, opportunity to learn andisht time on task, school climate,
student assessment, among others (Davis & Poka0®p; Lezotte, 2001). As seen in

the Effective Schools Movement, much of today'sessh is attempting to identify high
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performing schools, particularly in low socioeconominority neighborhoods. A wide
variety of research data is being collected ananéxed including standardized
achievement results, focus group interviews, qaestires, school site observations, and
documents attempting to isolate variables that beagositively impacting student
achievement.

Purpose of the Study

The purpose of this study was to examine an examapb@an middle school in
order to identify key programs, practices, andringtonal strategies that have had a
positive impact on student academic performancarsgto close the achievement gap
between white and non-white students, as well asetfrom low socioeconomic and
affluent backgrounds. Furthermore, this study sotmlincover themes emerging from
the examination of the programs, practices, anguasonal strategies identified at the
study site associated with improving student acmesnt.

This research study also sought to identify achrearg gap closing programs,
practices, and instructional strategies, with tbal @f extrapolating its findings to
comparable socioeconomic status schools, provithiegromise of significant student
academic performance improvement to similar schit@shave yet to close the
achievement gap. The concept of “achievement gafiis study was defined as the
persistent disparity in academic performance batvggeups of students, particularly
between white students and students of color, ntynstudents, and second language
learners. Ideas and practices related to the aduaaitadolescents in public middle

schools were incorporated in this research. Acad@m@paredness and socialization of
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students will be explored in order that compariscenrs be made related to patterns that
exist in public adolescent education. Finally, tl@search study sought to understand if
strategies exist for improved student achievemetiteastudy site and if so, how they are
organized.

Summary of Findings

Research Question 1. What school-wide programs and practices, in this middlie schooal,
do teachers perceive as promoting student achievement?

In response to the varying and individual needbefstudents at the case study
school, the principal took the initiative to encage the teachers to supplement the
district and state curriculum. The principal delsed this willingness to experiment with
instructional resources that might prove effectiith his particular students as
“innovative.” Over a period of four years, the $a$sembled a wide variety of
instructional resources and materials they believexk associated with the significant
student achievement gains as measured by the egidwdé tests in reading, math, and
science.

With 75% of the student population receiving feeeeduced lunch services,
many of the students in the case study schooltaienged by the district’s core
curriculum. As a result, the teachers and prinafpahted an acceleration and
remediation program called Helping Understand Ba@ittJB). Integrated into the
master schedule, the program allowed each studeateive strategic and skill-specific
support 40-45 minutes each day. Created to focus-t@aching and reinforcing non-
mastered basic skills, HUB is a time of the day #tadents receive services/support

based on their individual needs. All availableliastional staff members are involved
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and assist students in small groups with spediitsdased on formative assessments
and feedback from teachers. The principal, in cocjon with teacher leaders in the
school, also created a tutoring program and Sagwsdaool program. The program
provided additional assistance to students scdangelow basic and below basic on the
North Carolina end-of-grade subject tests in math Bnglish/language arts. The tutoring
program supported students in dual capacities—duha school day as a pull-out
service and after school hours.

Using the Achievement Series web-based assessystntn, the teachers at the
case study school have been able to secure conmgirebend timely student assessment
reports to help inform teaching and learning. ®yistem provides the district benchmark
assessments given three times a year as well an@o@assessments and other formative
assessments generated by the teacher. The Achiet/&eres system allows teachers to
disaggregate and analyze data by student, clasde gsubject area, educational program,
or other demographic information. The Achievemesi€s system has also given
teachers more freedom and flexibility in usingetstandards when assessing student
learning using the provided curriculum and othetrunctional materials.

The principal worked closely with the guidance meelor to make changes in the
school’'s guidance program to better meet the stsacademic, social, and emotional
needs. Teachers in the case study school spoke afiaptive strategies used to prepare
students for high school and ongoing support pexith parents. In particular, the
teachers discussed the fact that they felt theseevmlence to suggest that there is a

strong focus on preparing students in the case sititbol for high school and that these
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efforts have been successful in helping studentscukate with confidence and with
solid academic and social skills. This well-develd@mcademic counseling and guidance
program provides further academic support to aecatudy school students. The
principal has supported the guidance counseloftstefand provided leadership to build
what he called a “college bound” culture.

When the principal first began his job at the cstsely school, he identified
increased parent involvement as a high priorityl.goareasing parent involvement
became a focus because of the principal’s beligsinorrelation with student success;
therefore, a committee was established to creatdaaiitate strategic goals and
strategies aimed at providing parent educationcgpartunities to be involved in the
school. This systematic and whole-school approa@udtcating parents about their
children’s academic performance and involving thenihe school served not only to
invite parents into the school, but was a forumcd@mmmunicating to the staff the urgency
of helping all students succeed—a shared visioptimeipal worked to create and
maintain.

Several school-wide programs were identified axah@ned during the study,
however the only program associated with increasingent achievement was
Marzano’sClassrooms that Worlstaff development program introduced to the teache
two years ago. Teacher-level variables associattdraising the academic achievement
of all students are commonly grouped into threegaties: instruction, classroom
management, and curriculum design (Marzano, 20BEsearchers at Mid-continent

Research for Education and Learning (McREL) haeatified nine instructional
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strategies that are most likely to improve stugahtievement across all content areas and
across all grade levels. These strategies areiagdlan the book Classroom Instruction
That Works by Robert Marzano, Debra Pickering, dawke Pollock.

