Seton Hall University
eRepository @ Seton Hall

Seton Hall University Dissertations and Theses

(ETDs) Seton Hall University Dissertations and Theses

2008

A Case Study: An Assessment of Student
Engagement as a Basis for the Redesign of a Small
High School

Valerie Feit
Seton Hall University

Follow this and additional works at: https://scholarship.shu.edu/dissertations
b Part of the Education Commons

Recommended Citation

Feit, Valerie, "A Case Study: An Assessment of Student Engagement as a Basis for the Redesign of a Small High School" (2008). Seton
Hall University Dissertations and Theses (ETDs). S0.
https://scholarship.shu.edu/dissertations/S0


https://scholarship.shu.edu?utm_source=scholarship.shu.edu%2Fdissertations%2F50&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarship.shu.edu/dissertations?utm_source=scholarship.shu.edu%2Fdissertations%2F50&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarship.shu.edu/dissertations?utm_source=scholarship.shu.edu%2Fdissertations%2F50&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarship.shu.edu/etds?utm_source=scholarship.shu.edu%2Fdissertations%2F50&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarship.shu.edu/dissertations?utm_source=scholarship.shu.edu%2Fdissertations%2F50&utm_medium=PDF&utm_campaign=PDFCoverPages
http://network.bepress.com/hgg/discipline/784?utm_source=scholarship.shu.edu%2Fdissertations%2F50&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarship.shu.edu/dissertations/50?utm_source=scholarship.shu.edu%2Fdissertations%2F50&utm_medium=PDF&utm_campaign=PDFCoverPages

A CASE STUDY: AN ASSESSMENT OF STUDENT ENGAGEMENT AS A BASIS FOR

THE REDESIGN OF A SMALL HIGH SCHOOL

BY

VALERIE FEIT

Dissertation Committee

Anthony Colella,Ph.D., Mentor
Jennifer Dolan-Waldman, Ed.D.
Anne M. Gargan, Ed.D.
Reverend Christopher J. Hynes, Ed.D.

Submitted in partial fulfillment of the
requirement for the Degree Doctor of Education
Seton Hall University

2008



SETON HALL UNIVERSITY
COLLEGE OF EDUCATION AND HUMAN SERVICES
OFFICE OF GRADUATE STUDIES

APPROVAL FOR SUCCESSFUL DEFENSE

Doctoral Candidate, Valerie Feit, has successfully defended and made the required
modifications to the text of the doctoral dissertation for the Ed.D. during this Spring

Semester 2008.

DISSERTATION COMMITTEE

ase sign and date beside your name)

Mentor; W W X(

Dr, Anthony Colella

Committee Member: é‘ J \7’ 7

Dr. Rev. Chris Hynes Qéﬁ‘« / Gz&-fQL.__A 6

Committee Member: W ‘ z ; ?) 7//_(
Dr, Jennifer Dolan-Waldman ~ ﬂ%&tﬂf/«— (704
Committee Member: ( 3 ﬂ ﬂ / N/ 7;» ?/

Dr. Anne Gargan % 7/ &c — /4

External Reader:

The mentor and any other committee members who wish to review revisions will sign
and date this document only when revisions have been completed. Please return this
form to the Office of Graduate Studies, where it will be placed in the candidate’s file and
submit a copy with your final dissertation to be bound as page number two.



Abstract
Preparing high school students for work in a global economy
means that high schools must reinforce personal and social
responsibility inside and outside of school and
simultaneously seek opportunities for students to engage in
educational activities that are relevant in a changing
world. This study assessed administrators’ perceptions of
the effectiveness of high school programs based on reports
by students about their school experiences based on
responses given on the High School Survey of Student
Engagement (HSSSE, 2007). These perceptions served as a
basis for administrators to begin a redesign plan for a
small high school. The design of this study used
guantitative data collected on the HSSSE (2007) to assess
student engagement and gualitative research methods to
assess the relationship between high school students’
perceptions of school experiences and the perceptions of the
administrators of their school. Furthermore, this study
attempted to develop recommendations for how data on student
engagement might inform the redesign of a small high school
by a redesign committee.
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CHAPTER I

INTRODUCTION

The Problem

Preparing high school students for work in a global
economy means that high schools must reinforce personal and
social responsibility inside and outside of school and
simultaneously seek opportunities for students to engage in
educational activities that are relevant in a changing
world.

Small high schools provide a viable opportunity for a
response to change in the delivery and structure of
secondary education that will prepare American students to
enter a competitive global workforce (Small Schools
Project, 2005). In order to initiate substantial school
improvement efforts, administrators in successful small
high schools need models of replicable, systemic redesign
plans that are based on knowledge of student engagement, go
beyond traditional curriculum and scheduling structures,

and provide flexible innovative approcaches to program



development (Shannon & Blysma, 2006). Models for plans and
programs that support student achievement, maintain school
relevance, prepare students for careers in emerging
industries, develop talent, and build a foundation for
lifelong learning require a collaborative process between
principal adult stakeholders (administrators, teachers, and
parents). They also must include students as active
participants in shaping their futures (Cook-Sather, 2002).
Although student engagement data and student voice has
been utilized in school improvement effortg, those efforts
have largely focused on closing the achievement gap in
failing schools, reductions in high dropout rates, and
improving graduation rates. Therefore, there is a need for
successful small high schools to create, implement, and
share replicable plans with other small high schools as
American secondary schools continue reform efforts in the

21st century.

Purpose of the Study

The purpose of this study was to assess

administrators’ perceptions of the effectiveness of high



school programs based on reports by students about their
school experiences. Students’ responses given on the High
School Survey of Student Engagement (HSSSE, 2007) provided
a data source from which to glean student perceptions.
These perceptions served as a basis for administrators to

begin a redesign plan for a small high school.

Research Questions

The design of this study used quantitative data to
assess student engagement and qualitative research methods
to answer the following guestions:

1. What is the relationship between high school students’
perceptions of school experiences and the perceptions of
the administrators of their school?

2. How might data on student engagement inform the
redesign of a small high school by a redesign committee?

3. How might data on student engagement inform the
development of school programs redesigned to help students’
gain 21st century skills such as creative and critical
thinking, leadership, personal productivity, self-
direction, global awareness and social responsibility?

(Partnership for the 21st Century, 2005).



Significance of the Study

There is little research devoted to the study of
student engagement and student perceptions of program
effectiveness as a basis for school redesign in successful
small high schools. Therefore, the goals of this study are
threefold. The first goal was to use data on student
engagement, collected in a small high school, to elevate
students’ achievement through programs that enhance school
relevance and increase individualized opportunities. The
gsecond goal was to integrate standards of practice used in
Internet Web-based glokal work environments into this small
high school’s curricular and extracurricular programs so
that students are better prepared for post-secondary
educational opportunities (Friedman, 2005). The third goal
was to develop a program redesign plan that may lead to
further studies in other small high schools.

The results of this study are anticipated to establish
a research basis that supports the urgency for change
and the need to redesign succesgful small high schools as
they strive to integrate 21lst century skills, increase
student achievement by making curriculum more relevant to

student interests and long-term goals, and enhance



administrators’ and teachers’ understanding of how to
create a school environment that positively supports
students’ perceptions of school. In this study,
gquantitative data collected in a survey provided a basis
for qualitative administrative focus group discussions that
will become components in a redesign plan for a small high
school. Primarily, this study will offer recommendations
for the redesign of a small high school. The ultimate
purpose of this study will be to share these
recommendations with demographically similar small high
schools.

Possible future uses of this study include using the
collected gquantitative and gqualitative data to generate
professional development planning that focuseé faculty
attention on instructional practices and curriculum
differentiation. In addition, in the future, sharing the
findings generated from this study may serve to strengthen

home-to-school communication and community connections.
Limitations

This study is limited to a small high school, with a

student body of 434 students in Grades 9 through 12, in the



September through June 2006-2007 academic year. The small
high school that is the focus of this study is located in
Westchester County, New York. This suburban high school
serves a gchool district in which the average mean per
capita‘personal income is $86,702. In school districts in
the immediate vicinity, also located in Westchester County,
New York, the mean per capita personal income is $58,592.
The location of the high school included in this study
places it in the second most affluent county in New York
State (New York State Data Center, 2005).

Another limitation of this study rests with the
possible response of teachers’ unions to altered workday or
alternative schedules that extend beyond a traditional
school day or year, the use of virtual classroomg with off-
site teachers, online programs with off-gite tutors, and
the use of teaching assistants as student facilitators in
virtual and online learning courses. Transportation
challenges or tuition charges that may result from student
participation in off-site community and college programs

are another possible limiting factor.



Delimitations

The participants of this study are students in a small
high school whose parents provided permission for them to
participate in responding to the High School Student
Engagement Survey [(HSSSE, 2007) and who voluntarily elected
to do so. Furthermore, delimitations include the
participation of district administrators at this high
school who are responsible for the redesign of the high
school. Those administrators include the assistant
superintendent for curriculum/high school principal,
assistant superintendent for finance, director of guidance
services, director or special services, middle school

principal, and two elementary school principals.

Definition of Terms

For the purpose of this study, it is necessary to
define the principal terms used within it.

Academic activities: For the purpose of this study,
an academic activity refers to teaching and learning that
takes place in classrooms as opposed to extracurricular

activities which take place outside of school time.



Differentiated instruction: In this study,
differentiated instruction means pedagogy used in
classrooms and in the curricula for implementing varied
teaching strategies. Differentiated strategies are designed
to engage students with differing ability levels, varied
levels of prior knowledge, and a spectrum of affinities
toward ways of thinking as described by Howard Gardner’s
theory of Multiple Intelligences (1993). Those ways of
thinking include logical/mathematical, verbal/linguistic,
musical/rhythmic, kinesthetic, interpersonal,
intrapersonal, naturalistic, and visual/spatial.

School competence: For the purpose of this study, the
definition of school competence refers té students’
perceptions of the impact of social and environmental
factors on their ability to control outcomes in learning
activities (Bandura, 1986).

School engagement: For the purpose of this study,
school engagement encompasses affective states during
learning activities (Skinner & Belmont, 1993),
participatory behaviors and identification, or a sense of
belonging in a school setting (Finn, 1998).

Self—regulation: For the purpose of this study,

individual students’ self-regulatory behaviors are those



behaviors over which students believe they may exercise
control (Zimmerman, 1995).

Small high school: For the purpose of this study, a
small high school includes schools with 500 or fewer
students (The Bill and Melinda Gates Foundation, 2002;

Cotton, 1996; Williams, 1990).

Social-cognitive theory: For the purpose of this
study, social cognitive theory will used to define the
degree to which an individual exercises a combination of
self-regulatory, self-reflective and cognitive (mental)
functions to determine the degree of competence he or she
feels in a social situation (Bandura, 1995).

Successful small high school: For the purpose of this
study, the seven criteria critical to school success
include a strong vision for school improvement, leadership,
high academic standards, standards of the heart (positive
school climate), family, and school and community
partnerships. Additional factors that are indicators of
success in small high schools include professional
development, evidence of success established through
standardized tests, school-based assessment measures, and

the percentage of students who graduate and seek post-
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secondary educational opportunities (The North Central
Regional Educational Laboratory, 2001).

Twenty-first century skills: For the purpose of this
study, 21st century skills refer to those defined by the
Partnership for 21st Century Skills (2005) such as creative
and critical thinking, leadership, personal productivity,
self-direction, global awareness, and social

responsibility.

A Small High School: A Model for this Study

In response to calls for high school reform that
address changes in global competitiveness and increased
demands on the American workforce (Friedman, 2005) this
study will focus on the creation and implementation of a
redesign plan in a small high school, with a student
population of 434, located in Westchester County, New York.
This high school’s administrators have articulated a need
for the development of a systemic school redesign plan. The
purpose of a redesign plan would be to prepare students for
the anticipated needs of a global economy that will require

American workers to be able to develop innovative
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approaches to solving real world problems, apply
technological skills, interpersonal skills, and multi
cultural understanding in order to be competitive in a
global marketplace (Friedman, 2005). These administrators
want to offer advanced opportunities in science and
mathematics, to include distance learning in virtual
classrooms, to offer advanced level and career-based
community programs, academic year foreign study programs,
and independent project-based opportunities that go beyond
traditional curriculum delivery and scheduling structures.

The formulation of redesign plans at this small high
school and the necessity for change serves this school’s
overall mission to provide academic and extracurricular
opportunities that will prepare students for post secondary
education and, ultimately, the global marketplace. In
addition, as a small high school with under 500 students,
administrators have described the school’s curricular
structure as having the community support and flexibility
to integrate innovative programs that model a direction for
the future of secondary education that may be replicated in
other small high schools.

Administrators of the small high school included in

this study have articulated these objectives in light of
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global change, awareness of ambitious educational goals set
by schools in emerging powers such as India and China
(Friedman, 2005), and concerns about what kinds of school
structures will be required to help American high school
students meet global economic competition. In the summer of
2005, these administrators read Thomas L. Friedman’s, The
World is Flat: A Brief History of the 21st Century (2005},
as a basis for a group planning meeting. Because of reading
Friedman'’s book, administrators agreed that new district
goals for secondary education must include a strong
academic foundation and an emphasis on how to prepare
students for their futures (Friedman, 2005). Further, these
administrators included an emphasis on future preparedness
as an important purpose in this high school‘’s mission. In
addition to traditional achievement goals, administrators
articulated the need for the development of programs that
increase individualized opportunities, offer specialized
coursework for advanced students, and access to online
instruction and content discipline learning not currently
offered in this high school. In addition, administrators
discussed plans for increasing project-based curriculum,
independent project opportunities, and opportunities for

students to access real world experiences.
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The principal of this small high school has
articulated a need for a plan that includes structural
changes in facility use, faculty assignments, class
schedules, and curriculum. In addition, the principal cited
a growing population of students and increased requests
from parents and students for opportunities that extend
beyond advanced placement (AP} courses. These requests,
from both students and parents, are important factors in
the development of this high school’s redesign plans. Thus
far, the principal has articulated a vision for this high
school, which includes the expansion of its Science
Research Opportunity and Independent Learner programs. The
Science Research Opportunity is a four-year program that
allows students in grades 9 through 12 to develop research
projects, guided by professional researchers, in
preparation for state-level, national and international
science competitions. The Independent Learner Program is a
four-year program that provides opportunities for students
to pursue advanced-level projects in the arts and
humanities. In addition, the principal has responded to the
needs of advanced mathematics students with the
implementation of an online pilot program in calculus c, in

collaboration with Education Programs for Gifted Youth
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(EPGY)at Stanford University that began in the fall of
2006. The principal has expressed the belief that these
programs will be models in the development of redesign
plans.

This small high school’s district-level administrators
have already demonstrated an interest in the use of student
reports on educational engagement. Each year, the
superintendent has personally conducted exit interviews
with all graduating seniors. The superintendent and
assistant superintendent for curriculum/high school
principal have articulated an interest in the expansion and
formalization of the process by which they collect
qualitative anecdotal data from students with the express
purpose of utilizing student reports on school engagement
to support school improvement efforts. To this end, the
superintendent and assistant superintendent for
curriculum/high school principal plan to administer the
High School Student Engagement Survey (HSSSE, 2007) to
collect information from students about their attitudes
toward school and their use of extracurricular time.

This high school’s administrators have also
articulated a desire to share redesign plans created and

implemented in this school with other district
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superintendents and high school principals as they, too,
seek to develop policies, programs, and educational models
that go beyond AP classes and test scores and serve the
interests of current students as future workers in the 21st
century. These administrators believe that applied
knowledge of student engagement and redesign plans,
developed in the high school included in this study, will
be of value to other small high schools in their efforts to

develop effective programs.

21st Century Skills and the Need for Change

The inclusion of student engagement data as a
component of a strategic redesign plan is aligned with
current policy initiatives that call for all high schools
to assertively integrate 21st century skills into
curricula. These skills include creative and critical
thinking, leadership, personal productivity, self-
direction, global awareness, and social responsibility
(Partnership for 21st Century Skills, 2005) as a step
toward the goal of preparing American students to become
global workers. The Partnership for 21st Century Skills

suggested that even if American high school students
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succeed on traditional measures, standardized tests and AP
classes, such measures continue to leave high school
students woefully unprepared (Honey, Fasca, Gersick,
Mandinach, & Sinha, 2005, p. 19) for success as 21st
century workers. The Partnership for 21st Century Skills
recommended that schools integrate curricula with real
world learning opportunities that target creative and
critical thinking, leadership, personal productivity, self-
direction, global awareness, and social responsibility. In
addition, the Partnership for 21st Century Skills suggested
that the integration of the aforementioned skills will
influence the delivery of curriculum at the secondary
level, toward the inclusion of student-generated
independent projects and online education that focuses on
student interests and real world problems. The United
States Department of Education (U.S.DOE)} has echoed the
call for 21st century competency in the American
Competitiveness Initiative that emphasizes that high
schqols have been stagnant for over 30 years. According to
the U.S.DOE, American educators need to invest in teaching
21st century skills at the secondary level because
“approximately 90% of the fastest-growing jobs will require

some postsecondary education” (U.S.DOE, 2006, p.4). As with
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the Partnership for 21st Century Skills, the U.S.DOE’s
initiative outlined what improvements are necessary to
increase student achievement; however, it is up to
individual districts to redesign or restructure schools

tomeet improvement objectives.

Appropriateness of a Small High School for this Study

Research on school size generally focuses on two factors:
(a) how schools optimize student learning and development
and (b) the degree to which school size impacts student
achievement (Wasley, 2002). Cotton’s research (1996) on
school size supported findings by Williams (1990) that
identifieed small secondary schools as being those that
serve between 400 and 800 students. In the literature on
school size, the optimum size of a small school has not
been conclusively established (Cotton, 1996).