Over the course of three years, the case stuapkblas made this the focus of
their professional development for staff. Each rhottte staff meets to receive training
and or feedback on the implementation of one ohihe strategies listed in the book.
All the teachers interviewed along with the priradipttributed the successful
implementation of these strategies with increasedesnt achievement, particularly in
reading. The teachers said it allowed for a comtanguage, and fostered additional
collaboration among staff as everyone was expdotedrticipate. The use of practices
across grade levels and content areas sparkedoaddiitollegial dialogue as teachers
began to focus on “best practices” rather thantjmes for their particular grade level,
which is typical of most teachers accustomed toltieg in isolation. Evidence of
implementation was seen in the school’s walk thiolagm used by the principal and
curriculum facilitator for feedback purpose andrapées of student work samples that
used one or more of the strategies.

The case study school offered a wide variety ofgasional development
opportunities to teachers to avoid the one-siz=dit approach. Meeting minutes and
interviews with teachers and the curriculum faatbtr revealed that the staff viewed
school meetings as a source of professional denedapopportunity as they always
focused on teacher and student work, many of thegings allowed time for planning

interdisciplinary units and curriculum mapping d@adchers had an opportunity to work
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collaboratively with their colleagues. It was alsteresting to note and witness staff
development led by teachers and to verify thatwlds a common practices. Rather than
scripted staff development led by the principadcteer leaders were selected or self-
nominated to lead sessions based on their pantiskihlevels.

Three times during the school year, the case stadgol utilizes the district’s
benchmark tests to monitor and evaluate studefnoeance in English/language arts,
math, science, and social studies. Using the Aem@nt Series web-based assessment
system allows for immediate disaggregation of sttgerformance on benchmark tests
and other formative assessments. Printed repatdiig those North Carolina standards
least mastered by the students in each of the supgr Based upon these data,
English/language arts, math, science and socidiesueachers within their respective
departments identify re-teaching strategies callated included in the school’s School
Improvement Plan for improved student achievement.

The case study school utilizes the North Carolzedamic standards in
English/language arts, math, science, and socidlest. This standards-based practice
provides essential information to students coverethe North Carolina end-of-grade
tests, as mandated by the state’s annual perfoeriadex assessment system used in
North Carolina. Standards selected for lesson emeeare identified during these regular
meetings to ensure that the priority of state saashslare thoroughly taught and retaught
as needed throughout the school year. With theipalis encouragement, teachers
began to use the state curriculum in combinatidh district curriculum supplemental

materials as additional tools for teaching thedads’ content, selectively choosing and
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utilizing only relevant portions. The Achievemerries system has also given teachers
more freedom and flexibility in using the statenstards when assessing student learning
using the state curriculum and other instructionaterials. The Achievement Series
system not only scores the district's benchmark tealso allows for the timely scoring
and reporting of other curricular and teacher-dgvedl assessments to identify how well
students have mastered content standard/objectile®ing teachers to more accurately
adjust their teaching.

To promote the utilization of best instructionahgtices in the classroom, the
principal—as well as the district—spends significeasources on staff development for
teachers. A School Improvement Team comprisedaufter leaders, guidance staff,
instructional support staff, and the administratio@ets monthly to plan and coordinate a
continuous program improvement and professionatldgvnent planning process. The
School Improvement Team solicits input from alffistad parents to help determine staff
training needs, which are then incorporated inéosithool’s School Improvement Plan
and a long-range professional development plan.

Collaboration among teachers has been an increphgrgpmenon at the case
study school. Because of the positive professimlationship the principal was able to
establish over the course of several years, teashere willingly drawn into what has
become known as a “Professional Learning CommurR{.C) in which teachers and
instructional support staff share common valueswasidn for the school, collective
learning and application of learning, and the karing of newly-learned personal

teaching practices.
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In addition to this generalized monitoring of stnt$ progress through informal
teacher collaboration, a number of specific accalihty and assistance practices have
been implemented at the case study school totkteilstudent success. At the beginning
of the school year, teachers were provided a datebook with various data sources for
all students to help them better understand andtordhe individual needs of their
students. Teachers are required to update thettataghout the school year as
assessments are provided. The data notebooks lyctesue as a resource for planning
instruction, remediation and tutoring needs, teexchee also required to bring this
information to all grade level meetings and collatioe instructional meetings as data is
used to make decisions in all areas of the school.

A review of the researcher’s data collection atdase study school revealed that
the observed personnel practices were arrangedhirdge categories including support
for teaching and learning, a focus on learning, @pybrtunities for professional
development and support. Supporting students threngancement and extra practice
has been related to greater achievement (McLauéhlialbert, 1993; Middle Start,
2002; Mid South Middle Start, 2002). Extra helpssess were routinely provided for
students needing ongoing remedial assistancewall® based on non-mastery of
concepts recently taught and support for acceterati math and reading. Support for
teachers to improve their effectiveness was alsutine practice. For example,
structural changes were made in the master schemlallow for weekly collaboration
among teams and across disciplines to supportaatdrftime for teachers to work

together to provide support for learning togetsetying problems and planning
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opportunities. Teachers interviewed all agreed ¢s&ablishing conditions to support
teacher collaboration such as common on plannig &nd flexible scheduling assisted
in their individual development as teachers as a®lhe instructional improvements that
occurred in the classroom resulting eventuallyngreased student achievement.

Also evident in the school was the strong focuscademic achievement. A
sense of direction was provided by the school im@neent team using a school
improvement plan outlining the school wide goalsthe year. Paramount in the
improvement plan is student achievement. The sapoals are publicized and review
qguarterly. The plan serves as a road map for #featd helps them align resources, staff
development choices, and curriculum decisions. fifta¢ category of professional
development and support for teachers was viewedtiiacts collected detailing plans for
professional development and in the interviewshefgarticipants. Professional
development is needed for teachers to gain this slecessary for school improvement
processes, for teaming, for teaching young adotgscand for implementing alternative
assessments and data-based decision making (FldMengns, & Mulhall,
2002;Wenglinsky, 2000). Opportunities for professibgrowth were intentionally
planned around the needs of the school as idenhtifiehe school's improvement plan.
Priority areas included the use of technology strurction, effective teaching strategies,
a book study on rigor, a special program devisedéov teachers. Teachers were all
required to participate in the professional develept opportunities and all seemed very
willing to do so as they could connect the purparse direct impact of the professional

development sessions on their effectiveness abkdeaclhe principal commented several
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times during observations and during the intervialysut the professional development
choices being teacher-led and based on studerteaoker needs.