Wasley (2002) stated that small school effectiveness is
based on the shared philosophical beliefs amongst district
leaders that all students can learn if given personal
attention and flexibility in the areas of curriculum and

scheduling, and if program models that facilitate student
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engagement and achievement is implemented. The Small
Schools Project (2005), funded by the Bill and Melinda
Gates Foundation (2002), reported that additional factors
in the success of small schools include districts’ autonomy
to make important school policy decisions and engage in
multiple forms of assessment to guide school improvement
initiatives. Cotton (1996) identified proponents of small
schools and generally accepted findings of such schools.
These findings included the identification of factors that
indicate that academic achievement in small schools is
equal to or better than in larger schools. The factors
identified as features of small schools’ success in
supporting student achievement include generating positive
student attitudes toward academics and school in general,
increasing the consistency of student attendance, and
decreases in negative social behaviors such as truancy,
discipline problems, violence, theft, substance abuse, and
gang participation. Small high schools also reported
decreases in drop-out rates, increased opportunities for
faculty and students to develop personal relationships,
higher rates of parental involvement, more positive

attitudes between teachers and administrators, and
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increases in students’ self-efficacy as learners. In
addition, small high schools reported that students take
more responsibility for their own learning, and grouping
instructional strategies and performance assessments
assoclated with higher student achievement are more often
implemented (Cotton, 1996). Cotton supported Barker and
Gump’s (1964) initial study on school size, which proposed
that although larger schools were impressive, small schools
provided benefits to students, teachers, and administrators
in the form of personal relationships and a better quality
curriculum. Furthermore, Cotton corroborated Barker and
Gump’s findings that demonstrated that school morale and
opportunities for students to participate in a wide variety
of extracurricular activities were greater in smaller
settings. Cotton has demonstrated that in comparative
studies students in small and large high schools do not
differ on college-related variables such as entrance
examination scores, acceptance rates, attendance, grade
point average, and high school graduation. Cotton asserted
that these variables link more closely to socio economic

factors than school size.
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The Bill and Melinda Gates Foundation (2002) linked
small high schools to positive academic student outcomes,
improved test scores, increases in college acceptances and
post secondary employment. Further, students in small high
schools reported having a greater sense of belonging in
school and increased academic and extracurricular
engagement that correlates to reductions in dropout‘rates

and higher student achievement (Finn, 1998).

The High School Survey of Student Engagement (2007)

Data were collected on the High School Survey of Student
Engagement (HSSSE, 2007) in a small high school. Since the
inaugural administration of the HSSSE in 2004, over 180,000
students in 87 schools in 19 states have participated in
this survey. According to reports published by the High
School Survey of Student Engagement (2006) school
administrators have used the results of the HSSSE (2006) to
“alter school practices and enhance student learning” (p.
13) . Further, specific school information is helpful in
identifying curricular and instructional weaknesses. The

development of strategies that promote programs and
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benefits for students and consider the demands on teachers
may be a direct result of having an HSSSE (2006) database.
Schools that have participated in the HSSSE (2006) have
also reported changes in the development of extracurricular
programming, strategies for increasing community
involvement, the addition of programs to increase student
study time, and encouraging students to read more. These
kinds of changes are important to student achievement and
students’ ultimate success. The High School Survey of
Student Engagement (HSSSE, 2007) will provide the
information that achievement tests do not measure and that
is necessary to gain insight into the experiences of high
school students. Furthermore, student engagement data can
“help to identify where changes are needed to enhance
student learning and school effectiveness” (High School

Survey of Student Engagement, 2005, p. 14).
Student Engagement and Student Voice
Traditionally, "“Students, who are at the center of the

high school experience, are often at the periphery of

discussions regarding changing their schools” (Shannon &
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Blysma, 2006, p. 28). To be effective, schools need to
gather data on student engagement and include students in a
dialogue about how to best develop relevant programs that
respond to an individual student’s unique talents and
interests. Organizational structures that enhance
meaningful relationships between students, teachers, and
school practices may also “provide a key to improving
student learning” (Northeast and Islands Regional
Educational Laboratory at Brown University, 2001, p. 3). At
a time when there is much discussion about a stalemate in
secondary school reform, activating student voice (Mitra,
2004)to engage students and teachers in a process in which
they “co-create the path of reform” (p. 654) may serve to
enhance students’ developmental growth and increase their
persconal investment in their educational journey now and in

the future.

Theoretical Frameworks

Research interest in the cognitive and affective.

components of learning and the impact of learning

environments on students have been prevalent throughout the
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20th century and continue today. B. F. Skinner (1938) and
Jean Piaget (1936, 1971) as well as constructivist
theorists John Dewey (1938), Lev Vygotsky (1962), and
Jerome Bruner {1962) greatly impacted early development of
theories on student engagement.

Jeremy D. Finn’s (1989) taxonomy of student engagement
focused on participatory behaviors that positively affect
student achievement. Finn found a positive relationship
between students’ participation in extracurricular
activities, which foster a sense of belonging, and school
achievement (Finn, 1989). Finn (1998) broadened the scope
of his definition and stated that, “A primary objective of
instructional practice should focus on student engagement”
(Finn, 1998, p. 1). Finn (1998) posited that the salient
in-school behavioral components of student engagement are
participating in class, following school rules, being on
time for classes, paying attention to the teacher and
responding to teacher-initiated directions and questions.
Further, he asserted that the affective components of in-
school engagement include a student’s feeling of belonging
at school, wvaluing the outcomes of an education, and a

desire to seek a post secondary education. Skinner and
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Belmont (1993) also presented a behavioral theory of
student engagement that included the learners’
intrinsically motivated actions and affective state during
learning activities (Skinner & Belmont, 1993). Finn (1989,
1998) and Skinner and Belmont (1993) all integrated
intrinsic and extrinsic behaviors as interdependent
mechanisms that motivate or suppress student effort.
Social-cognitive theorists Bandura (1986, 1995),
Schunk and Zimmerman (1994), and Dweck (1999) have explored
the relationship between a student’s affective disposition
and learning outcomes. Social-cognitive theorists also
found a relationship between how an individual student may
or may not report positive school engagement and the degree
to which an individual’s perception of his or her
competence toward achieving a goal is mediated through
gelf-regulatory mechanisms (Zimmerman, 1989). Further,
social-cognitive theory suggested that whether a goal is
learning-oriented (internal) or task-oriented {external)
and the degree to which a student feels intrinsically
satisfied or dissatisfied or seeks external validation for

demonstrations of competency may play a part in the degree



to which a student may demonstrate school engagement
(Elliot & Dweck, 1988}.

Theoretical frameworks on student engagement also
included the manner in which structures and relationships
that support social/emotional growth serve to reinforce
achievement goals (Stipek, 2004)}. Goal orientation as a

motivational factor in school engagement reinforces
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successful student-centered learning patterns and practices

that, if established in high school, may remain evident in

post-secondary educational and workplace experiences

(Shannon & Blysma, 2006}).

Student Engagement and High School Reform

Historically, high school reform efforts have largely

focused on what adults decide is important for students to

know and be able to do. Excluded from school reform
discussions have been the issues of how relationships and
trust between students and adults facilitate student
engagement. Also absent from such discussion has been the
development of social models that teach students how

dialogues with adults about their educational experiences
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foster an understanding of social rolesg and the importance
of self-directed learning (Mitra, 2004). Roberto Joseph
(2006) posited that students are important stakeholders in
the school change process and for school change to be
effective for students, “student-voice activities” must
empower the development of the social skills that they will
need when they enter the real world (p. 4). Nancy Stipek,
Dean of Stanford University’s Graduate School of Education
and principal author and editor of Engaging Schools:
Fostering High School Students’ Motivation to Learn wrote,
“We can require adolescents to attend school, but learning
requires conscious and purposeful effort, which cannot be
legislated” (Stipek, 2004, p. 4). Stipek further suggested
that learning as a foundation of achievement must be
predicated on effective practices that address “underlying
psychological variables related to motivation, such as
competence and control, beliefs about the value of
education, and a sense of belonging” (p. 6).

Theodore R. Sizer and Nancy Faust Sizer echoed the
importance of students’ active involvement in guiding their
own educational outcomes and participation in structuring

school experiences in their book, The Students are
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Watching: Schools and the Moral Contract (1999). Sizer and
Sizer hypothesized, “A community’s functioning rests on
trust, and trust comes from the understanding that emerges
from dialogue” (p. 17), and that this trust emphasizes a
mutual process based on communication between students and
adults. These dialogues should center on what should happen
in schools and how schools model the processes inherent in
all viable, successful community organizations. Alison
Cook-Sather pointed to students’ trust in adult leadership
and perceptions of educators as important factors in how
student engagement fosters the development of both student
self-efficacy and the development of supportive educational
policies (Cook-Sather, 2002). Cook-Sather cited “a basic
lack of trust in students” (p. 4) that has evolved in
American high schools and continues to treat students as
“recipients of what others determine is education,” (p. 4)
as a potentially mutable factors that deserve
administrative attention (Coock-Sather, 2002).

The theoretical frameworks included in this study clearly
pointed toward the central role that student engagement
plays in student achievement and ultimately in what kinds

of programs and opportunities schools offer. To keep pace
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with cultural, social, and global changes, school
engagement needs consideration as an important component of
school culture so that the influence of media and
technology on current and future high school students

continues to make school time meaningful and relevant.

Overview of the Study

Chapter I introduced this study and the problem around
which it centers: How might administrators utilize
knowledge of student engagement to inform the direction of
small high school redesign plans, support student
achievement, and address the needs of American students who
will need to be competitive in the 21st century global
workforce?

Chapter II contains a review of the literature that
focuses on the theories that underlie student engagement
and an assessment of student engagement as a construct that
supports the development of school improvement and redesign
plans. Chapter III contains a description of both the
quantitative and qualitative methodologies used in this

study to assess student engagement and apply them in focus



29

groups with superintendents, a high school principal, and
administrative department heads. Chapter IV will include an
analysis of the data collected. Chapter V will summarize
this study and offer conclusions, recommendations for a
small high school redesign plan, and potential directions

for future research.
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Chapter 1T
Review of Literature

Introduction

This chapter summarizes the findings in literature
related to student engagement, teaching, and learning. This
chapter is comprised of’two sections. First, this chapter
includes an historical overview on the background and
context of constructivist education that provides a
foundation for the study of student engagement. Second,
this chapter presents a research background on behavioral
theory and student outcomes that underlie the study and

application of information about student engagement.

Background and Context

The theoretical constructs that underlie student
engagement stem from the emergence of interest in the dual
development of cognitive and behavioral learning processes
within the individual. Early educational constructivists
and behavioral psychologists including Piaget, Dewey,

Vygotsky, Skinner and Bruner shifted the direction in
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thinking about how learning takes place from a teacher-
driven construct to one that places the focus on the
learner.

Piaget’'s (1856-1980) work on understanding the
development of knowledge was based on his scientific
interest in biological adaptations and the interpretation
of information which manifests itself as thought (Piaget,
1971) . Piaget was one of the first scientists to apply
methodical conceptual frameworks to the psychological
processes by which individuals invent ideas. Although
influenced by revolutionary developments in the field of
physics (Einstein was his contemporary), Piaget identified
himself first as a biologist and, as such, applied concepts
of adaptation to the study of cognition. The basis of his
theoretical approach to understanding learning was from a
perspective in which an organism became viable because it
adapted, or fit, into its environment.

Thus, Piaget (1971) was able to align his theories on
cognition with scientific thinking in the fields of physics
and biology. Piaget posited that adaptive cognition .
existed on two primary levels based on practical survival.

A third level of adaptive cognition existed within humans’
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abilities to abstract ideas and the capacity to reflect
upon them. Piaget further theorized that some knowledge
requires social interaction and other types of knowledge do
not. With that construct, he attempted to explain how young
children organize immediate sensory-motor experiences,
integrate and respond to internal symbolic (imaginative)
experiences simultaneously.

While Piaget’s (1971) constructivism was based on the
psychological development of children and the manner in
which they actively compare, create, discover and construct
meaning, and then discard incorrect ideas about the world
through a step-by-step process, Dewey (1859-1952) theorized
that learners draw knowledge from experiences that are
meaningful to them. Further, Dewey postulated that
learning takes place in a social context, such as a
classroom, in which communities of learners construct
knowledge together. Dewey suggested that participation in
concrete activities stimulates and encourages the
application of concepts that the learner is trying to grasp
{(Dewey, 1938).

In contrast to Dewey’s student-centered approach,

Vygotsky (1896-1934), a pioneer of social constructivism,
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developed a complex theory of education that included the
cultural context in which a learner is embedded and
cognitive growth as a product of activities practiced in
the social and cultural environment in which an individual
grows up. Interaction within the social/cultural context
then, becomes a catalyst for the development of higher
order conceptual thinking (Vygotsky, 1962}. Vygotsky
suggested that lower order thinking (focused on practical
issues), which differentiated from higher mental functions,
developed through social and cultural mediation and was a
product of genetics. Vygotsky’s most recognized
contribution to educational theory was his concept of the
zone of proximal development. The zone of proximal
development is the difference between a child’s capacity to
solve problems on his or her own and his or her capacity to
solve problems with assistance. Teaching and curriculum,
suggested Vygotsky, must integrate the zone of proximal
development and differentiate between a current
developmental level and what a child may find possible to
accomplish over time. The mediating factor in this approach

is the socializing influence and intervention of the
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teacher who assists the child in reaching his or her full
cognitive potential (Vygotsky, 1962).

Skinner‘s (1938) landmark publication, The Behavior of
Organisms: An Experimental Analysis, was based on
experiments with male white rats and the manner in which,
through negative (punishments), positive (rewards) and
conditioned (repetitive) reinforcements, he was able to
shape and predict their behavior. Thus, Skinner established
that behavior, viewed as scientific data, placed the study
of psychology as a natural science in the same class as
biology, chemistry and physics (Bissell, 2001). Skinner
demonstrated that environmental manipulations could predict
and control behavior. These findings were relevant to
educators and psychologists who were simultaneously
investigating the roles of motivation, personal volition,
and the impact of classroom environments and school
practices on learners.

While Skinner (1938) believed in the genetic and
manipulated, repetitive responses to learning, Bruner
(1966, 1996), a major proponent of constructivist theory,
proposed that new conceptual understandings rest upon

current or past knowledge and that learning is an active,
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social process. Bruner conceived that cognitive structures
(schema and mental models) provided meaning and that
organizational constructs allowed individuals to extend
their understanding beyond what they already knew. Bruner’s
(1966) early theory of instruction included four major
aspects. First, the learner’s predisposition toward
learning is of importance. Second, Bruner suggested that to
understand complex bodies of knowledge, learners need to
understand component parts. Third, he proposed that
curriculum construction must utilize effective sequences in
which instructors have considered pacing. Fourth, the
utilization of rewards and punishments affect learners and
should promote learning (Bruner, 1966). Bruner’s later work
expanded his theory to include the social and cultural
aspects of learning (Bruner, 1986, 1996). The principles
that defined Bruner’s work include an emphasis on
instruction that is concerned with experiences and contexts
that make a student willing and able to learn (readiness).
Bruner recommended that concepts should spiral so that each
level of instruction provides a foundation for the next
level of advancement (scaffolding). Furthermore,

instruction should encourage conceptual thinking that
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inspires learners to explore ideas beyond the information
given (Bruner, 1996}.

Therefore, the theoretical constructs that underlie
student engagement stem from the emergence of interest in
the dual development of cognitive and behavioral learning.
Cognitive and behavioral learning refers to the processes
by which individuals construct their own learning. While
Dewey (1938) theorized that communities of learners
construct knowledge from contexts that are meaningful to
them, Vygotsky (1962) pioneered social constructivism, a
complex theory of education that included the learner’s
cultural context and cognitive growth as a product of
activities practiced in social environments. Influenced by
Dewey and Vygotsky, the work of Piaget (1971) initiated a
shift in thinking about how learning takes place from a
teacher-driven construct to one that places focus on the
learner. Skinner (1938) demonstrated that environmental
manipulations could predict and control behavior. Bruner
(1966), a major proponent of constructivist theory,
proposed that learning is an active, social process in
which current or past knowledge builds new conceptual

understandings.



As educational theorists, Piaget, Dewey, Vygotsky,
Skinner and Bruner have provided important insights into
the cognitive, behavioral and organizational constructs

that underlie how individuals extend their knowledge and

engage in active learning. To educators and psychologists

who are simultaneously investigating the roles of

37

motivation, personal volition, and the impact of classroom

environments and school practices on learners, their
findings continue to be relevant and, as such, form a
philosophical basis (construct) for the present

investigation.

Behavioral Theory and Student Engagement

Investigations into the broad theoretical,
constructivist foundations presented by Piaget, Dewey,
Vygotsky, Skinner, and Bruner continue as social
psychologists explore behavioral theories that are
applicable to the social and affective contexts of
learning. Those theorists include Albert Randura, a
principal proponent of social-cognitive theory, Barry J.

Zimmerman and Dale H. Schunk, who are researchers in the
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area of self-regulation and learning, and Carol Dweck, who
is best known for her work on self-theories on how self-
efficacy and competency beliefs impact individuals’
learning outcomes.

Bandura, a pioneer of social-cognitive theory, is a
behaviorist who theoretically differentiates himself from
Skinner’'s (1938) environmental reinforcement model by
focusing on cognition as central to fhe motivational
factors and self-regulatory mechanisms that contribute to
human behavior. Central precepts of social-cognitive theory
include the manner in which individuals acguire behavior
through the observation of others and the degree to which
individuals feel they are able to control or forestall
outcomes. Bandura made a distinction between what people
believe to be true and what “objectively is the case”
(Bandura, 1995, p. 2). Bandura speculated that the
development of self-efficacy must bridge the gap between
subjective and objective self-views through four types of
experiences. First, mastery reinforces self-efficacy
through experiences in which an individual acquires the
cognitive, behavioral, and self-regulatory skills necessary

to succeed in a given situation. Second, self-efficacy is
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strengthened through vicarious experiences and modeling in
which an individual identifies with others, like him orx
herself, who have successfully exerted effort and
persistence to achieve desired outcomes. Third, social
persuasion builds efficacy through realistic encouragement
and the external reinforcement that competency is
attainable. Finally, physiological and emotional states,
such as anxiety, play a role in building self-efficacy.
Self-regulation plays a role in how an individual
interprets the meaning of heightened anxiety and that the
ability to control anxiety motivates or detracts from the
attainment of desired outcomes (Bandura, 1995). Bandura
hypothesized that the interplay of cognitive, motivational,
affective, and selective responses interact to mediate
internal and behavioral responses to stress.

Schunk and Zimmerman {1994) continued to explore the
application of social-cognitive theory to educational
settings. BAs social-cognitive theorists, they emphasized
how students seek social models and gain assistance with
learning tasks as coupled with their ability to self-
monitor the effectiveness of selected learning strategies.

In contrast, constructivist theorists who emphasized
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students’ active participation in learning tasks as a way
to build meaning, continued to promote strategies that
include self-regulatory practices such as length of effort,
self-expressed confidence, and persistence in problem-
solving (Zimmerman, 1995). The motivation of choice,
characterized by learners’ self-selecting their learning
opportunities, is a third aspect to self-regulation in
learning. Two examples of choice included the opportunity
to select an alternative activity of interest or to select
a preferred learning strategy (Bandura & Schunk, 1981).
Research results indicated that students can improve their
performance through the direct teaching of self-regulatory
behaviors and can overcome both “personal and environmental
obstacles to their academic success” (Schunck & Zimmerman,
1994, p. 19).

Bandura (1977) included teachers as important
contributors to student engagement and learning outcomes.
He theorized that the degree to which a teacher exerts
effort or demonstrates persistence in making academic
choices is dependent upon the degree of self-efficacy that
the teacher feels with regard to the level of task

difficulty demanded by the curriculum. Bandura (1995)
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reasoned that teachers’ beliefs in personal efficacy
raffect their general orientation toward the educational
process” (p. 20) Further, he posited that the style a
teacher chooses to direct toward students, either with
extrinsic rewards and sanctions for negative behaviors or
support for students’ interests and self-directedness, are
strong predictors of students’ academic achievement. This
theoretical perspective emerged from an integration model
in which Bandura (1995) stated that self-efficacy, or the
degree to which individuals feel that they have the control
to necessary to mediate learning situations is dynamically
integrated into the interactions between students and
teachers and demonstrated in learning outcomes that result
from these interpersonal interactions.

.Dweck, also a social-cognitive theorist, has
investigated the role of students’ theories about
themselves as learners in determining degrees of school
engagement and achievement. Dweck described students as
holding an entity learning theory if they believed that
they had a predetermined and limited capacity for learning,
and holding an incremental learning theory if, through

effort and personal volition, they believed that their
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capacity to learn could be extended (Dweck, 1999). The
implication is that students who are entity theorists and
believe they have a limited capacity to learn may be less
engaged classroom learners than incremental theorists who
believe that classroom engagement will increase their
capacity to learn. Further, Dweck suggested that self-
theories about learning capacity transcend ability levels.
For example, students labeled gifted and who possess an
entity self-theory may exhibit self-limiting learning
behaviors. Dweck’s experiments on such students
demonstrate that, for example, failure to attain a desired
grade way encourage a belief that he or she has hit the
ceiling on their intelligence level with a resulting
retraction from learning engagement.

Social-cognitive theorists also found a relationship
between how an individual student may or may not report
positive school engagement and the degree of mediation that
an individual perceives between his or her competence
toward achieving a goal and self-regulatory mechanisms
(Zimmerman, 1989). Furthermore, social-cognitive theory
suggested that whether a goal is learning-oriented

(internal) or task-oriented (external) and the degree to
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which a student feels intrinsically satisfied or
dissatisfied or seeks external validation for
demonstrations of competency may play a part in the degree
to which a student may demonstrate school engagement (Elliot
& Dweck, 1988).

Social psychologists Bandura, Zimmerman, and Schunk
and Dweck have continued to build upon the constructivist
foundation presented by Piaget, Dewey, Vygotsky, Skinner,
and Bruner through the investigation of social-cognitive
theories that apply behavioral models to the social and
affective contexts of learning. As social psychologists,
Bandura, Zimmerman, Schuhk and Dweck, have focused their
research on cognition as central to the motivational .
factors and self-regulatory mechanisms that contribute to
the degree to which individuals feel that they are able to
control their own behavior.

This overview described a variety of perspectives on
underlying psychological mechanisms that may influence
student engagement. Further, when considered together, the
theorists mentioned in this review represent a body of work
that points toward the complexity inherent in attempting to

understand students’ experiences as learners within the:
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social context of school. Theoretical frameworks on student
engagement also included the manner in which structures and
relationships that support social/emotional growth serve to
reinforce achievement goals (Stipek, 2004). Goal
orientation, as a motivational factor in school engagement,
reinforces successful student-centered learning patterns
and practices that, i1f established in high school, may
carry forward in post-sedondary educational and workplace
experiences (Shannon & Blysma, 2006).

The literature reviewed herein has suggested that when
students have the opportunity to exercise self-regulated
behaviors based on positive self-efficacy beliefs, they are
more likely to develop competency, describe themselves as
engaged learners, and “assume responsibility for their
academic achievement” (Zimmerman, 1995, p. 226). Student .
reports about their perceptions, attitudes as learners, and
perceptions of teacher efficacy and school climate are,
therefore, salient factors in the assessment of overall
school effectiveness (Bandura, 1995).

Chapter III will discuss the methodology designed for
use in collecting quantitative data, through the

administration of the High School Survey of Student
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Engagement (HSSSE, 2007), and qualitative data, collected
in focus group discussions with school administrators, as
components in the development of a redesign plan for the

small high school that is the focus of this study.
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Chapter III

Research Design and Methodology

Overview

This chapter describes the overall research design and
methodology including gquantitative and qualitative data
collection, population sampling, instrumentation, and
analysis methods employed in this study. The research
design of this study utilized qualitative data supported by
quantitative data. Qualitative data, collected in focus
group discussions that I facilitated, utilized quantitative
data collected from high school students in Grades 9
through 12 following the administration of the High School
Survey of Student Engagement (HSSSE, 2007) as a stimulus
for discussions. The focus group discussions were an
important component in the development of a redesign plan
for a small high school in Westchester County, New York.
The purpose of studying student engagement and student
perceptions of program effectiveness as a basis for the
redesign of a small high school was to utilize data on

student engagement to raise high school students’
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achievement through programs that enhance 21st century

school relevance and increase individualized opportunities.
This study focused on three questions:

1. What is the relationship between high school students’

perceptions of school experiences and the perceptions of

the administrators of their school?

2. How might data on student engagement inform the

redesign of a small high school by a redesign committee?

3. How might data on student engagement inform the

development of redesigned school programs that help

students gain 21st century skills such as creative and

critical thinking, leadership, personal productivity, self-

direction, global awareness, and social responsibility

(Partnership for 21st Century Skills, 2006).

Methodology

As has been stated, this investigation utilized
quantitative data and qualitative methods to achieve an
unbiased result. To this end, discussions began with a
review of the quantitative measures, followed by a
discussion of the gqualitative method. Also reported was the

interaction of these methods. I used quantitative data
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gleaned from the administration of the High School Survey
of Student Engagement (HSSSE, 2007). The survey data
collected was an important component in focus group
discussions on the redesign of a small high school. The
small high school that is the focus of this study served a
population of 434 students during the 2006-2007 academic
year. The focus group discussions, which comprised the
qualitative portion of this study, included this small high
school’s superintendent, assistant superintendent for
curriculum/high school principal, assistant superintendent
for finance, director of guidance, director of athletics,
and middle school principal. The purpose of the focus grbup
meetings was to discuss the quantitative findings that have
resulted from the administration of the High School Survey
on Student Engagement (HSSSE, 2007) and to use that data as
components in plans for the redesign of a small high

school.
Quantitative Research
The qualitative data collected in focus groups were

linked to and built upon quantitative data collected on the

High School Survey of Student Engagement (HSSSE, 2007).
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During March 2007, the assistant superintendent for
curriculum/principal of the small high school that is the
focus of this study sent an informative letter to all high
school students’ parents that requested permission for
their children’s voluntary participation in completing the
High School Survey of Student Engagement (HSSSE, 2007). The
high school that was the focus of this study received HSSSE
(2007) materials including pre packaged surveys that were
in envelopes of 30 each and instructions for survey
administration and completion from the Center for Education
and Policy Evaluation in Bloomington, Indiana. Surveys
carried markers with a school identification and grade-
level code. All high school 9th through 12th social studies
teechers received a survey packet from the high scheol
guidance department in April 2007 as well as instructionsh
on the administration of the survey. The high schoolysocial
studies teachers administered the High School Survey on
Student Engagement (HSSSE, 2007) in April, 2007. All
students in the high school had permission to take the
HSSSE (2007) survey did so during a designated class period
(43 minutes) in the same week. Social studies teachers
collected completed surveys, placed them in sealed

envelopes to ensure confidentiality, and returned them to
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the high school guidance office. On or about the third week
of April 2007, the surveys were returned to the High School
Survey of Student Engagement, University of Indiana, Center
for Evaluation & Education Policy, in Bloomington, Indiana,
for analysis. The surveys, containing frequency and
comparative data were returned from the Center for
Evaluation & Policy in Bloomington, Indiana in August 2007.
With the permission of the superintendent and assistant
superintendent for curriculum I made a guantitative
evaluation based on the frequency distributions in the
data. I organized the data for presentation to two

administrative focus groups.

Population

The small high school that was the focus of this
study is located in Westchester County, New York. With a
mean per capita income of $86,702 this district is the "
second most affluent county in New Yorkatate (New York
State Data Center, 2005). |
The small high school included in this study, which
serves 434 students in grades 9 through 12, provided

demographic data on student gender and ethnicity for the
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academic year 2006-2007. In grade 9 there are 48 female
students and 65 male students. In the 9th grade, five
females and three males are Asian, two females and two
males are African American, six females and seven males are
Hispanic, and 35 females and 53 males are Caucasian. There
are no other ethnicities represented in the 9th grade. In
the 10th grade, there are 56 female and 61 male students.
In the 10th grade, zero females and three males are Asian,
two females and one male are African American, 11 females
and 11 males are Hispanic, and 43 females and 46 males are
Caucasian. There are no other ethnicities represented in
the tenth grade. In the 11th grade, there are 46 female and
50 male students. In the 11lth grade, three females and
three males are Asian, two females and two males are
African American, 10 females and seven males are Hispanic,
and 31 females and 38 males are Caucasian. There are no
other ethnicities represented in the 11th grade. In the
12th grade, there are 58 female and 50 male students. In
the 12th grade, three females and zero males are Asian, two
females and one»male are African American, nine females and
five males are Higpanic, and 44 females and 44 males are
Caucasian. There are no other ethnicities represented in

the 12th grade. In the small high school that is the focus
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of this study, 11 students in grades 9 through 11
participated in the English as a Second Language (ESL)
program.

Data analyzed from this study were comprised of the
responses of the 434 possible student participants who
attend this small high school and who have parental
permission to complete the High School Survey of Student

Engagement (HSSSE, 2007).

The High School Survey of Student Engagement (2007)

The High School Survey of Student Engagement (HSSSE,
2007) (see Appendix D), developed by educational
researchers at the Center for Evaluation & Education Policy
in Bloomington, Indiana has been completed by over 181,499
students in 110 schools in 26 states within the United
States of America since its inaugural administration in
2004 (High Scthl Survey of Student Engagement, 2006). The
purpose of the survey is to increase understanding of
students’ perceptions of their school environment and out-
of-school lives. According to the Center for Evaluation &
Education Policy in Bloomington, Indiana, data collected on

the HSSSE (2006) has been useful for school administrators,
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faculty, parentsg, and community members as a tool to
analyze directions for school improvement. Through
comparing student attitudes and performance a individual
high schools with data on student engagement gleaned from
the 181,499 high school students who have already completed
the HSSSE (2006), schools have developed programs and
policies that respond to the survey’s findings.

Since the first administration of the High School
Survey of Student Engagement (HSSSE) in 2004, the
demographic spread of all HSSSE respondents has been
similar to national data gleaned from the National Center
for Educational Statistics (2007) in terms of school size,
socio economic levels, and school district locations.
Respondents from districts located in “urban fringe”

(HSSSE, 2006) areas represented 37% of the total respondent
population. Gender breakdowns for 2004, 2005 and 2006
(HSSSE, 2006) were similar with 49% male and 51% female
respondents. In 2006, Caucasian students comprised 68% of
respondents, African American students comprised 13%, Asian
students comprised 5% of respondents, Latino students
comprised 5%, Native American students comprised 1%, and
multi racial students comprised 5% of respondents and 3% of

students taking the HSSSE (2006) survey did not respond to



54

the questions on ethnic identification. Course grades were
reported with 16% of students receiving mostly A s, 32%
mostly A s and B s, 22% mostly B s and C s. Females were
13% more likely than males to report mostly A s or A s and
B s. Latino (55%) and Asian (49%} students reported having
the greatest number of homes in which English is not
spoken. English was not spoken in the homes of 18% of
White, African American, and Native American student
respondents. The HSSSE (2007) asks students to report their
instructional track as general/regular education or as
honors/college preparation. When asked about their post
secondary educational plans, 83% reported intentions to
seek some form of post secondary education following high
school graduation. Further categories of questions include
how students spend their time in and out of classes with a
particular emphasis on out of school time (Finn, 1993) .
Questions on the HSSSE (2007) make a distinction between
time after school spent on recreational activities, such as
watching television or playing video games, and school-
sponsored activities, such as athletics, student
government, publications, and involvement in the arts. The

HSSSE (2007) also provides data on relationships between
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students’ choices for after school activities, their
reported academic tracks, and racial demographics.

School engagement questions on the High School Survey
of Student Engagement (2007) includes both participatory
and relationship variables. Class preparation, assignment
completion, time on homework and time spent reading were
most often correlated with positive attitudes such as pride
in school work, valuing rewards at school, making an effort
and high educational values. The HSSSE (2007) describes
relationships between the school variables listed above and
reported gender, educational track, and membership in
racial groups. Questions on relationships between students
and teachers include the frequency of discussing ideas with
teachers, e-mail communication with teachers, feedback on
assignments, and opportunities to ask teachers questions
about work. The HSSSE (2007) relates this information to
reports of frequency of teacher responses to students,
racial demographics, and the educational value described»as
the degree to which a student believes their school places
substantial emphasis on academic performance. In addition,
students at the small high school that is the focus of this
study who participate in HSSSE (2007) were asked whether

adults care about them about them and support them at
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school. HSSSE (2006) reports that there is, in the natiomnal
sample of 181,499 students who have already completed the
survey, a relationship between students’ attitudes toward
school and the degree to which students feel supported and
respected by their teachers.

School engagement questions include items on the
benefits of school assignments, the challenge of school
assignments, opportunities for participation, classroom
discussion, and small group activities. Students also
report on the frequency of writing assignments beyond five
pages in length. Further, students were asked to report on
the frequency with which they discuss assignments with
peers and others outside of class and the degree to which
they feel that classroom assignments encourage outside
conversations and collaboration.

The HSSSE (2007) includes questions about ethnic
diversity and the quality of interactions students have
with people from different ethnic groups. Students are
asked‘to report on how often people with diverse religious
backgrounds, gender orientations and political perspectives
are’included in classroom discussions or assignments; -
Further, students report on the value they feel their

school places on encouraging contact among students from
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different backgrounds and beliefs (HSSSE, 2007). The HSSSE
(2007) asks respondents questions about how affected they
are by school experiences, school environment, their sense
of belonging, and the degree to which their school
emphasizes community. Included, also are questions about
fair treatment and school rules, how much students care
about their school, whether they would select the same
school again, and whether people at school, in an overall
sense, accept them for who they are. Furthermore, students
answer guestions about the degree of safety that they feel
at school.

Questions on the HSSSE (2007) ask about students’
perceptions of how well their school contributes to their{
knowledge, skills, and personal development. Students were
asked to report on the degree to which they feel their
school has provided opportunities to teach them to write
effectively, learn on their own, and work well with others.
Additional guestions include how well they are prepared for
college, think deeply or critically, and use computers and
information technology. Students report whether they feel
they speak effectively, are encouraged to develop clear
career goals, and hold personal values. Also included are

questions about how well they have learned work-related
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skills, understanding others from different backgrounds,
understanding themselves, solving real-world problems, and
how they contribute toward making their community a better
place.

The HSSSE (2007) asked students whether they feelkthey
have a voice in what they do at school. Questions include
whether or not students feel they have a role in deciding
what they study, choosing between different types of school
experiences, and influencing classroom decisions. Finally,
the HSSSE (2007) asks respondents to rate the degree of
challenge to do their best work, and about their effort and
the expectation of effort, they are required to put inté
gschoolwork.

HSSSE (2006) results indicated that students who feel
they have a voice at school are more likely to report
positive relationships with teachers. Furthermore, students
who feel that they have a voice at school are more likely
to report that school learning is useful, that their school
is safe, that they have exceeded their work expectations,
that they take pride in their schoolwork, and that they |

place a high value on learning.
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Qualitative Data Collection

Straus and Corbin (1990) posited that qualitative
research investigations produce findings by means other
than statistical methods. These alternative methods include
collecting data on an individual’s life experiences,
behaviors, emotions, organizational functioning, socio
cultural phenomena, and interpersonal interactions through
observations and interviews (p. 5). Straus and Corbin
included interviews, focus groups, and reports of personal
views gleaned from practitioners as valid means by which to
collect qualitative data. Bogdan and Biklen (2003)
confirmed the validity of utilizing focus groups as a means
to explore a general topic from multiple perspectives,
learn about a range of views, encourage participants to
expand upon their ideas and engage in reflective
conversations (p. 101). Gay (1996) also suggested the use
of focus groups that value participants sharing opinions in
a setting that encourages the expression of ideas. Seidman
(2006) suggested that interviews that center on the
experiences of individuals whose work comprises the
substance of what takes place in a given organization are a

primary means by which researchers may garner data from
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educational organizations. Furthermore, Seidman posited
that interviews provide insight into an organization
through eliciting meaning individuals derive from their
work.