Through the interviews with the teachers it becawmdent that they were grateful
for the supportive leadership the principal prodid€he principal encouraged his
teachers to meet together and share ideas. He aot@aigow he allowed the teachers to
investigate different strategies and methods aadgmt them to the entire staff and if
there was enough interest, then further investigaiok place. One of the teachers
described the growth they had seen from the prah¢ipoughout this improvement
process. The teacher remarked that “as an eduebteader you have to decide not to
fight every battle, but you have to decide whatlbstyou are going to fight. Our
principal has made growth in this area.” The teacbatinued that no one would ever
guestion the principal’s integrity or his pride the school and his students, but
sometimes he was criticized for trying to smoothaanflicts with the teachers so
everyone was happy.

Research Question 2: What instructional strategies, in this middle school, do teachers
perceive as being implemented to target increased student achievement? What evidence
supportstheir link to increased student achievement?

To better understand the developmental characterist middle school students
and their intellectual needs, the principal reqiiittee teachers to read research associated
with Turning Points 2000This information/research has provided the teachwh
information on how to most appropriately addresddi@ school students’ unique
learning needs, characterized development, saathemotional development, as well as

physical development, followed by recommendatiansfeating schools that
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specifically address a variety of concerns suchcasl access, student diversity,
scheduling and assessment, and middle to high ktrlaositions. The teachers at the
case study school reported that they spend a gignifamount of time in meetings
discussing best instructional practices, and they tontinually refer to them when
planning lessons and in identifying long-rangeringional goals.

With 75% of the student body identified as bamg@acted by poverty, a
deliberate effort has been made to create a meddtedule that maximizes time available
for instruction, re-teaching, acceleration, andamment. The programs resulting from
the restructured schedule allow for the implemeémtadf HUB and additional time
created from the previous elective schedule faring, all based on students’
performance on current objectives. The need fadlstrategies to be in support of
learning content and providing opportunities fdrsaidents to have access to the
rigorous core curriculum is stressed. Finally, @@ ging with the student-centered
approach, an emphasis is placed on utilizing datalf instructional decisions to ensure
instruction is student-centered and rigorous.

Recognizing the wide range of academic abilitieth@ case study school,
research-based strategies found in such texts emahfais (2001 Classroom Instruction
that Workshave been implemented. Copious information onroegag devices,
suggested by the research on the brain and leaisinglized throughout the school and
are often incorporated into lessons, including gi@prganizers, Cornell notes, and “real

world” experiences.
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Teachers often use technology to support theiruogonal program, an
instructional strategy in keeping with the distptan for the integration of technology
across the curriculum. Smart Boards, IBEAMS, netkdso and school pad interactive
technology allows teachers to visually illustraterculum content to reinforce and
explain major concepts, access and display websitesducational software, and
deliver PowerPoint presentations. Students alsMis®soft Word to complete major
research projects in all classes, create histomweFoint presentations, and use Excel in
math and science classes. Supervised Internetsaiscagailable before, during, and after
school. Each classroom has a television and VCR/[PVyer connected to the school-
wide network used for the instructional videospmfational presentations produced in-
house, and career-based broadcasts.

Observations in the case study school along wihrterviews with the
participants revealed a strong focus on acadenhieaement. The learning goals for
each grade level and content area (i.e. math,imgasicience, or history) were clear
identified for teachers and students and reviféeh in collaborative meetings. Within
the academic environment of the school, four itsktonal strategies appeared to be used
effectively with at-risk students. The first wasadsishing and monitoring goals.
Developing and monitoring goals was a major functbthe school improvement team
using the training supported by the district. Thylothe professional development
trainings offered at the school all teachers wams a number of quality tools that
could be used with students in the classroom. WHitdin, and Tollefson (1997) found

that students who set goals and monitored thegrpss achieved at a higher level than
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those students who did not establish goals andtoraiieir progress. One teacher
interviewed said that she established goals fatinggand writing. She stated that
“making the kids more aware by setting goals andngathe students determine what
level they could reach made them more respondiiitd@s made a huge difference.” She
found academic benefit for her students to recdirect instruction in goal setting and
monitoring. This instruction was supported by Maiza (2003) research on goal setting.
He noted that for this process to have a positifexteon student achievement the
students must have an understanding of how toledtabkalistic goals and then be
involved in maintaining their own individual goals.

The direct use of instructional time observed wadent from the moment |
entered the building. There was nothing exceptiabalt the design of the rooms or the
teaching environment; however, the intentional afsestructional time was fascinating.
Students began changing classes and althoughwvtlasraoise when the classes moved
from room to room, once instruction began it waslha notice the open classrooms.
One of the teacher's commented that teaching tiaeimportant, and they tried to keep
the instruction from being interrupted before lunichanother classroom | noticed that
the morning routine began immediately after thé taglg with a short literature lesson by
the teacher. After the instruction, the studentapeted a written practice page while the
teacher took attendance and lunch count. When #jerity of the students completed
the written assignment they would take out a selibted book to read. At this time the
teacher read a printed announcement sheet probid#dte principal and began her

language lesson of the day. Students who receutedrg left the classrooms and
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proceeded directly to the area where they wereddtwithout interrupting the learning
taking place in the classroom. In a study compléte&oth, Brooks-Gunn, Linver, and
Hofferth (2003) schools that had students engagedre academic subjects for at least
65% of the day were able to provide a well-rounsigtbol day for the students by
providing enrichment and recess activities. Led|lyKand Nyre (1999) supported this
research in their study by stating that studentsveld a better completion rate of their
work if the students were engaged more than 558beofime.