In this study, I collected qgualitative data in focus
groups. These focus groups consisted of seven district-wide
administrators in the first focus group and two district
administrators whose focus was specific to the development
of middle and high school programs in the second focus
group. Bogdan and Biklen (2003) posited that a limited
group size is “particularly useful” (p. 101} to “stimulate
talk from multiple perspectives from the group
participants” {(p. 101). Bogdan and Biklen further suggested
that while participants may share and build upon one
another’s ideas, it is necessary for the researcher to
maintain the group’s focus on the purpose of the interview.
For this reason, I have included Straus and Corbin’s {199Q0)
qualitative research focus group interview techniques.
Interview techniques suggested by Straus and Corbin‘
include posing structured research questions that are also
open ended so as to invite a variety of responses, taking
field notes, and requesting participants’ permission to

tape record focus group sessions. Seidman (2006} suggested



that follow-up questions clarify points that emerge in an
interview and that these types of questions extend the
purpose of structured questions to elucidate emerging
igssues and ideas offered by the interviewee(s).

Prior to the first meeting of the first focus group, the
administrative focus group and I received data from the
High School Survey on Student Engagement (HSSSE, 2007),
copies of the research questions which are at the core of
this study, and the interview guide questions which
elucidate and expand upon the research gquestions.
Researchers at the Center for Evaluation & Education.Policy
at Indiana University in Bloomington, Indiana will have
tabulated and analyzed the data. The purpose of the preview
of the data was to encourage reflection on the part of the
focus group participants and myself prior to the first of
two group meetings. These group meetings maximized the
potential for future discussions with teachers, parents,
community members, and students once the administrative
focus group began to shape plans for the redesign of the

small high school.
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Administrative Focus Group Composition

The internal sampling (Bogdan & Biklen, 2003) of
school administrators who comprised the focus groups was
referred by the assistant superintendent for
curriculum/high school principal on the basis of their
historic and current insight into policies and issues
relevant to secondary education and secondary school
programs. Furthermore, the suggested focus group
compositions included administrators who possess knowledge
of the current curriculum at the high school on which this
study is based. Further criteria utilized by the assistant
superintendent for curriculum/high school principal were
that all focus group members have regular contact withrthe
high school student body and sensitivity to this school’s
climate. Seidman (2006) postulated that a “major criterion
for appropriateness” {(p. 48) in choosing focus group
participants is “whether the subject of the researcher’s
study is central to the participants’ experience” (p. 48).
In this study, the first focus group included the assistant
superintendent for curriculum/high school principal, the
assistant superintendent for finance, the director of |

guidance services, the director of special services, the
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middle school principal, the principal of a kindergarten
through first grade elementary school, and the principal of
a second through fourth grade elementary school. The second
focus group included the assistant superintendent for
curriculum/high school principal and the middle school
principal only. Both of these administrators participated
in the first focus group discussion. All of these focus
group participants have a direct impact on the development
of programs for this small high school and are involved in
a district-wide redesign and restructuring plan spearheaded
by the board of education. Teachers’, parents’ and student
voices’ were included in redesign planning after thé
administrative focus group reflected on data and developed

initial redesign plans.

Focus Group Meetings

Straus and Corbin (1998) acknowledged, “There always
are constraints of time, energy, and availability of
participants, and other conditions that affect data
collection” (Straus & Corbin, 1998, p. 292). Based on the
schedules of the focus group’s administrators, I had

determined that two focus group meetings provided the
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“theoretical saturation” (p. 292) necessary to determine
that “any new data would add, in a minor way, to the many
variations of major patterns” (p. 292). I arranged contact
visits with the assistant superintendent for
curriculum/high school principal to organize meeting
logistics, determine the best times for meetings, the
meeting venue and the dates on which the focus group met
(Seidman, 2006).

The agenda for the two focus group meetings included
the distribution of print copies of the research gquestions
that are central to this study, distribution of print
copies of the interview guide questions found in Appendix
C, and distribution of print copies of the results of data
collected on the High School Survey of Student Engagement
(2007). With prior permission from all focus group members,
and to ensure that all focus group members’ voices are
audible, a WS-100 Olympus digital voice recorder‘was
tested, turned on, and placed on a side table.

I then asked the focus group members to review the‘,
research questions. The research guestions were:

1. What is the relationship between high school students’
perceptions of school experiences and the perceptions of

the administrators of their school?
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2. How might data on student engagement inform the
redesign of a small high school by a redesign committee?

3. How might data on student engagement inform the
development of redesigned school programs that help
students gain 21st century skills such as creative and
critical thinking, leadership, personal productivity, self-
direction, global awareness, and social responsibility
(Partnership for 21st Century Skills, 2006).

Based on these research questions and questions
included in the interview question guide (Appendix C), the
first focus group participants were asked er comments on
their perceptions of the data collected from the High
School Survey of Student Engagement {2007). In the second
focus group, members shared perceived relationships between
the data collected on the High School Survey of Student
Engagement (2007) and the strengths and weaknesses in
current curricular and extracurricular programs in this
small high school. In both focus groups, I guided the
discussion based on the research questions and interview
guide questions (Appendix C) as well as included prompts to
clarify and expand upon individuals’ responses and ensure
that‘all focus group participants have an opportunity to

share their ideas. Focus group discussions, scheduled for



one hour each, did not allow additional time to extend

meeting discussions.

Focus Group Interview Questions

In this study, a focus group comprised of school
administrators responded to interview questions that I
supplied as the basis for a discussion on student
engagement and the development of school redesign plans.
These questions included both the primary research
questionsg, previously provided in this chapter, and those
in the interview gquestion guide which are included in
Appendix C.

Administrative focus group discussions, based on data
collected through the administration of the High School
Survey of Student Engagement (HSSSE, 2007), utilized
quantitative findings from this survey as a basis for
generating plans to redesign the small high school upon
which this study is based. Straus and Corbin (1990)
suggested that the interview guide developed for use in
focus group discussions should purposefully reflect the
meaning of the issues addressed through structured and pre

determined research questions as well ag available

66
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supporting data. In this study, the discussion centered on
the previously stated research questions that explored the
meaning of student responses to the High School Survey of
Student Engagement (HSSSE, 2007) and how those responses
may influence the development of a redesign plan for a
small high school.

I also included spontaneous and open-ended guestions
designed to investigate the meaning of participant
responses (Straus & Corbin, 1998). These spontaneous and
open-ended questions were included as issues arose directly
from the focus group discussions (Merriam, 1998) and‘served
to clarify and expand upon individual focus group
participants’ responses. My spontaneous questions were
those that checked on my understanding in the interview
setting and provided opportunities for more “information,
opinions, and feelings to be revealed” (Merriam, 1998, p.
78) . In addition, spontaneous and open-ended questions
based on focus group member’s responses further explored
the primary research questions already provided in this
study. I also included‘spontaneous and open-ended
gquestions about specific topics and data gleaned from the
results of the High’School Survey on Student Engagement

(2006) based on focus group member’s regponses, insofar as
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these questions clarify individual’s perceptions of student
engagement in academic classes, school climate, and student
choices for use of after-school time.

Quint’s (2006) research on high school reform models
provided the basis for interview guestions intended for use
in the both the first and second focus group meeting. In
this study, the questions intended for use in the first and
second focus group meeting are included with the interview
guide questions found in Appendix C. These questions
concerned the use of the data collected on the High School
Survey of Student Engagement (HSSSE, 2007} and the
development of a school redesign plan. The focus group
interviews included questions about personalized
instruction, increased academic rigor, the provision of
support for high-quality teachers and curriculum, as well
as the development of targeted strategies to increase
student achievement.

I used an interview guide (Appendix C) based on the
primary research questions which comprised the foundation
for this study as well as additional questions created for
use in the focus group interviews (Merriam, 1998). Seidman
(2006) supported the use of an interview guide and

suggested that the researcher must avoid strict adherence
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to it as pre structured questions may serve to inhibit the
flow of relevant information from participants. For this
reason, the focus group meetings included spontaneous and
open-ended questions designed to investigate the meaning of
participant responses (Straus & Corbin, 1998). Yin (2003)
supported the use of an interview guide (see Appendix C} in
situations in which the length of the interview ig limited
by time constraints, as is the case in this study. Yin
further suggested that to follow and explore the intentions
and meanings contained in participant responses open-ended
questions should be used.

I made an audio digital recording of the focus group
meetings with the permission of the focus group
participants (Seidman, 2006). Audio recording the sessions
provided benefits in terms of capturing a detailed record
of the interviews, providing a means of accounting for
data, and improving interview techniques. Fully transcribed
texts of both focus group meetings, which I completed, are
included as Appendix E. Seidman suggested the use of
equipment that is not intrusive will do the least to affect
self-editing on the part of the participants. Bogdan and
Biklen (2003) suggested that audio recording interviews is

useful if participants have granted permission to the
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researcher to utilize recording equipment and if
confidentiality is assured. Further, Bogdan and Biklen
supported the important role that audio recording plays in
improving a researcher’s interview technigques and providing
a reliable data source. Yin (2003) supported the use of
audio recorders in interviews and suggested that the
researcher be familiar with technological and logistical
considerations in the use of equipment to minimize any
self-consciousness on the part of participants due to being
audio recorded.

I transcribed the focus group interviews and checked
the transcriptions for accuracy. The purpose of these
transcriptions was to capture the substance and meaning of
interviewee responses without any alteration from what was
meant or intended at the time of the interview (Seidman,
2006) . Furthermore, transcriptions produced by the
researcher provide the most reliable basis for establishing
internal and external validity once a qualitative analysis
of the interview and survey data is undertaken (Merriam,rl

1998).
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The Role of the Researcher

“In a qualitative study the investigator is the
primary instrument for gathering and analyzing data and, as
such, can respond to the situation by maximizing
opportunities for collecting and producing meaningful
information” (Merriam, 1998, p. 20). As such, the
researcher must be aware of how personal values, bias, and
the nature of his/her relationship with interview
participants, that either is pre existing or may be
established at the point of interviewing participants, may
affect the direction of questioning during the course of
interviews. Further, in order to minimize perscnal bias and
the possibility of influencing the focus and direction of
interview questions, the researcher must be sensitive to
his/her non verbal responses to respondent answers and to
probing questions (1998). Yin (2003) suggested that the
researcher exhibit the qualities of being a good listener,
remain flexible in terms of following the course along
which an interview develops, be good at asking and
interpreting questions, be unbiased and as-free as pqssible

of preconceived notions, and possess an in-depth grasp of
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the substantive issues to be investigated in the interview
(p.57) .

In this case, every effort was made to mitigate the
possible effects of bias by using both guantitative data
and an interview guide as a basis for focus group
discussions. In addition, I hold a master’s degree in
guidance and counseling and I have extensive training and
professional experience in conducting group interviews. I
have a professional relationship with the interviewees.

For this reason, the interviews began with small talk
(Bogdan & Biklen, 2003) and progressed to focus on the High
School Survey of Student Engagement (HSSSE, 2007) data,
research questions, and questions included in the interview
guide. Bogdan and Biklen emphasized the importance of the
researcher establishing a comfortable rapport with

interviewees as a basis for non biased facilitation.

Quantitative Data as a Basis for the

Redesign of a Small High School

‘Part of the quantitative data, collected on the High

School Survey of Student Engagement national overview
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(HSSSE, 2004) indicated that, “Almost half (48%)of the
students had not discussed ideas from their readings or
classes with a teacher outside of class during‘the school
year” (p. 6). Furthermore, “About seven out of 10
respondents (71%) said that they had many opportunities to
ask teachers questions about their work” (p. 6). If this
holds true for the small high school that is the focus of
this study, the administrative focus group may wish to
utilize this data in discussions with teachers with the
goal of developing strategies that encourage and extend
opportunities for intellectual discourse. For example, in
considering a redesign plan for a small high school, focus
group administrators may decide to work with teachers to
develop forums beyond the classroom in which students may
share ideas about what they have learned in content classes
in which there is inadequate time for discussion due to the
demands of curriculum coverage and test preparation.

The High School Survey of Student Engagement national
overview (2004) also provided data that indicated that, *“a
larger percentage of African American (35%) and Hispanic
(31%) students reported that they never worked on projects

with other students outside of class compared to Asian
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(17%) and White (24%) students” (p. 7). If similar findings
emerge from data collected on the HSSSE (2007) in the small
high school that is the focus of this study, the
administrative focus group may wish to identify the
percentage of African American and Hispanic students who
report never working on projects with other students and
link this information to data on student achievement.
Looking at the relationships between ethnicities and their
responses to questions that indicate the degree to which
they perceive that they fit in at their school and find
school useful may then serve as a basis for working within
the school to strengthen specific groups of students’
social connections and provide opportunities to enhance
multi cultural understanding amongst all students.

The High School Survey of Student Engagement national
overview (2004) also reported that a part of their data
reflects that “two thirds (66%) of the students said that
at least one adult in their school cared about them and
knew them well” (p. 6). If this holds true at the small
high school that is the focus of this study, it would mean
that one third (34%) of students, or approximately 144

individuals, did not report having contact with an adult at
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school who they perceive cares about them and knows them
well. This kind of information may be useful to the
administrative focus group as a basis for developing a
formal program (assigned advisors) or informal plan to work
with both faculty and staff to ensure that all students
have regular contact with a caring adult. Furthermore, this
kind of data may be useful to the director of guidance in
the development of plans to extend guidance services and
work with school personnel to provide increased
opportunities for students to develop relationships with
adults at school.

In addition, part of the HSSSE (2004) national
overview data demonstrated that “less than half (46%) of
the special education students indicated that they feel
safe at school” (p. 9). Should this hold true for the small
high school that is the focus of this study, the
administrative focus group may wish to share this
information with special education teachers, school
psychologists, and elementary school principals to further
investigate the sources of concern for these students. As a

basis for a redesign plan, this kind of information may
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lead toward the introduction of a bullying prevention
program or an evaluation of an existing program.

According to data reported in the High School Survey
of Student Engagement (2004} national overview there are
connections between factors such as student perceptions of
whether they are cared about and known by at least one
adult at school and the degree to which students feel that
they fit in at their school. For example, the HSSSE (2004)
data reflected that students who report that they are cared
about and known by an adult at school, and feel supported
and respected by their teachers, are 41% more likely to
feel that they fit into their school culture. Furthermore,
students who feel cared about, supported, and respected are
55% more likely to report that they find what they learn at
school useful. In addition, these students are 36% more
likely to report that they work harder than they expected
to work in school. These HSSSE (2004) findings also point
toward students who feel cared about, supported and
respected as being more involved in extracurricular
activities at school and reporting a greater sense of

efficacy in directing their academic outcomes.
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The aforementioned examples represent only a few of
the ways in which qualitative data gleaned from the
administration of the High School Survey on Student
Engagement (HSSSE, 2007) may serve as a basis for the data-
driven qualitative research, to be conducted in the
administrative focus group discussions, that is described
herein.

In addition, High School Survey of Student
Engagement’s (HSSSE, 2007) results may be useful in school
redesign plans at the small high school that is the focus
of this study “to determine what is being done well and to
identify areas where improvement is desirable” (HSSSE,
2004, p. 14). HSSSE (2006) data may be linked to other
school data including attendance records, trends in the
results of standardized tests, and the assessment of school
improvement initiatives. Furthermore, the administrative
focus group included in this study may use data gleaned
from the HSSSE (2006) “to document and report effective
educational practices and then share this information with
others to promote student learning and improve school
effectiveness” (HSSSE, 2004, p. 14). The administrative

focus group may also choose to utilize HSSSE (2006) data
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“to focus school resources on effective educational

practices” (HSSSE, 2004, p. 14).

Cverview

In this study, two focus groups comprised of
administrators utilized data collected from the High School
Survey of Student Engagement (HSSSE, 2007) as a basis for a
discussion about the redesign of a small high school in
Westchester County, New York. The administrative focus
groups discussed how HSSSE (2007) data may lead toward the
development of programs that increase student achievement,
contribute toward professional development initiatives that
make curriculum more relevant to student interests and
long-term goals, as well as positively support students’
perceptions of schoolwork and school climate. In addition,
data collected from the High School Survey of Student
Engagement (HSSSE, 2007) may serve to strengthen home-to-
school communication.

I anticipated that an analysis of the data gleaned
from the High School Survey of Student Engagement (2007)

will provide consensus around the urgency for change and
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the need to develop and implement plans for change that
will serve as a basis for a small high school redesign
plan. Knowledge gathered from the HSSSE (2007) will assist
administrators in working with teachers to create a school
action plan. This action plan will focus on improvements in
school climate, student learning, and performance through a
shared dialogue with students about what is important for
them to know and do while still in high school and in their
futures beyond high school. HSSSE (2007) data may
additionally provide a useful foundation for faculty
discussions about instructional practices, classroom
environment, and curriculum differentiation. Data collected
from the High School Survey of Student Engagement (2007)
will provide a basis for discussions among administrators,
teachers, parents, community members and students about
what kinds of programs will provide the best directions for
the future development of the small high school that is the
focus of this study. Furthermore, data on student
engagement and student achievement will be available to
strengthen home, school, and community partnerships by
providing parents and community stakeholders with

information about the relationship between student



engagement, student achievement,

school improvement plans.

and the development of
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Chapter IV

Presentation of Findings

Introduction

The purpose of this study was to explore the
perceptions of school administrators based on their
regponses to quantitative data collected on the High School
Survey of Student Engagement (HSSSE, 2007). To this end,
the study examined the relationship between administrators’
perceptions of student engagement and the students’ own
perceptions of experiences inside and outside school. This
study also explored links between gquantitative data,
gleaned from the HSSSE (2007), and plans for the redesign
of high school programs.

This chapter includes the summarized qualitative and
quantitative findings of the study. Quotations from two
transcribed focus group discussions are included in these
summaries. A full transcription of the two focus group
discussions are included in Appendix C. Relevant

quantitative data, derived from the High School Survey of
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Student Engagement (HSSSE, 2007) are included in this
chapter. These data correspond to administrators’ responses

where appropriate.

Nature of the Study

This qualitative study answered the following research
questions, based on gqualitative and quantitative data
collected on the High School Survey of Student Engagement
(HSSSE, 2007):

1. What is the relationship between high school students’
percéptidns'of school experiences and the perceptions of
the administrators of their school?

2. How might data on student engagement inform the
redesign of a small high school by a redesign
committee?

3. How might data on student engagement inform the
development of school programs redesigned to help students
gain 21st century skills such as creative and critical
thinking, leadership, personal productivity, self-
direction, global awareness and social responsibility?

(Partnership for 21st Century Skills, 2005)
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In this study, the qualitative data collected in two focus
group discussions came from school administrators who work
in a single school district in Westchester County, New
York. To preserve confidentiality in the focus group
discussions, participating administrators received tent
cards that identified them by numbers as follows:
Member #1: Assistant Superintendent for Curriculum/

High School Principal
Member #2: Elementary Principal, Grades 2-4
Member #3: Director of Special Services
Member #4: Elementary Principal, Grades K-1
Member #5: Director of Guidance Services
Member #6: Superintendent, NOT PRESENT
Member #7: Director of Athletics, NOT PRESENT
Member #8: Principal, Middle School

Member #9: Assistant Superintendent for Finance

The focus group discussions, based on three research
questions, related to an interview guide (see Appendix C)
that included five interview questions per focus group
meeting. Additionally, I utilized spontaneous questions in
these interviews, based on the interview guide (Appendix C)

to clarify the feelings and attitudes of administrators.
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Both the first and second focus group discussions were one
hour in duration. The interviews were audio taped on an
Olympus WS-100 Digital Voice Recorder and were transcribed
by me.

The first focus group included the assistant
superintendent for curriculum/high school principal, the
assistant superintendent for finance, the director of
guidance services, the director of special services, the
principal of the middle school, an elementary school
principal for grades kindergarten through first grade, and
an elementary school principal for grades two through four.
These administrators responded to the three research
guestions:

1. What is the relationship between high school students’
perceptions of school experiences and the perceptions of
administrators?

2. How might data on student engagement inform the
redesign of a small high school by a redesign committee?

3. How might data on student engagement inform the
development of school programs redesigned to help students
gain 21st century skills sgsuch as creative and critical

thinking, leadership, personal productivity, self-
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direction, global awareness and social responsibility?
(Partnership for 21st Century Skills, 2005)

The administrators in the focus group also received a
copy of the interview guide questions one through five
designated for the first focus group meeting. Those
guestions were:

1. What kind of relationship do you see between students’
perceptions of school engagement and administrators’
perceptions of student engagement?

2. How might the school utilize the data gathered in the
High School Survey of Student Engagement (HSSSE, 2007) to
individualize opportunities for all students?

3. What do students indicate that they do to learn out of
school that may enhance how they learn while in school?

4. What are the most effective ways to share the data
collected in the HSSSE (2007) with teachers?

5. What are the most effective ways to share data
collected in the HSSSE (2007) with parents and community
membefs?

The second focus group, which included the assistant
superintendent for curriculum/high school principal and the
middle school principal, responded to the three research

questions on the preceding page, and the interview guide
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questions one through five designated for the second focus
group meeting. Those questions were:

1. What kinds of programs might be developed based on data
collected on the High School Survey of Student Achievement
(HSSSE, 2007)7?

2. How might the school utilize data collected on the High
School Survey of Student Achievement (HSSSE, 2007) to
develop opportunities that enhance individualized learning?
3. How might academic rigor be increagsed based on data
collected on the High School Survey of Student Engagement
(2007)?

4. What kinds of programs might enhance student preparedness
for the 2lstcentury workplace based on the learning
objectives outlined by the Partnership for 21st Century
Skills (2005) including technological literacy, cultural
literacy, global awareness and communication skills?

5. What do you gee as the relationship between student
engagement, perceived teacher support, and the development

of curriculum that directly affect student achievement?
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Administration of the High School Survey of Student

Engagement (2007)

The social studies teachers at the small high school
that is the focus of this study administered the High
School Survey of Student Engagement (HSSSE, 2007), created
by the University of Indiana‘’s Center for Evaluation and
Education Policy, to students in Grades 9 through 12, in
April 2007. A letter, sent from the assistant
superintendent for curriculum/principal of the high school,
asked all high school students’ parents for permission for
their children to participate in the HSSSE (2007) prior to
its administration. Out of 434 students in the high school,
only one parent requested that his child not participate.
On April 20, 2007, social studies teachers administered the
HSSSE (2007} during the regularly scheduled 43-minute class
periods. Normal absences (16 students) and a weather-
related change in scheduling, which influenced one class of
24 seniors, resulted in 393 students participating in the
survey.

At the start of each class period, teachers read aloud
the instructions included with the survey packets for

filling out the survey and an explanation of the purpose of
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the survey. Students were informed that the HSSSE (2007)
was not a test and were told that clarifying questions were
permissible at any point. Additionally, all the social
studies teachers spoke spontaneously to students about the
importance of the survey and encouraged integrity in
answering the questions presented. The survey packet also
included a sheet for teachers with questions about their
experiences administering the survey and a request for any
comments or reports on students’ reactions to taking it.
The survey, collected by the social studies teachers, and
placed in envelopes provided by the University of Indiana’s
Center for Evaluation and Education Policy, was’returned’to
this institution for analysis.

The superintendent of the district, which is the focus
of this study, agreed to share the results of the High
School Survey of Student Engagement (2007) with me for the
purpose of examining the perceptions of district
administrators and initiating a dialogue about the redesign

of high school programs.
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Presentation of Findings

First focus group meeting. The first focus group
discussion took place in the central administrative
office’s conference room. I began the first focus group
meeting with an introduction to the purpose of the
discussion. Each participant was provided with a copy of
the report of data collected on the High School Survey of
Student Engagement (HSSSE, 2007), and a copy of the
interview guide. At the regquest of the assistant
superintendent for curriculum/high school principal, an
information sheet titled Administrators’ Meeting (see
Appendix B) was prepared the day before this meeting for
distribution to participants. This information sheet
provided an agenda and bulleted notes on the background of
the High School Survey of Student Engagement (HSSSE, 2007).

Additionally, six thematic areas that emerged from the
survey data identified on the sheet assisted with the
direction of this discussion. Those thematic areas included
a) school climate; b) daily life activities (from the
frequency of student breakfasts to how much time they spent
on the telephone}; ¢} extracurricular activities and

homework; d) school engagement; e) classroom engagement ;
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and f) relationships with administrators, and teachers,
staff and other students. Finally, the information sheet
was used to stimulate dialogue through the presentation of
one piece of cumulative data taken from the HSSSE 2007
frequency charts that illustrated each thematic area. A
tent card, with a single number on it, assigned each
administrator a numeric code to facilitate the interview
and preserve confidentiality. Administrative roles and
matching numeric codes are included in Appendix E.

In the first focus group, each individual
administrator, referred to as a “member,” received a number
following this designation. Members responded to specific
items on the High School Survey of Student Engagement
{(HSSSE, 2007). In the second focus group, numbers
corregponding to administrators’ previous designations
appear in the transcribed text (Appendix E, Second Focus
Group Meeting).

The first focus group meeting. Due to time
constraints, the researcher pre-selected pages from the
High School Survey of Student Engagement (HSSSE, 2007)
report for review and response in this one hour discussion.
The meeting began with my regquest that group members open

the HSSSE (2007) to review frequency tables that
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corresponded to survey guestions on pages 13, 14, 15 and
two items at the top of page 16. The questions and reported
student responses on these pages concerned classroom
assignments and corresponded with the themes classroom
engagement and relationships with teachers and other
students. Examples included how often students have
attended classes without assignments prepared, the
frequency with which they may have prepared papers of five
or less pages, or five or more pages, whether teacher
feedback had been helpful, and how often students had made
presentations in classes. Also included were questions
about how often students had conducted research outside of
classeg, worked with other students on projects,
encountered class gquestions that had no clear answers,
taken a test in class with essays or show-your-work
problems created by teachers, connected concepts from one
class to another, and completed teacher-made multiple-
choice assessments. The administrators took 4 minutes to
review these pages. Before the discussion began, I reviewed
the research guestions with participants and suggested that

they review the interview guide questions.
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Research Question 1

What is the relationship between high school students’
perceptions of school experiences and the perceptions of
the administrators of their school?
Interview Guide Questions 1, 2 and 3 (see Appendix C)
1. What kind of relationship do you see between student
perceptions of school engagement and administrators’
perceptions of student engagement?
2. How might the school utilize the data gathered in the
High School Survey of Student Engagement (HSSSE, 2005) to
individualize opportunities for all students?
3. What do students indicate that they do to learn out of
school that may enhance how they learn while in school?
I invited comments and perceptions from the group. The
order of the responses to HSSSE (2007) guestions therein
corresponded to the order in which group members responded

during this focus group discussion.
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HSSSE (2007) Frequencies: Page 13, Question 7e

93

Response Frequency Column %
Never 73 18.96
Rarely 127 32.99
Sometimes 118 30.65
Often 67 17.40
Total 385 100.00

Note. Question 7e was: How often have you: Prepared a draft
of a paper or assignment before turning it in?

Member 3 began the discussion with the comment,
“Prepared a draft, you would assume that. You know, we are
constantly on the kids to do this. The percentage 32 or
33%. I was just.. that was interesting.” Member 1 responded:
What we are looking at now through the 21st century skills,
it is certainly obvious that those things are needed and
that we are promoting that and that when you see it from
the kids’ perspectives, we are not doing as good a job as
we need to.

Member 1 continued to speak, drawing attention to page

15, guestion 7o.
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Table 2

HSSSE (2007) Frequencies: Page 15, Question 70

Response Freguency Column %
Never 7 .87
Rarely 25 .67
Sometimes 107 .53
Often 236 .93
Total 375 100.00

Note. Question 70 was. How often have you: Taken a test

with multiple-choice questions created by your teacher?

Member 1 responded:
I was disappointed at 70, which indicates the high
percentage of multiple—choice guestiong on a test because
we are trying to move away from that. You know, it ié the
easier way‘for many teachers. And, you know they are still
using the quicker easier way, and they are still doing
that.

Member 1 continued to speak, drawing attention to page

15, question 7m.
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HSSSE (2007) Frequencies: Page 15, Question 7m

95

Response Frequency Column %
Never 29 7.65
Rarely 103 27.18
Sometimes 184 48.55
Often 63 16.62
Total 379 100.00

Note. Question 7m was: How often have you: Worked with
other students on projects/assignments during or outside of

class?

Member 1 responded:

I would like to see more of 7m, with more of the problem
solving and creativity. I think that I see . . . my issue
is that I find parents don't like that kind of instruction.
We are‘meeting with a parent on Thursday who is really a
linear thinker and wants everything very concrete and if
there is no answer, and you give a “well it depends” kind
of question the parents are crazed. So, some of it’s ‘that
we have a lot of re-education to do as we deal with our

strategic plan. Obviously, there are needs.
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Member 2 continued the discussion drawing attention to page

13, question 7c¢, and page 13, question 7h.

Table 4

HSSSE (2007) Frequencies: Page 13, Question 7c¢

Response Frequency Column %
Never 14 3.61
Rarely 75 19.33
Sometimes 166 42.78
Often 133 34.28
Total 388 100.00

Note. Question 7c was: How often have you: Talked to your

teacher about your class work?

Table 5

HSSSE (2007) Frequencies: Page 14, Question 7h

Responses Frequency Column %
Never 24 6.22
Rarely 68 17.62
Sometimes 194 50.26
Often 100 25.81
Total 386 .00

100

7h. How often have you:

Received helpful feedback from:

teachers on assignments or other class work?
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Member 2 responded:

Two that jumped out at me are 7c and 7h, where they

talked about talking to a teacher about class work and

getting feedback from the teacher. I was surprised
that you are looking at almost 25% where the kids are
saying they have never or rarely had feedback. I.. that
again is something that, because our class sizes are
rather small, and our school population is small, that
that i1s taking place on a regular basis. But,
apparently, from the perception of the children

I am wondering are these the children who are

struggling and they are falling through the cracks, or

ig it the other way around? The other end of the
spectrum, the really bright kids who don’t feel the
need to have a discussion with their teachers about
class work or grades.

Member 1 responded with the comment, “I have another
question as you pose it. Are the teachers inviting that
kind of dialogue?” Participants discussed the veracity of
the data included in the High School Survey of Student
Engagement (HSSSE, 2007) and whether teachers had invited

students to receive feedback. Member 5 responded:
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I think the question also is how accurate this is. I
look at the numbers for us, because we are a small
school, we know our kids individually, so when I see
10% here and 14% there, I can almost figure out which
kids are saying, “I am just going to answer it this
way” and other guestions that are brought into account
gso that you can factor that in when you are doing your
research. But, there is nobody that I can think of in
the high school who hasn’t had a conversation with his
or her teacher about what happens in the classroom.

Member 1 responded with the comment, "I think there
are some teachers who don’t invite it. I think there are
kids who want it.” Member 5 responded:

It doesn’t say “all your teachers” so I can’t think of an
invite from A to Z that hasn’t had a conversation . . .if
these students were just given this survey and there is‘nq
instruction, there is nobody really asking what do you
really mean by “talking to the teacher.”

Participants requested that I inquire whether students
taking the High School Survey of Student Engagement (2007)
may have asked for clarificatiomns. I explained that term
clarification emerged from the variety of approaches the

survey presented to similar topics. Participants gquestioned
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the time of year in which the survey was administered and
whether timing might have skewed student responses. I
informed the group that the survey was administered in
April 2007. Member 8 referred to page 15, question 71.
Table 6

HSSSE (2007) Freguencies: Page 15, Question 71

Response Frequency Column %
Never 135 35.53
Rarely 141 37.11
Sometimes 84 22.11
Often 20 5.26
Total 380 100.00

Note. Question 71 was: How often have you: Worked on a
paper or proiject that required you to interact with people
outside of school (interviews, observations, etc.)
Member 8 responded:
Certainly, for the high school, I think that for
*working outside of the school on projects and
presentations” the senior internship program, which is
a very big part of the senior year, could have a big
impact on the numbers.

Member 2 responded:
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Were they asked to reflect on specifically their high
school years? Or, were they asked to reflect on their
(names school district) education? Because as I look
at 71, the project that requires you to interact with
people outside of school, what jumped out at me was,
gee if they are looking at their (name of school
district) education . . . I mean every single second
grader goes out into the community and interviews
someone.

Member 5 responded with the comment, “The same
thing with the internship, and every ninth grader has
to give a speech in their class. You wonder what they
are thinking.” Member 8 continued and referred to page
13, gquestion 7b.

Table 7

HSSSE (2007) Frequencies: Page 13, Question 7b

Response Frequency Column %
Never ; 10 2.58
Rarely 26 6.72
Sometimes ‘ 137 35.40

Often 214 - 55.30

Total 387 100.00
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Note. Question 7b was: How often have you: Asked or
answered questions in class?
Member 8 responded:
Those are two dramatically different things, or can be
for some kids. I would be very interested in
separating those two into how much of each because we
look at class participation and count that as class
participation. But, you probably have your frequently
called on kids, who are your fregquent hand-raisers.
Member 3 commented:
I am looking at what is the bottom line in terms of
the data. I think that the percentages, the total
percentages, school climate and relationships, those
are really really strong. How I would look at it is
that school engagement and classroom engagement
what are the questions that pull from and result in
these percentages.

I regquested that the group review pages 17, 19, 21,
and 22 and suggested that pages 18 and 20 may also be of
interest. Additionally, I reminded the group of the
interview guide questions and referred to Question 2 and
Question 4 for the first focus group meeting (see Appendix

C).
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Interview Guide - First Focus Group Meeting
Question 2:

How might the school utilize the data gathered in the
High School Survey of Student Engagement (HSSSE, 2007) to
individualize opportunities for all students?

Question 4:

What are the most effective ways to share the data
collected in the HSSSE (2007) with teachers?

Group participants spent 5 minutes reviewing pages 17,
19, 21, and 22. Member 8 referred to page 17, gquestions 7u
and 7v.

Table 8

HSSSE (2007) Frequencies: Page 17, Question 7u

Responses Frequency Column %
Never 18 4.74
Rarely 63 16.58
Sometimes 163 42.89
Often 136 35.79
Total 380 1100.00

Note. Question 7u was: How often have you: Had
conversations or worked on a project with at least one

student or a race or ethnicity different from your own?
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Table 9

HSSSE (2007) Frequencies: Page 17, Question 7v

Responses Frequency Column %
Never 21 5.50
Rarely 47 12.30
Sometimes 160 41.88
Often 154 40.31
Total 382 100.00

Note. Question 7v was: How often have you: Had
conversations or worked on a project with at least one
student who differs from you in terms of religious beliefs,
political opinions, income background, or personal values?
Member 8 responded:
I wonder how hard the kids have to think about who
they work with to answer these questicns. Because, on
a positive note, I think a lot of times, at this point
in our classrooms, they don’t really think about that
anymore. (Edit) So, looking at those numbers, I think
they thought about it quite a bit.
Member 8 continued and referred to page 20, question

81 and page 22, question 11.
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HSSSE (2007) Freguencies: Page 20, Question 81

1

Responses Frequency Column %
Strongly 36 9.57
disagree

Disagree 156 41.49
Adgree 148 39.36
Strongly Agree 36 9.57
Total 376 100.00

Note. Question 8i1i was:
to in school.

Table 11

04

I have worked harder than I expected

HSSSE (2007) Freguencies: Page 22, Question 11

Responses Fregquency Column %
None 19 5.05
1l or 2 82 21.81
Some 112 29.79
Most 123 32.71
All 40 10.64
Total 376 100.00

Note. Question 11 was:

About how many of your classes

challenge you academically?



105

Member 8 responded:
In terms of the interview guide questions about their
perceptions versus our perceptions, it seems to me
frequently we get into conversations with more so
parents than students, but they think they are not
being challenged, and we think they are. We say, well
if you say you are not being challenged, how come you
are only getting an 87? How come you are not doing
better? So, it turns into motivation. We need to loock
at the issue of challenge from different perspectives.
Member 3 continued and referred to page 21, gquestions

8m, and 8n.