The use of graphic organizers as a visual tooldl® in constructing
representations of knowledge was another instmatipractice embedded in this school
as seen in the observations and teacher lessos flaese visual tools were present in
the classrooms as posters on the walls and asatéants for writing prompts. The use of
these tools was modeled by the classroom teaahéns iobserved classrooms and the
students were required to complete some organgsepsirt of a daily reading journal
activity. One teacher interviewed stated that theye using more organizers after
talking with students about the assignment. Themdothat the students needed more
preparation in organizing their thoughts, when wgton their own. She said, “We
thought about what we were doing and we passetheytaper and gave them ten
different ways on how to do the page instead ¢ihigthem think for themselves.” The
visual organizers gave the students a frameworkrganizing the information they were
reading to use later on to answer questions. dile§004) supported the use of graphic
organizers in this way. She found that the graphganizer was most effective when it

was presented to the students before the lessdhatsthe students could develop
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connections between the text and their prior kndgde Marzano (2004) and McEwan
(2004) also supported the use of graphic organipetigvelop critical cognitive learning.
Finally, activities that provided effective in emgag students in learning was noted as a
key practice by several teachers in their intergiew
Research Question 3: What strategies, in this middle school, do teachers perceive as
existing for the development and implementation of adaptive strategies for high school
preparedness? What evidence supportstheir link to increased student achievement?
Research studies and the analysis of effectivedgractices indicate that the
middle grades need a specialized focus to ensatalihstudents have the academic and
career preparation they need for high school agdrime The study school’s principal
referenced some of the research and discussed &twedt to implement as many of the
suggestions as possible to help prepare his swft@ntigh school. Familiarity of best
practices listed in the research was evident irtegbeher interviews. Several teachers
mentioned the importance of middle school prepamatind discussed how they
intentionally worked as a team to implement keycpcas they found most important for
students in the preparation for high school. Aligjothe case study school does not have
an official transition program for eighth-gradedstuats, it does implement many of the
practices for effective transition program incluglithe following: Monitoring student
progress and addressing the instructional needt sifudents, addressing the social and
emotional needs of all students, emphasizing cgeening, communication with

families, and personalizing the learning environtnen
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Monitoring student progress appears to be an ¢xpec of all teachers and part
of the school’s culture. A middle school math tests interview comments below

discuss the instructional practice of data notelankhe study school.

This summer for my internship | worked with thenmipal on a couple of ways to
organize our data. Collaboratively with him | caopewith an idea to create data
notebooks. | was trying to think of a way for aeachers, principal and CFs to
keep track of all the data. | remember from y¢as that | would be given all
these pieces of data that told me about studefarpgaince and what students
were performing on benchmarks and IEPs and PEP&lktiekse different piece
of information. So what | came up with was sonrggltalled a data notebook.

It had a table of contents with a breakdown ofdbetent based on different
pieces of data sources. There was one for outl@fslealt with their focus areas
and a very large one for our principal. In thereur tested areas, EVAAS data,
then there’s a tab for benchmark scores and atabhéir re-teaching plans. For
the re-teaching plans there is a tab where theyogpan and see responses or
reactions to the student responses so far from bleeichmarks which breaks
down each individual standard. It also allows thertrack their re-teaching
plans so they can look back at what they've domkveimat the success rate is.
Then there’s a PEP tab and IEP tab so that theyraekithat to make sure they
are doing the differentiation and instruction tlaeg supposed to be doing and a
tutoring tab.

The teacher went on to discuss the principal’s ebgiien for teachers to not only have
access to student performance data, but to alsmebpanalysis student data for
instructional purposes. When asked about intangeiata, one teacher described how
she systematically went through this process. ldarments below were similar to two
other teacher’s interview responses showing cargstin the school’s expectation.
We do worksheets to reflect back on the results fooir benchmarks and we
have been trained on Achievement Series, whichwislzsite that helps us
breakdown our benchmark data. The data notelsalhuge organization tool
that keeps track of everything. We do differerthaites. For instance, when we

were at a school improvement team meeting and we tigng to figure out why
we didn’'t make AYP and which subgroups and who wdkese subgroups we
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created an activity for our CFs to do in grade lleneetings. It basically allowed
teachers to take their roster s and break thedestis down into subgroups so they
could actually recognize what students were in vgladgroups and how that
subgroups impacted our AYP and so on. It alsoiplysselped them to create
better tutor groups that are reflective of eachgsolbp and make sure subgroups
are not being left out. The data notebook has bdgg tool for our staff to

archive their data and track it and follow it andka sure it's organized. And it
also helps because we are required to bring hidw grade level meetings.