Table 12

HSSSE (2007) Freguencies: Page 21, Question 8m

Responses Freguency Column %

Strongly 31 8.31
disagree

Disagree 117 31.37

Agree 189 | 50.67

Strongly 36 9.65

Agree

Total 373 100.00
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Note. Question 8m was: My schoolwork makes me curious to
learn other things.
Table 13

HSSSE (2007) Freguencieg: Page 21, Question 8n

Responses Frequency Column %
Strongly 56 14 .85
disagree

Disagree 184 48.81
Agree 120 31.83
Strongly 17 4.51
Agree

Total 377 100.00

Note. Question 8n: In general, I am excited about my
classes.
Member 3 responded:
I was struck by, on page 21, kids 8n and 8m, the
schoolwork not making them curious to learn other
things and excitement about their classes. Those are
very depressing. It shows, in certain ways, which is
interesting . . . I see they feel connected tovthe
teachers, by their responses. But, {(names the high
school principal) had mentioned something about 21st

century skills, something we are going to be
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perceptions, because
connection, a lot of
what comes after. It
there on a number of
consistent so far in

it.
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great. Looking at the students’
they are surely not seeing that
them, between high school and

is just not there. It is not
these questions. It seems pretty

terms of the kids’ perceptions of

Member 2 continued and referred to page 21, guestion

8p.
Table 14

HSSSE (2007) Frequencies:

Page 21, Quegtion 8p

Regponses Frequency Column %
Strongly 43 11.41
disagree

Disagree 89 ; 23.61
Agree 189 50.13
Strongly 56 14.85
Agree

Total 377 100.00

Note. Question 8p was: I see how the work I am doing now

will help me after high school.

Member 2 responded with the comment, “If you look at

8p, “I see how the work I am doing now will help me after
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high school,” 64% agree or strongly agree, so they must be
seeing some connection.” Member 2 continued to comment on a
possible connection between question 8n and guestion 11
(see Tables 11 and 13} and suggested that students who
perceive a lack of academic challenge may also report that
they are not excited about their classes. A discussion
between Member 3 and Member 5 continued to address whether
50% is an adequately positive percentage of students who
reported that they are excited to learn things other than
what they learn in school. In terms of gquerying students’
excitement about school, Member 3 noted that curiosity
requires differentiation from getting up in the morning and
going to school. Member 1 responded:
I think it’s a little bit of a dilemma because we all
know the research that says that curiosity disappears,
as they get older and come into high school. And, we
know that curiosity igs an important skill for the
future. If you are not curious, you won’'t ask
guestions. If you don‘t ask questions you are not
going to solve problems and so forth, and it all fits
into 21st century. I think it is typical for a portion
of high school kids not to say that they are curious.k

I think our challenge is, 60% is good and it is more
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than half. The challenge is how we create an
atmosphere where most teenagers are curious the way
they are when they are 5 or 6 years old. That is the
challenge we are facing because if they are not
curious, then they are going to be happy with the
status quo, and they are going to be all the things we
worry about with the future will come to fruition.

Member 4 continued and referred to page 23, gquestion
15a.

Table 15

HSSSE (2007) Freguencies: Page 23, Question 15a

Responses Frequency Column %
Not at 28 7.51
all

A little 86 23.06
Some 150 40.21
Very much 109 ‘ 29.22
Total 373 100.00

Note. Question 15a was: My school emphasizes memorizing
facts and figures in work for classes

Member 4 responded with the comment, “Almost 70% of
them see school as memorizing facts and figures. I was

nervous about that.” Member 1 answered, “That is very
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scary.” Member 4 continued and referred to page 23,
gquestion 13.
Table 16

HSSSE (2007) Frequencies: Page 23, Question 13

10

Responses Frequency Column %
None 46 12.17
1 or 2 68 17.99
Some 106 28.04
Most 118 31.22
All 40 10.58
Total 378 100.00

Note. Question 13 was: In about how many classes do you
give your maximum effort?

Member 4 responded with the comment, “It is about 41%

and if you sum, it is up to about 70%.” Member 1 responded:

I am disappointed to think they think of school as
memorizing and then I think of some of the staff and how
they work with the kids. And, so much of what they are
asking them to do is remember and give back facts with
multiple-choice questions, which are the biggest kind of’
tests we give. That is what we ask for, so I think this is
good becauge it is just another element (hand indicates

HSSSE data printout) in our whole strategic plan. We are
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thinkiﬁg about changing the way we think about teaching and

learning. |
Member 2 continued and referred to page 24, question

15e.

Table 17

HSSSE (2007) Frequencies: Page 24, Question 15e

Responses Fregquency Column %
Not at all 18 4.89
A little 66 17.93
Some 129 35.05
Very much 155 42.12
Total 368 100.00

Note. Question 1l5e was: My échool emphasizes: Spending a
lot of time preparing for state and district standardized
tests.

Member 2 responded with the comment, “They say that
77% say they spend a lot of time preparing for state and
district standardized tests.” Member 4 responded:
I don‘t think that they (studentsg) look at some of the;
guestions on the standardized tests as critical thinking
questions. When they have to take the facts that they know

they have to memorize and concepts and extrapolate out to
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higher-level process itself.
Member 1 responded:

When the teachers do that, the kids have this
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discomfort. We see it first in 10th grade with (names

teacher) AP Euro. It drives the parents over the edge

and the kids over the edge because you don’t have

those answers. The questions say, what did you learm,

what do you think, and they are (hand gesture

indicates confusion). It is that they can’t get their

“A” because they studied 5 hours. They can recite

everything but they . . . Well, they don’t know how to

take what they have and . . . We are in the throes of

change right now. I think we have to be able to

support, as we are talking here right now, the

teachers differently. The assessments have to look

different.

Member 9 continued and referred to pages 21 and 22,

guestions 8o, and 8qg.
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Table 18

HSSSE (2007) Frequencies: Page 21, Question 8o

Responses Frequency Column %
Strongly 20 5.36
disagree

Disagree 77 20.64
Agree 205 54 .96
Strongly Agree 71 19.03
Total 373 100.00

Note. Question 8o was: I value the rewards (grades, awards,
etc.}) that I get at school for my work
Table 19

- HSSSE (2007) Frequencies: Page 22, Question 8g

Responses Frequency Column %
Strongly 19 5.09
disagree

Disagree 76 20.38
Agree 209 56.03
Strongly Agree 69 18.50
Total 373 100.00

Note. Question 8g was: I feel good about who I am as a

student
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Member 9 responded:
These are the self-esteem type questions. They are off
the charts on the agree and strongly agree. It is very
interesting. I think that even the students who might
be going through it, marking down the “rarely, rarely”
these jumped out. We certainly have kids who are
feeling good about themselwes. This is consistent with
some studies that I have seen on American students’
self-perceptions.
Member 8 continued and again referred to page 21,
question 8p.
Table 20

HSSSE (2007) Frequencies: Page 21 - Question 8p

Responses Frequency Column %
Strongly 43 11.41
disagree

Disagree 89 23.61
Agree 189 50.13
Strongly 56 14.85
Agree

Total 377 100.00

Note. Question 8p was: I see how the work I am doing now

will help me after high school
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Member 8 responded:

I think 8p is such a fundamental gquestion (8p on page

21). Will this help me after high school? It is so

dependent on their environment and family situation. I

would be very interested in asking the same question

in 4 years or 10 years, or 20 years. Was the stuff
they learned in high school useful to them now? You
are really asking them to project. This is the basic
idea of education and very relevant to our 2lstcentury
view. I think that is an extremely significant
guestion. Another one that I think we would get great
value out of looking at deeper perceptions. I agree
and strongly agree, 64% . . . what specifically are
they thinking about? What are they doing right now
that will help them? I would be curious to see if that
matches what we think is significant and what they are
doing now.

Due to time constraints, I suggested that the focus
group proceed to review pages 34, 35, and 36. Participants’
took 5 minutes to read the suggested pages. Member 1
responded:

We are dealing with an issue in the middle school

right now with reading, writing and language skills.
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It is interesting to see that right now, we are
roughly . . . 75% of the kids feel good about what
they are learning and acquiring, and 25%, who are not
becoming proficient in those areas. I guess I would
like to think about those kids. It is not a surprise
for me to see the statistics because I do believe we
have been wrestling with looking at high school data
moving kids. There is always 25%, or you go between 20
and 25%, who you can’t move into that 75% range
academically. And, there are kids who are struggling.
I am not sure, if we are addressing their needs, or if
we are getting them by. They are making it, but they
are not, if they are not getting all of the skills
they need. Even if they are taking the state
assessmentg, they are passing, but they are not where
they need to be. That has been consistent for a long
time. Typically, the kids who fall into there (meaning
the 25%) are new to our district, middle and or high
school. They haven’t come through our district. They
are_kids who come from immigrant families’so they are
dealing with other language issues. Or, some are |
dealing with some other kinds of family situations. I

am not surprised with the statistic of kids who are



not feeling that we are addressing their needs and I
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am not satisfied that we are addressing it. Even with

75% or 80% of our population (gestures toward the

HSSSE report and indicates the number of students who

report that the school is addressing their needs)

there is a bit of our population who are being left

behind.

Member 3 continued and referred to page 27, questions

16h, 1637, and 16k.

Table 21

HSSSE (2007) Fregquencies: Page 27, Question 16h

Responses Frequency Column %”
Not at 39 10.60
all

A little ’ 91 ‘24.73
Some 155 42.12
Very much 63 22.55
Total 368

100.00

Note. Question 16h was: School contributed to growth:

Learning independently
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Table 22

HSSSE (2007) Frequencies: Page 27, Question 167

Responses Frequency Column %
Not at 56 15.30
all

A little 123 33.61
Some 125 34.15
Very much 62 16.94
Total / 366 100.00

Note. Question 16j was: School contributed to growth:
Gaining awareness of conditions in the community outside of
school

Table 23

HSSSE (2007) Freguencies: Page 27, Question 16k

Responses Freguency Column %
Not at 57 15.53
all

A lit;le 97 26.43
Some 146 39.78
Very much 67 18.26
Total 367 100.00

Note. Question 16k was: School contributed to growth:

Developing clear career goals
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Member 3 responded:

On page 27, you start with 16h (see Table 22), you
start with 34% are saying the school is not
contributing to their independent functioning,
learning, and solving real life problems. Forty-six
percent are saying that you (the school} are not doing
that. Awareness of conditions in the community, 48%
are saying we haven’t hit that. Developing clear
career goals, which shocked me, 41%. The relevance to

school work to life after school, is 39"

percentile. I
mean, those are pretty interesting statistics.
Member 2 responded:
16k, I am not so surprised about that. A lot of kids, when
they leave high school, they really don’t know what they
want tq do. And, it is not until they get into college
Cr, after that, they . . . Well, they get into college
and start working through a program and they say, “Whoa,
this isn’t for mef and they switch. So, this doesn’ﬁ
surprise me as much.
Member 5 responded with the comment, “Some of the jobs

these people will be doing aren’t even invented yet.”

Member 2 continued and referred to page 27, question 16i.



Table 24

HSSSE (2007) Frequencies: Page 27, Question 161

Responses Frequency Column %
Not at all 82 22.22
A little 91 24 .66
Some 147 39.84
Very much 49 13.28
Total 369 100.00

Note. Question 161 was: School contributed to growth:

Solving real world problems

Member 2 responded with the comment, “But, the one
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that does surprise me is a lot is 16i, that they don’t feel

that we have taught them how to solve real world problems.

That is a high number. Member 3 continued and referred to

page 26, guestion 16g.
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Table 25

HSSSE (2007) Frequencies: Page 26, Question 1lé6g

Responses Frequency Column %
Not at all 36 9.86
A little 81 22.19
Some 169 46.30
Very much 79 21.64
Total 365 100.00

Note. Question 16g was: School contributed to growth:
Working well with others
Member 3 responded with the comment, “If you look at
16g, “working well with others” on page 26.” Member 4
answered, “67% say they do.” Member 3 replied, “I don’t
think that is good.” To which Member 4 sgaid, “I am not
saying that.” Member 1 responded:
It is because I did away with Junior/Senior Day. (The
speaker refers to misconduct on the part of students
that resulted in the cancellation of this event.) They
used to claim that that was a time for them all to
work together. It brought them all together. They used
to tell us that at senior exit interviews. That was
great. They had to solve these problemg together.

(Laughter from group)
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Member 2 continued the discussion with a suggestion
that specific questions on similar topics did not produce
congistent results. Member 2 added, “ When you compare some
of these answers with some of the specific questions in
here (gesture indicates the HSSSE report) the numbers don’t
match up.” Member 4 continued and referred to page 26,
question 1éd.

Table 26

HSSSE (2007) Freguencies: Page 26, Question 1éd

Resgponses Frequency Column %
Not at all 29 7.90
A little 54 14.71
Some 182 49.59
Very much 102 27.79
Total 367 100.00

Note. Question 1lé6d was: School contributed to growth:
Thinking critically
Member 4 responded:
You have some contradictions here. If you look at
1l6d, 77% say the school has contributed to their
growth in terms of thinking critically and yet, they

say that teaching they are being asked to learn facts.
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Member 2 suggested that inconsistencies in student
responses to guestions on similar topics may result from
the High School Survey of Student Engagement (HSSSE, 2007)
having flaws comparable with those in “all surveys.” The
group identified the following issues that may account for
inconsistencies in the HSSSE (2007) data: including too
many questions, the month of administration, lack of
adequate explanation, lack of understanding of the meaning
of questions, small print, and difficulties for special
education students. I clarified the process involved in
filling out the HSSSE (2007) and pointed out that students
were free to ask facilitators for clarifications.

I directed the focus group participants toward pages
34, 35, and 36. Group members made short reactive comments
as they reviewed these pages. Group members engaged in a
conversation about guestions with drop down lists of
possible answers from which students may have selected an
appropriate choice for themselves. These questions
recorded specific student responses and the number of
students who did not make that same ghoice. Choices were
calculated into frequencies with the number of students
making that choice and a correlating percentage and the

number of students who did not choose that particular
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answer and a correlating percentage. Students who did not
make that particular cholce were recorded as no response.
Focus group members spent several minutes discussing
whether no response meant a refusal to respond or indicated
an alternative response. Member 5 clarified the scoring
method for Member 2.

Member 2 referred to pages 34 and 35, questions 24 and
25. Question 25 presented six possible choices, all of
which are included below.
Table 27

HSSSE (2007) Frequencies: Page 34, Question 24

Responses Frequency Column %
Never 5 1.34
Cnce or 16 4.29
twice

Once in a 105 28.15
while

Every Day 197 52.82
Every Class’ 50 13.40
Total 373 100.00

Note. Question 24 was: Have you ever been bored in class in

high school?



Table 28

HSSSE (2007) Frequencies:

Page 34, Question 25

Responses Frequency Column %
No 278 70.74
response

Yes 115 29.26
Total 383 100.00

Note. Question 25 was: Why bored? Work wasn’t challenging

enough?

Table 29

HSSSE (2007} Frequencies: Page 34,

Question 25

Responses Frequency Column %
No 282 71.76
response

Yes 111 28.24
Total 393 100.00

Note. Question 25 was: Why bored? Work was too difficult
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Table 30

HSSSE (2007) Frequencies: Page 34, Question 25

Responses Frequency Column %
No 82 20.87
response

Yes 311 79.13
Total 393 100.00

Note. Question 25 was: Why bored? Work wasn’t interesting

Table 31

HSSSE (2007) Frequencies: Page 34, Question 25

Responses Frequency Column %
No 245 | 62.34
response

Yes 148 37.66
Total 393 100.00

Note. Question 25 was: Why bored? Material wasn’t relevant

to me
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Table 32

HSSSE (2007) Frequencies: Page 34, Question 25

Regponses Frequency Column %
No 275 69.97
response

Yes 118 30.03
Total 393 100.00

Note. Question 25 was: Why bored? No interaction with the
teacher
Table 33

HSSSE (2007) Freguencies: Page 34, Question 25

Responses Frequency Column %
No 343 87.28
response

Yes 50 12.72
Total 393 100.00

Note. Question 25 was: Why bored? Other

Member 3 commented, “(Whistles) Wow. Every day.”
Member 1 said, “Yes, that is the cool thing, to be bored.”
Member 2 responded with the comment, “But, that is a lot of
kids. You are talking about 70% on number 25. Why were you
bored? The work wasn’t challenging enough. Seventy percent

of the kids didn’t even answer it.” Member 3 referred to



pages 35, 36 and 37, guestions 26a, 26b, 26c, 26d, 26e,
26f, 26g, 26h, and 26i.
Table 34

HSSSE (2007) Frequencies: Page 35, Question 26a

Responses Frequency Column %
Not at 162 44 .51
all

A little 117 32.14
Some 71 19.51
Very much 14 3.85
Total 364 100.00
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Note. Question 26a was: What excites/engages you?: Teacher

lecture
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Table 35

HSSSE (2007) Frequencies: Page 35, Question 26b

Responses Freguency Column %
Not at 47 13.02
all

A little 72 19.94
Some 142 39.34
Very much 100 27.70
Total 361 100.00

Note. Question 26b was: What excites/engages you?:
Discusgion and debate
Table 36

HSSSE (2007) Freguencies: Page 35, Question 26c

Responses Frequency Column %
Not at 145 40.17
all

A little 123 34.07
Some 61 16.90
Very much 32 8.86
Total 361 100.00

Note. Question 26c was: What excites/engages you?:

Individual reading
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Table 37

HSSSE (2007) Frequencies: Page 36, Question 26d

Responses Frequency Column %
Not at all 156 43.33
A little 112 31.11
Some 72 20.00
Very much 20 5.56
Total 360 100.00

Note. Question 26d was: What excites/engages you?: Writing
projects
Table 38

HSSSE (2007) Fregquencies: Page 36, Question 26e

Responses Frequency Column %
Not at all 119 32.87
A little 121 33.43
Some 99 27 .35
Very much 23 6.35
Total 362 100.00

Note. Question 26e was: What excites/engages you?: Research

projects



131

Table 39

HSSSE (2007) Frequencies: Page 36, Question 26fF

Responses Frequency Column %
Not at all 60 16.76
A little 89 24.86
Some 150 4 41 .90
Very much 59 16.48
Total 358 100.00

Note. Question 26f was: What excites/engages you?: Group
projects

Table 40

HSSSE (2007) Frequencies: Page 36, Question 26g

Responses Frequency Column %
Not at all 109 30.53
A little 99 27.73
Some 120 33.61
Very much 29 8.12
Total 357 100.00

Note. Question 26g was: What excites/engages you?:
Presentations



Table 41

HSSSE (2007) Frequencies: Page 36, Question 26h

Responses Frequency Column %
Not at 108 30.51
all

A little 104 29.38
Some 96 27.12
Very much 46 12.99
Total 354 100.00

Note. Question 26h was: What excites/engages you?: Role

plays
Table 42

HSSSE (2007) Frequencies: Page 37, Question 26i

Responses Frequency Column %
Not at 87 YSrvR
all

A little 85 23.88
Some 87 24 .44
Very much 97 27.25
Total 356 100.00
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Note. Question 26i was: What excites/engages you?: Art and

drama activities
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Member 3 commented, “I want to know what excites them.
Nothing. None of the choices are here that excites them.
Except, teacher lecture is the best. Teacher lecture, some
or very much. I added those so that is 22%.” Member 2
replied, “You are talking about 70% on number 25. Why were
you bored? The work wasn’'t challenging enough.” Member 3
continued, “On number 25, versus no interaction with
teacher? The reason you are bored is because the teacher
didn't interact with you.” A brief conversation among
members ensued with a focus on the ethnic identities of
students. Member 3 picked up the conversation and seid, “I
want to know what excites them. Nothing. None of the
choices are here that excites them. Except, teacher lecture
is the best. Teacher lecture, some or very much. I‘added
those so that is 22%. Now, if you . . . now, I go down.
Discussion and debate.” Group members made brief comﬁente
about students enjoying the passion of discussion and
debate as an opportunity to passionately share opinions.
Member 1 commented that these discussions lack content.
Member 8 brought the discussion back to the interview

guide.
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Interview Guide - Questions 2 and 3.
2. How might the school utilize the data gathered in
the High School Survey of Student Engagement (HSSSE, 2005)
to individualize opportunities for all students?
3. What do students indicate that they do to learn out
of school that may enhance how they learn while in school?
Member 8 asked, “OK, so for the critical questions.
How do we use this data to individualize opportunities? How
do we use this to enhance what they have learned?” Member .8
continued:
Here’'s specific stuff on . . . Ok, they don’'t like
lecture and they like discussion and debate. They like
role-playing. We could have probably guessed at many
of these things. But, a lot of the other questions
about being bored and relating to teachers and
answering guestions, and all that other stuff . . . it
(speaker indicates the ‘interview guide) asks what are
the most effective ways to get the most bang out of
your survey buck, you know, probably your target group
are your “sometimes” kids. Your “no or never” are your
negative kids, they are just going to do that. You’wve

got the self-motivated kids that are cooking along.
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That middle group and particularly the lower middle,
those are the kids. So, maybe you take a handful of
these questions, and you, you know this is anonymous,
and you find a way to get real kid-by-kid responses.
Maybe at the teacher level they can ask these exact
same questions just within their classeg and the data
goes no further than that class.

Member 8 referred to page 18, dquestion 8b.

Table 43

HSSSE (2007) Freguencies: Page 18, Question 8b

Responses Frequency Column %
Strongly 8 2.13
disagree

Disagree 14 - 3.73
Agree 204 54.40
Strongly 149 39.73.
Agree

Total 375 100.00

Note. Question 8b was: I have the skills and ability to
complete my work
Member 8 responded saying, “For some teachers, say 8b,

that ‘some’ group is your target group. That is how to get
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the most positive change with this information.” Member 3
added:
But, it is in the school engagement, classroom
engagement area that is your lowest percentage. If you
want to take that and zero in on it in terms of the
“some”, and the guestions (speaker indicates the
interview guide) that 1link to these. In terms of the
“some” kids, those “some” percentages, that is what
you want to focus in on.
Member 1 referred to Question 4 in the interview
guide.
Interview Guide - Question 4
What are the most effective ways to share the data
collected in the HSSSE (2006) with teachers?
Member 1 responded:
I would like to ask the question to the teacher
sitting in that classroom, how important is it to have
100% of their students engaged in the activity that
they plan for the day? As they are planning that
activity, that presentation, or whatever they are
doing, are they considering that it has to interest
and motivate children or, am I doing this because it

is the next topic in the book? I think our teachers
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are in a really good place because of the other data
that looks at school climate and relationship. And,
when students are asked if teachers care about you, if
they want you to do a good job, there is a question
that asks specifically about that, and then the
percentages are off the charts. Their teachers want
them to do well. Now, what do the teachers have to do
to address the needs of the students? Some of it comes
back to the teachers, and I think that if they can be
more creative, and that is what we have been
discussing . . . how does the presentation of material
have to change a little bit? Member 8 and I were just
discussing, we have a teacher in the high school that,
when the library was being cleaned out, went and ”
grabbed all of the old filmstrips and the filmstrip
projector. We can’t get rid of it because the teacher
claims it is important. Kids are looking at this and
you want to say what do you need this for when you
have the Internet? What could this filmstrip, that you
can barely see, with people dressed as if it is 1952,
offer you? If you want to engage kids, you have to
engage kids. Well, I think part of this comes back to

if teachers want to reflect on their practice, and
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that is one of our major themes this year, we want

teachers to reflect on their practice. As they reflect

on their practice, we want them to think about the
future and the future citizens that they are
preparing. How does this data help them move to the
next level? The survey seemed timely because it fit
into the whole district initiative, and it is a small

piece and can help in the dialogue. So, we are at a

good starting point, I think.

Member 3 referred to Question 5 in the interview
guide.

Interview Guide - Question 5

What are the most effective ways to share data
collected in the HSSSE (2006} with parents and community
members?

The focus group participants agreed that the data
gleaned from the High School Survey of Student Engagement
(HSSSE, 2007), if;misinterpreted by parents and community
members, may’be politically problematic. I thanked the
administrators and asked if there were any final comments.
Member 2 focused on the preponderance of HSSSE (2007) data
in which student responses were divided into 75% who,

“think we are doing a good job,” and 25% who do not.
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Member 2 asked:

Who are these kids that are feeling that we are not
comfortable with writing strategies or they are not
comfortable getting up and doing an oral presentation.
And, as educatorsg, in the classyoom, are we letting
these kids fall through the cracks?

Member 1 responded to Member 2:

You know, #2, which is absolutely . . . I couldn’t
agree with you more. As a high school, we could
multiply it district-wide; we could also bring it down
to each individual teacher in his or her classroom
with 22 kids sitting in front of them. So, if 24% of
them are not doing a good job, are there four or five
kids who ére not having their needs addressed?’And,,I
am sure there probably are.

Member 3 responded:

What really stood out was one of the biggest areas
thatihad to do with that (differentiation). And, I do
think that the models we are using fit beautifully
into this (gestures toward the HSSSE report). Even the
language, when you talk about student engagementvand
so forth. If teachers can start using that and

thinking more about that in terms of the language of
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how do you engage kids. How do you use that exact
terminology, that language, so that everybody is
talking about the same type of things? There are two
areas where we are lower than we should be (school
engagement and classroom engagement). If it were 80%,
I would feel excited, across the board. I feel we
should be pleased we do have those strong percentages
in school climate and relationships. That is
fantastic.
I thanked the administrators for their participation'
in the first focus group interview and concluded the

gsegsgion.

Summary of the first focus group meeting. In the first
focus group meeting, due to the volume of data on the High
School Survey of Student Engagement (HSSSE, 2007), I
directed the administrators’ attention toward pre selected
survey pages. I distributed copies and‘read aloud from the
research’and interview guide questions that corresponded
with the content of the data and guided the discussion.
During the meeting, the administrators read the HSSSE
(2007) data on the selected pages and shared their

perceptions.
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The focus group began with administrators reviewing
data on survey pages 13, 14, 15, and two questions at top
of page 16. These questions related to Research Question 1
and Interview Guide questions 1, 2, and 3 (see Appendix C).
The gquestions included 7e, 70, 7m, 7c¢, 7h, 71, and 7b,
related students’ classroom engagement, relationships with
teachers and relationships with other students.

I observed that the administrators’ responses to these
questions appeared to fit into four general categories.
First, administrators registered emotional reactions that =
expressed surprise, disappointment, disbelief, and less
frequently, gratification over the percentage of students
who gave positive, negative or neutral answers to specific
questions. Second, based on students’ responses,
administrators questioned the internal validity,
reliability, and construction of the survey. Third,
administrators questioned the integrity and seriousness
with which the students responded to the survey. Fourth,
the administrators framed questions that reflected their
willingness to evaluate policies and practices that may
have impacted students' responses and might be considered
as»factors in redesigning programs in the small high school

that is the focus of this study.
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Next, I asked the administrators to review data on
pages 17, 19, 21, and 22. These data, which corresponded to
guestions 7u, 7v, 8i, 11, 8m, 8n, 8m, 8p, 1l5a, 13, 1l5e, 8o,
8g, 8p, 16h, 16j, 16k, 16i, and 1l6g related to working
collaboratively with peers inside and outside the
classroom, levels of academic challenge experienced by
students, and the degree to which students felt themselves
to be curious, excited or bored by schoolwork.
Additionally, these data related to school relevance and
students’ perceptions of themselves as effective, self-
directed learmners.

Administratorsg’ responses to the data presented on
pages 17, 19, 21, and 22, included questions about the
ﬁeaning of language used in the HSSSE (2007) and the
meaning of the words “challenge,” or, “boredom” in terms of
how students might perceive their meaning or intentionally
want to report being bored to be “cool.” The administrators
appeared baffled (non verbal responses included head nods
and furrowed brows) as they considered the percentage of
students who reported a lack of curiosity about learning.
One administrator asked how understanding what students
mean by words such as “challenge” could impact the

development of school programs that encourage and maintain
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curiosity in students throughout the course of their K-12
education. Administrators acknowledged students’ survey
responses that indicated that the curriculum requires rote
learning and simultaneously that a majority of students
experience discomfort with open-ended éuestions and
assignments. The focus group participants also noted that
an overwhelming majority of students reported feeling cared
about by adults in the high school. Finally, one
administrator asked how the school might better address the
needs of students who had answered “some,” the most neutral
answer choice available for many of the survey’s questions,
when asked about learning-style preferences, choices of
activities, or attitudes toward schoolwork.

I directed the administrators’ attention to data
presented on pages 35, 36, and 37 of the High School Survey
of Student Engagement (2007). These data related to
questions 24, 25k(Tables 29-34),26a, 26b, 26c, 26d, 26e,
26f, 26g, 26h, and 26i which refer to preferences for
classroom learning modalities including, lecture,
individual reading, discussion, debate, writing, research
projects, group projécts, presentations, role plays, aﬁd

arts integration into curriculum.
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Administrators registered surprise at the large
percentage of students whose answers reflected no
particular preferences for any learning modality. At that
point, the discussion shifted to the importance of more
deeply engaging students who currently report average
levels of engagement. One administrator suggested that the
results of‘the survey, presented in small group and one-on-
one discussions with students, might clarify the meaning of
the survey gquestions, so that teachers could gain a deeper
understanding of the kinds of teaching and learning that
would effectively engage these students.

The focus group discussed the importance of addressing
the instructional needs of the students who respond “some”
in answer to questions about learning-style preferences and
attitudes toward schoolwork. An administrator pointed
toward the need for teachers to employ creativity and
integrate technology to excite students and maintain their
interest. Although the focus group members agreed that
teachers should share the data in the High School Survey of
Student Engagement (2007), they agreed that the data should
not be shared with parents or community members. I assumed

that the administrators did not want the data shared with
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parents and community members because some of it may have
reflected negatively on the school district.

In conclusion, the administrators commented on the
need for differentiated instruction in classrooms, citing
that percentages of disengaged students translate into
actual numbers in a classroom. For example, the group
agreed that if 24% of students are not engaged in a class
of 22 students, that means that four or five students are
not having their needs addressed. Finally, the meeting
concluded with a consensus that classroom engagement rates
need to be at 80% or higher overall and should meet the
high level of comfort with school climate that these
students reported.

The purpose of this summary was to provide an overview
of the first focus group’s tone and discussion as they
responded to data on the High School Survey of Student
Engagement (HSSSE, 2007). Chapter V will present a detailed
analysis of the administrators'’ responses to the HSSSE
{2007) and related literature that was introduced in

Chapter II.

The second focus group meeting. The second focus group

discussion took place in the middle school principal’s
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office. The focus group included the assistant
superintendent for curriculum/high school principal and the
middle school principal, both of whom are directly
responsible for the initiation and implementation of
curricular and extracurricular programs at the middle and
secondary levels. These administrators took part in the
first focus group discussion. For the purpose of this focus
group discussion, to ensure confidentiality and continuity,
both participants utilized the same member number
designations as they did in the first focus group meeting.
I began the second focus group meeting with an
introduction to the purpose of the discussiqn. Each
participant was provided with a copy of the report of data
collected on the High School Survey of Student Engagement
(HSSSE, 2007) and a copy of the interview guide questions.
I requested that group members review the interview guide
questions, one through five, for the second meeting {(see
Appendix C). I drew the participantg’ attention toward
guestions one and two in the portion of the interview guide

intended for the second focus group.

Interview Guide Questions 1 and 2
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1. What kinds of programs might be developed based on data
collected on the High School Survey of Student Achievement
(HSSSE, 2007)7?
2. How might the school utilize data collected on the High
School Survey of Student Achievement (HSSSE, 2007) to
develop opportunities that enhance individualized learning?
The interview began when I posed a spontaneous question,
based on questions one and two (above), to initiate a
dialogue connected to three points raised in the first
focus group meeting. Those points included teacher’s
engagement of students, student’s engagement in school and
what administrators may wish to see shift in terms of
increasing student motivation. I asked:
We talked about different strategies in the classroom
and how engaged the teacher might be in engaging the
kids. What do you do about kids who are living in this
area, going to a small school where they are known,
but they are not necessarily motivated the way you
would like them to be motivated?
Membef 1 began with a personal story about a female
senior student who had, during the previous academic year,
been elected class president. Member 1 recounted seeing

this graduate working at a local diner during the following
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summer and realizing that both she and the head of guidance
services, with whom she was with, did not know this student
well. Member 1 commented:

Honestly, I don’t know where she is going to college.

I know where all these others are going and I don’t

know what she’s doing with herself. She’s a kid who

can be extremely successful in life and I don’t know
if I've engaged her. She’ll probably say positive
things about our high school. So, how do I engage
that child? I don’t know if I have an answer. I know

it is a need. I really do know it’s a need and I

watched her this summer, we went in a few times, (names

the director of guidance) and she said, “Who is that?”

She’s the pregident of the senior class, how could

that happen?

Member 1 continued to recount that although this
student was on athletic teams, she did not distinguish
herself on the field or academically. This student’s
parents were not involved in the school. Member 1 remarked
that this student’s interpersonal skills, which she
demonstrated in her work at the diner, may have contributed
to her becoming a senior class president, and yet the

school did not capitalize on her talent. Member 1 said,
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“Because, I wonder if we could have engaged her more. Maybe
we didn’t find her talent. Those are the questions I ask
myself.”

1 asked, “As we look at 21lst century skills and we
move into re designed programs, are we missing things like
interpersonal skills as an area to develop?” Member 1
continued to recount an incident in which the previously
mentioned senior class president was required for a photo
shoot, and neither she nor the head of guidance could
remember this student’s name. Furthermore, the principal
described how she typically knows the names of students,
and particular names come to mind repeatedly when a student
representative is required for a publicity opportunity or
speech. Member 1 concluded, “We have to do more. I don’t
know the answer.”

Member 8 responded:

You do hear a lot about employers criticizing colleges

for producing students that don’t have, whatever it is

can’'t write a memo at work. But, a lot of it is
that they don’t have interpersonal skills. At the
middle school level, we see it. Go to graduation, and
some kids don’t know how to shake your hand when they

accept their award . . . eye contact when they talk.
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They come from different backgrounds. When we look at

a student being the president of a class, they might

have developed a rapport after years of being with

that same age cohort of theirs. But, put them in a

different situation, they don’t know how to adapt.

Really, what we are looking to do is to graduate kids

and send them out into new situations with new kinds

of people. It’s, I think, the ability to adapt is what
we really need to be looking for. As computers make
the world look smaller, and we frequently don‘t have
to go places, we are looking at people from different
cultures when we didn’t used to. We are on the phone

with people from India or from Asia, from Europe. I

think we need more adaptability in how we teach

interpersonal skills.

I asked the focus group participants if and how their
secondary educations prepared them for leadership
positions, and what students today may need that differs
from the past. Member 8 commented:

I think part of that is the age-old nature nurture

argument. You know, it’s the athlete. Sometimes you

either have it or you don’'t. But, then there’s all

sorts of grey areas in between. Those who don’t have
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it could lapse if they don’t use it. Those that don’'t
have it could work at it and make it serviceable. So,
I think part of it is nature, you know? But, we are in
the business of nurture. So, the real question is, for
those who don’t have it by nature, how we overcome

that.

Member 1 responded, “How we overcome it is by creating
opportunities for these very low skills in order to achieve
a goal.” Member 1 recounted how her experiences on a
forensics debate team enhanced her ability to communicate.
In relation to today’s students, Member 1 commented:

Whether it is the creative writer and we figure out

how to do that, or the finance kid, and we figure out

how to do that. But, it’s thinking about different
things that kids need, giving them opportunities to
explore, and then trying to match those up with what
we know the 21st century skills should be. So, the
finance kid, what is he doing that could be kind of
his interest? What is it that he could be doing to
give him that global perspective which I know he

needs?
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I referred to the interview guide question 5 for the

second focus group meeting.
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Interview Guide - Question 5

What do you see as the relationship between student
engagement, perceived teacher support, and the development
of curriculum that directly affect student achievement?

Based on question 5, I asked Member 1 if substantive
change, achieved through administrators working one-on-one
with teachers, results in the redesign of school programs.
Member 1 said that one-on-one interactions are a primary
means by which to implement new program plans. Member 1
shared a story about how, when she had wanted to change the
high school’s math program from a consumer-based
mathematics program to a Regent’s sequential math program
{a New York State standards-based course series developed
by a state-level Board of Regents with accompanying
examinations), a particular teacher was willing to “throw
out the bock.” Member 1 asserted that without this
teacher’s support, she would not have been positioned to
implement this change. Member 8 commented:

But, without the teacher, without the one-on-one, and

saying we are going to the Board and we are throwing

consumer math out, we are throwing this out and

everyone is. going to take the Regent’s and their
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scores might dip. You know, and I need permission to

do that. I need permission to . . . you know . . . we

did all of those things. That is how . . . that is how

an administrator can make it happen. There are factors

that will contribute to it that will get in the way of
its being accomplished. But that one-on-one eventually
is probably what has to be done. People making the
change. You can talk about it, you can read about it,
you can bring the experts in, and have the consultant,
you can watch the TV shows, [but nothing happens]
unless somebody is willing to take the risk.