Addressing the academic and social needs of stsidsrgeen in the literature is
an important piece as well in helping students sssftlly prepare for high school and
beyond. This school has a very unique approathigdest practice, in part, because of
their small student body and class size. The maiddhool counselor also has been
provided the primary role of supporting middle soh&tudents and their teachers.
Unlike other middle school settings this counsearot completely burdened down with
paperwork and testing demands and therefore canilmaie more time to the needs of
students. When asked about the counselor’s rdielping students prepare for high
school, all the participants spoke highly of themselor's dedication and passion for
helping eighth graders make this transition sudaégs In fact, | discovered she meets
with each student and their parent or guardiarviddally to create a transition plan and
works with them as much as needed to help thenstseleigh school that best fits their
needs. High school visits and meetings with higiosl representatives is also a routine
part of the eighth-grade students’ experienceiatsithool. Many of the students select
small high school options such as a Middle CollegAcademy because of the
counselor’s efforts to make every student knowledige of all options for high school

and efforts to help students match up their stiengitith the best setting. Another aspect
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of social support for students has come througtstheol’'s behavior support system
known as PBIS (Positive Behavior Support Inten@ntbystem). The school has
received numerous awards for its successful impheatien of this program and has seen
a drastic change in student disciple referrals. Mésked about the link between this
program and academics, one teacher commentedhthathool experienced a 40%
reduction in discipline referrals over a two yearipd and an increase in student
engagement levels and time on task.

The counselor also serves as an academic advidanantors students on course
selections and helps teachers mentor studentstoesall students are being challenged.
As a member of the middle school team, the coungadicipate as well in assessing
students in various academic areas for the purpbgetting baseline data for tracking
progress throughout their middle school careeris han unusual counselor task;
however this has served this school extremely iwdéhat students are often identified for
academic support much earlier than normal becauesacounselor’'s monitoring
practices. In the comment below, one teacher gesvinformation on the counselor’s
role in baseline data as an asset to the team.

Our guidance counselor, who is also our IST clielps us provide baseline data.

It was very interesting the data that we got beeavss could really see where the

children were in relation to each other and howdaon and put things in place to

either go in and help them catch up or move ahBatlit was really interesting
information.

Additional academic support is apparent in the sth@xtra help system that

serves all students, based on their individual se&éking the baseline data and any other



180

data source available for predictive performancaath and reading, students are
assigned support twice weekly by way of remediatipacceleration. This intervention
is arranged like an elective and essentially regdahe student’s elective when
implemented. All teachers participate in the suppod are assigned student groups and
content areas based on their area of expertisetéanber commented on the success of
the program below.
This is unique and something that works for usstdad of them giving up an
elective, they have a flex schedule of 3 days efteles one week and two days
the next. So if you're in tutoring you come outanf elective one day, so you still
get an elective you just miss a day. So the day tiome out, that's an
acceleration day for those teachers. So for exanopl Friday, and that’s
Japanese, that's the day the Japanese teachesict@dsration activities and not
class materials. We try to set that up as bestame
Ongoing communication and personalization of tlaenlmg environment is also a
part of this school’s culture. For example, tharegelor provides routine communication
to middle school parents via email and newslettashone in on eighth-grade students
and parents with specific information related tpmarting students as they transition into
high school. With a small student body, the couwnrsedn also visit classrooms often to
speak with student groups about upcoming evensugggestion on activities that interest

students and also work with them on career invgrdotivities that also serve as a

springboard for high school.

Discussion
The students at the case study school have mguiéicant academic gains in

their performance on the North Carolina end-of-graests as reflected in the school’s
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designation of School of Distinction by the staté&orth Carolina ABCs and a
performance increase of 24 points in reading anddlats in math. Throughout this
research, the teachers and principal consistetitlpated this achievement increase in
student achievement to the programs, practicesinastrdictional strategies implemented
during the 2008-2010 school years.

While the relationship between these instructi@h@nges and the significant
student achievement gains should be viewed aslaboreal rather than causational, the
theoretical support provided by Bolman and Deallgrfframe paradigm provided a
theoretical framework for the findings analysisggesting robust correlations.
Furthermore, the interview data, documents, amdvssit information readily falling into
a relevant frame or frames within Bolman and Detglel during the analysis phase
strongly suggests comprehensive and wide-rangiggnizational improvement.

As the research data were analyzed for the ideatiibn of themes and then
placed into relevant Bolman and Deal’s categoitasas rapidly apparent that the most
important catalyst for change at the case studgadias been the principal. The
principal’s commitment to comprehensive programrowpment, resourcefulness in
securing instructional materials and resourcedifyabo inspire intense commitment to
student achievement among the teachers, and abiltgllaborate and positively involve
all stakeholders in the mission of the school haeated profound school-wide
improvement.

Instructional and student performance improvemeset® also associated with

the teachers’ use of supplemental instructionakmeds combined with the district-
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adopted curriculum. The teachers described howtineipal first gave them
“permission” to find and incorporate innovative aaqgpropriate supplements in their
daily instruction, followed by direct principal emeragement to do so as student
achievement improved, allowing for more support eodaboration with the district
officials. The teachers’ initiative to experimenithwarious curriculum supplements,
supported by the principal, led to significant €ntlgains, in the opinion of the teachers.

The tracking and analysis of student achievenesttdata was viewed by the
teachers and principal as another profound catidystudent academic gains. This
process has given the teachers and principal aragsic means for identifying specific
North Carolina content standards and objectives/ebimastered by students. North
Carolina’s assessment data and reporting systerthardistrict’'s benchmark tests
collated by the Achievement Series web-based assetsystem provide organized,
user friendly data to effectively design new lessand target concepts for re-teaching as
needed.

Participation and collaboration among the varistageholders was readily
apparent at the case study school. The principalrted his intentional and enthusiastic
efforts over the years to encourage teacher caltdion in lesson planning, student
assessment, and curriculum use. Increasing paaetntipation/involvement has also
been a major focus and has become a major gdat abse study school through a
school-wide parent involvement program aimed ataasing opportunities to partner and

involve parents in the education of the students.
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A number of accountability structures have beeno place to improve student
performance. Data notebooks with all student peréorce results and tools to help
teachers disaggregate and use data were proviggidtéachers, in addition to support
and expectations for them to use the data in iostmal planning, tutoring, and re-
teaching efforts. Regularly scheduled meetings witiclents and parents provide the time
to share student achievement data and encouragéorsntients to improve
performance. A restructured counseling departmasédh upon national standards
provides students assistance with their academnstional and social needs, as well as
middle to high school transitional needs to helg@ldents achieve success.

Conclusion

The case study school employed many of the suadessdtegies for improving
student achievement found in the literature. Ascaied in the literature review,
promoting achievement in the middle grades has mmocemmon with the effective
strategies applied at other grade levels thanWbtile one case study cannot provide the
precise method for improving academic achievemaniniddle school students, this
research suggests some components that a comparahfemiddle school with similar
demographics might implement to increase the acedachievement of the students.
The process and strategies the principal and teaahelemented to raise expectations,
align curriculum, and provide the necessary insibacand intervention programs to
improve student achievement had a profound impa¢he entire learning community

After reviewing data and constructing the majomties and subcategories |

would have liked to have had more time in the stkepecially in the early part of the
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year to explore the themes and instructional prastfrom the literature more
thoroughly. Having additional time to complete th&erviews with each of the teachers
would have provided additional insight into the eational philosophy of the staff
members. It would be interesting for a replicatdrthis study to be completed spending
more than four days observing and collecting datheaschool. Further research could
also be conducted by comparing an additional urbigale school with the same
demographics to determine what instructional sfiateare consistent between the two
schools and how much the school culture is a fantdetermining academic excellence.
At the time | completed the study, | was the ppatiof a middle and high school
in a large urban district. Viewing the world thghuthe lens of a practicing principal, in
addition to my familiarity with the study schoolasnhave impacted my perspective as |
maneuvered through the various components of tly stAn unintentional outcome of
this study was the focus on the principal. In resmng the findings section, | noticed that
many teacher suggestions and perceptions invohegrincipal. Although research
suggests the principal is the instructional leaddeéhe school and has an impact on
student achievement, the focus in this study wash®oprincipal, it was the teachers.
The study set out to highlight the teacher’s volamyever the findings focused a lot on
the principal’s perspective and impact. Becaudhisf | think it's important to note my
awareness of my subjectivity during the study dralinclusion of a members check
during the data collection and utilization of pesriewers for validity and credibility
purposes. It was the intent of the study to deitegrthe teacher’s perception of effective

instructional strategies increased student achiemenMy hope is that educators could
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use this information in the study’s finding to as$heir middle grades students, so they
have everything they need to become academicatlyessful.
Implicationsfor Further Research

There has been growing pressure for the improvepfestudent achievement in
public school systems. This pressure for accoulitaleached a high level with the
passage of NCLB federal legislation requiring statd local educational agencies to
demonstrate ongoing and continuous student achiememhis quest for student
academic improvement has also been a strong thethe research literature with a
plethora of variables having been identified witicts factors as principal instructional
leadership, teacher expertise and relationshigs stitdents, curriculum and instruction,
community and parent involvement, opportunity @rteand student time on task, school
climate, and student assessment, to name but Dlews & Pokorny, 2005; Lezotte,
2001).

This study searched variables associated witpithgrams, practices, and
instructional strategies at one case study sclhablmhay be associated with increasing
student achievement. To the extent that the fireloan be generalized to other urban
schools, there are clear implications for educatidéeaders and classroom teachers.
Although the data reported are exploratory and avdriurther investigation, they suggest
clear suggestions for school and classroom practice

Principals may benefit from an examination andyams of their own leadership
behavior and practices to determine their effedie@cher and student motivation,

school-wide direction setting, curriculum and stidechievement data use, and other
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factors identified in this study. This study fouhe principal’s inviting, positive
demeanor to be the most powerful force encouragacghers, parents, and students to
commit to achieving student academic gains. A stifdihe principals leading schools to
significant student academic improvement would gpshvalidate this study’s findings
and uncover other effective principal leadershgtsrand behaviors.

Perhaps the second most influential force assatiaith student achievement in
this study was teacher collaboration. The teact@msistently reported the powerful
impact of what is popularly termed “Professionaatreang Community” (PLC). This
study did uncover some of the characteristic atéisu(i.e., willingness to share new
ideas) and teacher behaviors (i.e. systematicatigtimg with other teachers) of teachers
functioning in a PLC, but further study may uncokieher descriptions. Furthermore, the
study did not seek to find out how PLCs develop tmiyve over time. Further study in
this area might provide a more comprehensive matoncerning the nature of PLCs and
how they come to support student achievement.

Finally, completing comparable research at othmailar high-performing urban
schools and examining similarities among these ashuoay further corroborate this
study’s findings. The identification of unique schaharacteristics may contribute to a
more comprehensive understanding of how to impstwdent achievement among this
particular student population, warranting furtherroborative study of similar schools.
Combining these case studies may offer an in-dexploration and provide a greater
understanding of the innovative changes made dy-pegforming urban schools leading

to greater student achievement.
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APPENDIX A

TEACHER SURVEY

Resear ch Question 1: What school-wide programs and practices, in thismiddle
school, do teachers per ceive as promoting student achievement?

1. My school has a school-wide professional develogmesgram or programs for
teachers to ensure all children in the school tfeeNorth Carolina Standard
Course of Study (NCSCOS) requirements.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

2. My school has a school-wide program or progranmaedease parental
involvement using literacy services.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

3. My school has a school-wide program or programsignag training to teachers
in research based instructional methods and stesteg

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

4. My school has a school-wide program or programsphavide effective and
timely assistance to students experiencing diffycul mastering or attaining
proficiency on the NCSCOS content standards.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

5. My school has a school-wide program or prograneastist teachers in the use of
academic assessments to impact the quality of irggelmd learning.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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6. My school has a school-wide program or programsghavide teachers training
in the implementation of effective classroom mamaget and discipline
strategies.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

7. Teachers are encouraged to collaborate regulattyatier teachers on
instructional topics.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

8. Teachers provide feedback in the identification mmplementation of
professional development goals and objectiveshieisthool.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

9. | have regular conversations with an administratazurriculum personnel about
my teaching.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

10.1 receive feedback on my evaluations from my adstiator that assist me in
improving my teaching effectiveness.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

11.1 am aware of specific areas of interest that myiadtrator or curriculum
personnel looks at while visiting my classroom.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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12. Assessment of student learning is related to impgprather than monitoring
student performance.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

13.The assessment of student learning is specificsarable and clearly identified
standards for student performance.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

14.Teachers regularly seek feedback from other teadbemprove their teaching
effectiveness.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

15. Decisions about school improvement are always basexlir school
improvement plan.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

16. Teachers at this school have comparable expectatemarding student academic
performance.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

17.Professional development training over the past lgaa provided useful
information, helping me increase my teaching effectess.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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18.Teachers at this school are encouraged to usethe sr similar instructional
strategies.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

19. Intentional efforts are made to improve home-schelaitions and parent
participation.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

20.The district dictates the academics content teachrer expected to teach.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

21.You and your colleagues determine the content ypea students to learn.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

22.Students determine the academic content theyewthl.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

Research Question 2: What instructional strategies, in this middle school, do
teachers perceive as being implemented to target increased student achievement?
What evidence supportstheir link to increased student achievement?

23.l intentionally include district and state performea standards in my lessons.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4



215

24.My lessons include instructional materials/resositcesupport my students’
developmental and learning styles.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

25.My lessons are developed to include teaching mathod strategies that
accommodate the individual needs and interestsyaftadents.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

26.My lessons are designed to include high expectstiorthallenge and stimulate
all students.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

27.1 develop my lessons to build upon my studentsstxy knowledge and
experiences.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

28.When developing my lessons, | consider how to eraative learning experiences
for my students to facilitate engagement.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

29.1 develop my lessons to include opportunities tadents to be engaged in
cooperative learning experiences for my students.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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30.1 create lesson that require the integration ot&oeinfrom more than one content
area.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

31.When teaching, | monitor students’ understandinthefcontent and make
adjustments accordingly.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

32.When teaching, | circulate among the students, gingandividually and
collectively with them during the learning expees.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

33.When teaching, | employ teaching strategies anmuatsonal materials that
stimulate higher-order thinking skills.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

34.When teaching, | create social interaction amoungdesits by requiring them to
work as a team with both individual and group resilalities.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

35.When teaching, | vary the size and compositioreafiing groups.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

36.When a student is having difficulty with an actwdr assignment, | adjust his/her
level.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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37. At your school, peer tutoring is often used to stssiruggling students.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

Resear ch Question 3: What instructional strategies, in this middle school, do
teachers perceive as being implemented to target increased student achievement?
What evidence supportstheir link to increased student achievement?

38. My school uses historical student data to advigdesits about participating in
advanced classes.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

39. My school provides opportunities for students titva high school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

40.My school has a program or opportunities for staslémlearn about high school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

41.My school encourages students to take Algebraniddle school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

42.My school sponsors a program or programs for stisderhelp them transition to

high school.
Strongly Strongly
Disagree Disagree Agree Agree

1 2 3 4
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43.My school sponsors a program or programs for pareniake them aware of
skills needed to be successful in high school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

44. Students at our school are taught goal planningoagahizational strategies.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

45. Students at my school receive information aboduit tiigh school while attending
eighth grade.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

46. Students at my school are prepared for the tramsit high school before the end
of their eighth grade year.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

47.Students at my school are taught effective studytfra

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

48. Students at my school are encouraged to participaetracurricular activities.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

49. My school provides training to teachers to helprtipepare students for high
school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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50. My school participates in discussions with highaateachers to collaborate on
experiences needed for students to be succesdfighrschool.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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APPENDIX B

ADMINISTRATOR SURVEY

Resear ch Question 1: What school-wide programs and practices, in thismiddle
school, do teachers per ceive as promoting student achievement?

1. My school has a school-wide professional develogmesgram or programs for
teachers to ensure all children in the school feeNorth Carolina Standard
Course of Study (NCSCOS) requirements.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

2. My school has a school-wide program or progranmaedease parental
involvement using literacy services.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

3. My school has a school-wide program or programsignag training to teachers
in research based instructional methods and stesteg

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

4. My school has a school-wide program or programsphavide effective, timely
assistance to students experiencing difficulty astaring or attaining proficiency
on the NCSCOS content standards.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

5. My school has a school-wide program or prograneastist teachers in the use of
academic assessments to impact the quality of irggelmd learning.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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6. My school has a school-wide program or programsghavide teachers training
in the implementation of effective classroom mamaget and discipline
strategies.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

7. Teachers are encouraged to collaborate regulattyatier teachers on
instructional topics.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

8. Teachers provide feedback in the identification mmplementation of
professional development goals and objectiveshieisthool.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

9. | have regular conversations with teachers abait thaching practices.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

10.1 provide feedback to teachers on their evaluattbaswill assist them in
improving their teaching effectiveness.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

11.Teachers are aware of my specific areas of interkeh | am visiting their
classroom.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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12. Assessment of student learning is related to impgprather than monitoring
student performance.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

13.The assessment of student learning is specificsarahble, and clearly identified
standards for student performance.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

14.Teachers regularly seek feedback from other teadbemprove their teaching
effectiveness.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

15. Decisions about school improvement are always basexlir school
improvement plan.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

16. Teachers at this school have comparable expectatemarding student academic
performance.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

17.Professional development training over the past lgaa provided useful
information to teachers for helping them incredmartteaching effectiveness.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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18.Teachers at this school are encouraged to usethe sr similar instructional
strategies.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

19. Intentional efforts are made to improve home-schelaitions and parent
participation.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

20.The district dictates the academics content teachrer expected to teach.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

21.Teachers determine the content they expect stuttetgarn.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

22.Students determine the academic content theyewthl.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

Research Question 2: What instructional strategies, in this middle school, do
teachers perceive as being implemented to target increased student achievement?
What evidence supportstheir link to increased student achievement?

23.Teachers intentionally include district and staggfgrmance standards in their
lessons.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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24.Teacher lessons include instructional materialslreses to support their students’
developmental and learning styles.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

25.Teacher lessons are developed to include teachatiganis and strategies that
accommodate the individual needs and interestsenf students.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

26.Teacher lessons are designed to include high eaqpmts to challenge and
stimulate all students.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

27.Teachers develop their lessons to build upon nyestis’ existing knowledge and
experiences.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

28.When developing their lessons, teachers considenbareate active learning
experiences for their students to facilitate engagye.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

29. Teachers develop their lessons to include oppdiisniior students to be engaged
in cooperative learning experiences for their stiisle

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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30. Teachers create lesson that require the integraficantent from more than one
content area.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

31.When teaching, teachers monitor students’ undetstgrof the content and make
adjustments accordingly.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

32.When teaching, teachers circulate among the steadengaging individually and
collectively with them during the learning expees.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

33.When teaching, teachers employ teaching strategiésnstructional materials
that stimulate higher-order thinking skills.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

34.When teaching, teachers create social interactimong students by requiring
them to work as a team with both individual andugroesponsibilities.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

35.When teaching, teachers vary the size and composifilearning groups.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

36.When a student is having difficulty with an actwdr assignment, teachers adjust
his/her level.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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37. At your school, peer tutoring is often used to stssiruggling students.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

Resear ch Question 3 What strategies, in this middle school, do teachers
perceive as existing for the development and implementation of adaptive
strategies for high school preparedness? What evidence supportstheir link
to increased student achievement?

38. My school uses historical student data to advigdesits about participating in
advanced classes.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

39. My school provides opportunities for students titva high school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

40.My school has a program or opportunities for staslémlearn about high school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

41.My school encourages students to take Algebraniddle school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

42.My school sponsors a program or programs for stisderhelp them transition to
high school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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43.My school sponsors a program or programs for pareniake them aware of
skills needed to be successful in high school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

44. Students at our school are taught goal planningoagahizational strategies.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

45. Students at my school receive information aboduit tiigh school while attending
eighth grade.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

46. Students at my school are prepared for the tramsit high school before the end
of their eighth grade year.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

47.Students at my school are taught effective studytfra

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

48. Students at my school are encouraged to participaetracurricular activities.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4

49. My school provides training to teachers to helprtiepare students for high
school.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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50. My school participates in discussions with highaateachers to collaborate on
experiences needed for students to be succesdfighrschool.

Strongly Strongly
Disagree Disagree Agree Agree
1 2 3 4
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APPENDIX C

TEACHER INTERVIEW

Middle School Teachers—math, physical educatioense, English/language arts, and
exceptional children

Support Staff—counselor, reading specialist, cutam facilitator

1.

8.

9.

What is your position and role in the school and/meany years have you been a
faculty member of the school and in education difera

What programs do you have in your department/gied that promotes student
achievement?

How does the program work?

a. Does it target a specific population?

b. Does it require any additional funding? Source?
c. How do you measure its success?

d. Has it been successful?

Do you have any specific instructional practicest §rour department/grade level
uses to promote student achievement?

a. What kind of professional development have youixeckin those practices?
b. How do you measure the effectiveness of the ingtmal practices?

Does your department/grade level have specifitegjias that target the closing
of the achievement gap for all students and whatlay?

How do your promote enrollment in your most rigs@ourses?

How does the school’s leadership team support gtiarts in these programs and
practices?

a. Who is on your leadership team and what role dg phay?

What does collaboration look like at your school?

What specific aspects of your schools culture supgiadent achievement?

10.How much parent participation do you receive?
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APPENDIX D

ADMINISTRATOR INTERVIEW

Principal and Principal Intern

1.

8.

9.

What is your position and role in the school and/meany years have you been a
faculty member of the school and in education di/era

. What programs do you have in your department/giexd that promotes student

achievement?

How does the program work?

Does it target a specific population?
Does it require any additional funding?
How do you measure its success?
Has it been successful?

apop

Does your school have any specific instructionatpces that are used to
promote student achievement?

a. What kind of professional development have youixveckin those practices?
b. How do you measure the effectiveness of the ingtnoal practices?

Does your school have specific strategies thaetahg closing of the
achievement gap for all students and what are they?

How do your promote enrollment in your most rig@@mourses?
How do you support your teachers’ efforts in thegsyrams and practices?
What does collaboration look like at your schotg3i

What does collaboration look like at your school?

10.What specific aspects of your schools culture stpgiadent achievement?

11.How much parent participation do you receive?

12. How does the school’s leadership team support gtiarts in these programs

and practices?
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APPENDIX E

OBSERVATIONTOOLS

Trigger Words: Welcoming Environment

Engagement Rigor

Focus Standards
Programs Practices
Strategies Stakeholders
Assessment Collaboration

Four Frames:

Structural: Goals and information are clear, cars®effect understood.
Human Resources: Employee morale, resources, aat\aty.

Political: Power, conflict, competition, organizats.

Symbolic: Culture, meaningful, ritual, ceremonyyres.

What is Happening? What do | think is Happening?