I continued to focus on interview guide question 5 and
asked the participants whether 21st century teachers need.
to establish relationships with students outside of their
subject areas. Member 1 responded:

It is relationship, flexibility, and a teacher who is

willing to throw out what the book says you should do

and figure out that people learn in a lot of different
ways. And the reason I tell you the (names the first
math teacher spoken of herein) doesn’t learn in the
conventional way. She struggled as a student through

high school and college. It didn’'t come easy to her.
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So, she was able to figure out a way out herself to be
accomplished in the subject. And that allows her,
because she looks at that lens for herself as a
learner, to translate that into being a teacher. So,
yeah, it is relationship, flexibility, creativity,
it’s sensitivity. You talk about differences in the
world. That translates back to learning differences.
Member 8 responded:
I think they [teachers] have to be goal oriented and
they have to . . . they have to have a certain amount
of passion for what they do and see their daily work
as a career and not as a job. And, when that gquestion
comes, and when it’s . . . that kid walks into your
room and you are about to walk down the hall to the
teachers’ room and hang out for a little while
do you say, "“Come back at period X” or, do you say,
“Show me what you got?” It’s that moment. Which type
of teacher? When no one else is looking, what do they
(teachers) do in that situation?
Member 1 added, “When teachers and students have this
positive relationship, they are going to support each

other.”
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I asked the participants to consider interview guide
question 3 included in the second focus group discussion.
Interview Guide - Question 3

3. How might academic rigor be increased based on data
collected on the High School Survey of Student Engagement
(2007) 7

Member 8 referred to the High School Survey of Student
Engagement (HSSSE, 2007) page 34, guestion 24.

Table 44

HSSSE (2007) Frequencies: Page 34, Question 24

Responses Frequency Column %
Never 5 1.34
Once or 16 4.29
twice

Once in a 105 28.15
while

Every Day 197 52.82
Every 50 13.40
Class

Total 373 160.00

Note. Question 24 was: Have you ever been bored in class in

high school?
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Member 8 responded:
I think that whatever the scientific definition of
force is is when you can apply some kind of
intellectual challenge that forces them to whatever
tool you are using. Whether it is a group project, or
humor, or (gestures with hand) you want this “A” don’t
you?” Or, whatever the tool is. You can apply some
kind of intellectual force. So, really what we are
talking about is learning the language of the boredom.
Why are they bored, and finding the key, which may be
different for different kids. So, I think it is a
matter of degree. I don’t think you are ever going to
get to the destination. And, what I think we are
continually looking to do is to strive to get closer
to finding more and more of those communication keys
for the kid in the front row . . . what motivates him
or her? What motivates this one? I think it is an
ongoing process.
Member 1 added:
If you need an answer as to how do you increase the
rigor and what is that, and what does it mean? I
think that it goes back to the person. I think each

teacher has to learn reflective practice and many of
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them have it. These schools of education are building
that into their teacher training programs. If it
doesn’'t come naturally to the teachers we have on
staff that is going to be our biggest challenge,
because there are some teachers who don’t reflect on
their practice and ask themselves, “Is this difficult
enough?” To celebrate that all kids did very well,
that’s great. You can say, all kids did very well, I
got my point across, I taught them. But, you can also
say, all kids did very well; did I ask challenging
enough questions? Or, should it be a little more
challenging? Is the gquestion open-ended enough? Is the
task open-ended enough? Did it allow for creativity?
If I want it to be rigorous, I want to make sure that
I have opened it up and that it allows for creativity
for kids to come up with crazy ideas that they can
then go out and test. That’s what I want them to do.
So, it is different for every kid, and so I agree with
(names the middle school principal). It comes back to
the teacher. So, we need to help the teachers reflect
about their practices.

I asked the participants to consider interview guide

guestion 4 included in the second focus group discussion.
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Interview Guide - Question 4

What kinds of programs might enhance student
preparedness for the 21lst century workplace based on the
learning objectives outlined by the Partnership for
21stCentury Skills (2005) including technological literacy,
cultural literacy, global awareness and communication
skills?

I asked the focus group members whether the provision
of opportunities for 2lstcentury students, including the
skills listed above, may be built into redesigned programs
considering the volume of content already reguired and
meeting the requirements of the No Child Left Behind Act
(U.S.DOE, 2001). Furthermore, I asked what these
administrators see their schools “looking like” in 2 years,
4 years and 6 years. Member 8 observed that in the school
district that is the focus of this study, the reguirements
of the No Child Left Behind Act are being met and,
therefore, [the requirements] are no longer the “bucket of
cold water that it was.” Member 8 asserted that a primary
focus, in this school, is centered on interactions between
adults and children.

Member 8 continued:
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That is a vast question. I think, again, going back to
the personnel, if the end result is to have a rigorous
program, or graduate kids at a certain level, or
whatever the goal may be . . . I think the kids need
to feel, and I think some of the gquestions in the
survey (gestures toward the HSSSE 2007 survey report)
that allude to this. The kids need to feel that the
school and the people in it care about them and relate
to them . . . that the students find the teachers, as
people, interesting. I find it extremely gratifying
when a parent tells me that a student was talking
about school at dinner. That the student brought
something up. If they are talking about school outside
of school, involuntarily, you’ve found that key.
You’ve found something. You’ve struck some kind of
chord. So, I think getting the staff tQ value that
connection and value the impact that they have on
kids, which can be very substantial . . . people that
the kids will remember into their adulthood and tell
their friends about . . . you know, "“I used to have a
teacher that . . . ”. If the teachers in the building
recognize this impact and as part of their daily

mission try to establish and nurture that positive
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affect and make themselves an adult resource for that
student, as opposed to simply being the sixth period
science teacher. That is what I would like the staff

to look like in several years.

Member 1 commented:

My lofty goal goes back to your first question. Which

is that I think we have given opportunity to the self-

motivated, high achieving kids, and because they ask
for it, it is easy to find something and give it to
them. And, I do believe that we have a lot of
different opportunities in place for children who need
either extended rigor or academic intervention. One

way or another, whether it is a mandated program or a

local program, I think we have done that and have

locked at it. I think and hope that in 2 years, that
middle group of kids has become more of an active
participant in our school.

Member 1 continued to speak about the need to involve
students who arrive at the school from a variety of
backgrounds and circumstances and who, over time, do
integrate into the life of the school, and in particular,

do not participate in activities outside of the classroom.
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Based on the interview guide question 4 for the second
focus group meeting, I asked the focus group members about
the feasibility of redesigning high school programs to meet
the needs of 21st century students. Member 1 gestured
toward a copy of the research guestions and referenced the
second guestion.
Research Question 2

2..How might data on student engagement inform the
redesign of a small high school by a redesign committee?
Interview Guide Second Focus Group Meeting - Question 4

4. What kinds of programs might enhance student
preparedness for the 21stcentury workplace based on the
learning objectives outlined by the Partnership for 21st
Century Skills (2005) including teéhnological literacy,
cultural literacy, global awareness, and communication
skills?

Member 1 responded:

I would like to say that everything is a possibility.

Because there are requirements needed for graduation,

sometimes it is not. But, that doesn’t mean that we

can’'t re-think how we get kids to take the required

examinations that they need. I would like to think
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way out of the box and then come back to something
that is reasonable. What I have been talking about a
lot is something I think . . . a four-year high school
shouldn’t exist anymore. I think that there should be
a three-year high school or a five-year high school. I
think some kids need more time to get through high
school. It is really what colleges have evolved into.
There are kids who need to take fewer classes, study,
do well, study in depth. If the goal . . . and as
(names the middle school principal)said it has to be
goal-oriented . . . if the goal is to get your high
school diploma and move on to post-secondary
education, and if that is 5 years and we have to re
design the way you do that, that’s fine. There is no
problem there. And, there are some kids who really
don’'t need to be here for 4 years because they have
done everything. They need to get out to the world.
So, the answer is, do they leave us and go off to
college? Or, do they have what we now call the fifth
year as the fourth year, where there really is an
externship maybe, and they are just not here. Maybe

they satisfy some of their requirements for that
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fourth year of English and that fourth year of social
studies out in the world. I think all of those are
possibilities. It’s different to convince people. To
do that in some communities is harder to do. I think
if I was back in New York City, it would be easier to
do. You can take that kind of risgk and you can have
more opportunity to do it, and people are more

you have more supports to do things like that. Here, I
think we do things very conservatively and a risk
means, that’s great and it’s a great idea, but wait
until my kid gets into Harvard, and then you can play
with that nonsense. I feel . . . I feel that this idea
is not as much out of the realm of reality as it used
to be 5 years ago. Because, I am hearing from reading
the Partnership for the 21st Century and from reading
about the summits that Bill Gates ran with the school
leaders, that there needs to be a change a little bit
in how we prep our kids. So, are there half of our
kids who are all finished high school at the end of
their junior year? And, we’ve pushed things down over
the years. Where those kids who are bright . . . more

capable, they are doing high school work in middle
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school. So we . . . but, we haven’'t changed high

school. So, we push it down earlier but we haven’t

done anything at the other end to say, "0k, you can
continue to be accelerated.” 8So, now what?

Member 8 added that a “personal” and “flexible”
approach to duration of time in high school and graduation
readiness may be reguired.

Member 1 responded:

Those are two really good words. Personal approach and

flexibility. And, as you look to the 21st century, you

say our workers need to have that to be successful in

the economy that they are going to work in. But, I

think in order to model that, if we don’t change, how

are we going to change the mindgset of the children who
are going to enter the world? It is going to be like
culture shock for them to go through this and then be
. out there. And, I like those two words. I think that
if we hold onto those two words as we plan and we
bring it back to the classroom and ask teachers to
hold onto those two words as they look at their:
children, as they look at their subject, look at what

they have to do each year. And, always come back and
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say, “Am I persocnalizing it? Am I being flexible in my

thinking and my approach?” I think we will do

different things. And, those two simple words have to
somehow continue to infuse into our practice, into our
language. I think that little by little you get
teachers to jump on board.

Member 1 said that an important component of the
redesign of high school programs included the hiring of new
teachers who reflect 21st century values and skills. Those
values and skills include a willingness to integrate
technology and technological expertise, subject-area
expertise, and interests and life experiences beyond the
classroom.

I asked the administrators if they planned to share
the data from the High School Survey of Student Engagement
(HSSSE, 2007) with teachers in academic year 2007-2008.
Member 1 answered that the most effective means of
disseminating the data would be through department
chairpersons as they assist with the re direction of
curriculum. Member 8 suggested that, as an initial
introduction and to start a dialogue, the HSSSE (2007) data

may be presented as a game in which questions from the
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survey are read aloud and teachers guess what percentage of
students gave a particular answer. Member 8 added, "“But, if
we just pick a few, I think it would be great food for
thought and a way to start a conversation. And, I think it
would give you a great view as to your perception
guestion.” Member 1 concurred with the game approach to
introducing teachers to the HSSSE {2007) data and added:
I want to share this (holds up the HSSSE report) with
{names the superintendent) tomorrow because he asked.
me how the meeting went (reference to the first focus
group interview), and he apologized for having to run
out, but I think if he sees the research guestions he
will at least know what the focus of this is. And, he
will be able to see . . . I kept saying to him it is
wonderful, and the data is really helpful and will fit
into our plans here in the district. And so the
message here is what we are doing, you are the leaders
and we want you to have the information before anyone
else does. And it is 21st century goals, enhancing
professional practice, and all of that goes to
engaging children, and why do we want to  engage kids?

It fits all together.
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I thanked the focus group members for their time and
concluded the interview.

Summary of the second focus group meeting. In the
second focus group meeting, I suggested that the assistant
superintendent for curriculum/high school principal (Member
1) and the middle school principal (Member 8} refer to
their copiles of the interview guide for the second focus
group. Also available for these administrators were copies
this study’s research questions and copies of the data
gleaned from the High School Survey of Student Engagement
{HSSSE, 2007). I steered the discussion with references to
the interview guide questions and auxiliary open-ended
questions. Otherwise, the participants were free to address
any of the research questions or refer to any data in the
HSSSE (2007).

In the discussion, which lasted for one hour, I
observed that the administrators openly shared their
concerns, identified challenges and expressed optimism as
they considered school reform efforts and the need for
redesigned secondary programs. The administrators discussed
the following topics. First, they must address the need for

the school administrators and teachers to implement more
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effective talent-development programs that enhance
knowledge of individual students and that address 21st
century skills (Partnership for 21st Century Skills, 2005).
Second, the administrators identified the need for students
te learn and practice communication skills. Third, the
discussion focused on the importance of working directly
with individual teachers to encourage the integration of
new curricula and differentiated strategles in classrooms.
Fourth, the focus group participants directed attention
toward the need for administrators and teachers to talk to
students and acquire a more detailed understanding of
students’ perceptions of what bores, excites and motivates
their learning. Fifth, the administrators recognized the
need for teachers to reflect on their practices and value
the impact and influence of relationships that develop
between young people and adults at school. Sixth, the
discussion focused on the development of a flexible and:
personal approach to the possibility of shortening or
lengthening students’ tenure in high school, from 3 to
Syears, according to individual needs and interests.
Finally, the administrators talked about hiring teachers

whose varied backgrounds provide a foundation for inspiring
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students and the need for teachers to share in discussions
based on the data gleaned from the High School Survey of
Student Engagement (2007).

Throughout the second focus group discussion, I
observed that the two participating administrators were
enthusiastic and optimistic about driving a forward-looking
vision of school reform. Both adminigtrators saw
relationships between adults and adults and children within
the school as the primary elements in fostering school
change. Furthermore, I noted the attention, interest,
insight, and passion expressed by each participant as the
interview progressed.

The purpose of this summary was to provide an overview
of the second focusgs group’s tone and discussion as they
responded to data on the High School Survey of Student
Engagement (HSSSE, 2007). Chapter V will present a detailed
analysis of the administrators’ responses to the HSSSE
(2007) and to the related literature that was introduced in
Chapters I and II. Also included in Chapter V are my
observations and recommendations for future regearch and
policies that, based on the HSSSE {(2007) data and

administrators’ perceptions, may enhance the adoption of
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plans for redesigned secondary-level programs in the high

gschool that is the focus of this study.
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Chapter V

Analysis of Findings, Conclusions, and Recommendations

Introduction

In response to calls for high school reforms that
address changes in global competitiveness and increased
demands on the American workforce (Friedman, 2005) this
study focused on gleaning administrators’ perceptions of
student engagement as reported by students on the High
School sSurvey of Student Engagement (HSSSE, 2007). The
study was conducted in a small high school with a student
population of 434, located in Westchester County, New York.
Due to absences and one parent requesting an opt-out for
his child on the day of the HSSSE (2007) administration,
the research sample included 393 HSSSE (2007) student
respondents. The range of respondents to any particular
guestion was between 348’and 393 students.

This high school’s administrators had articulated a
need to redesign high school programs and an interest in
including student engagement and student voice as a

component in the redesign development process. The purpose



173

of the redesign plans is to prepare students for the
anticipated demands of a global economy in which American
workers will need the skills to apply innovative approaches
to solving real-world problems, apply technological
advances, and have the interpersonal skills necessary to
communicate in a global work environment (Friedman, 2005).

The goals of this study were fourfold: (a) to utilize
data on student engagement collected in a small high school
to gather the perceptions of administrators as they prepare
to consider programmatic changes; (b)to increase student
achievement levels by implementing programs that enhance
school relevance, increase opportunities for individualized
talent development, and prepare students for educational
prospects beyond high school; (¢c) to create programs that
integrate 21st century Internet-based applications by
increasing technology and project-based opportunities into
redesigned high school programs (Friedman, 2005}; (d} to
develop a redesign plan that may lead to further studies in
smallyhigh schools with comparable demographics.

Chapter I presented the problem to be studied. High
schools provide a viable opportunity for a response to
change in the delivery and structure of secondgry education

that will prepare American students to enter a competitive
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global workforce (Small Schools Project, 2005). In order to
initiate substantial school improvement efforts,
administrators in successful small high schools need
replicable models and systemic redesign plans that are
based on knowledge of student engagement, go beyond
traditional curriculum and scheduling structures, and
provide flexible innovative approaches to program
development (Shannon & Blysma, 2006). For program redesign
to be effective, it must also include students as active
participants in shaping their futures (Cook-Sather, 2002).
To explore the relationship between administrators’
perceptions of student engagement and student responses to
the HighySehool Survey of Student Engagement (2007), three
research questions were asked:
1. What is the relationship between high‘schoolpstudents'
perceptions of school experiences and the perceptione of
the administrators of their school?
2. How might data on student engagement inform the‘
redesign of a small high school by a redesign committee?
3. How might data on student engagement inform the
development of school programs redesigned to help students
gain 21st century skills such as creative and critical

thinking, leadership, personal productivity, self-
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direction, global awareness and social responsibility
(Partnership for the 21st Century, 2006)?

In order to address these questions, two
administrative focus groups were conducted. Administrators
in these groups were asked to respond to data collected on
the High School Survey of Student Engagement (2007). The
first focus group consisted of seven district
administrators including the assistant superintendent for
curriculum/high school principal, the assistant
superintendent for finance, the director of special
services, the director of guidance services, the middle
school principal, the elementary principal for kindergarten
through first grade, and the elementary principal for
second through fourth grade.

The second focus group included the assistant
superintendent for curriculum/high school principal and the
middle school principalf The decision to include only these
two administrators was made by the first administrative
focus group as they felt that the assistant superintendent
for curriculum/high school principal and the middle school
principal were most directly involved in the redesign of

high school programs.
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Chapter II contained a review of the literature that
focused on theoretical frameworks and research interest in
the cognitive and affective components of learning and the
impact of learning environments on students. Chapter III
described the methodology used in this study to garner
gqualitative administrators’ responses to the gquantitative
data collected in the High School Survey of Student
Engagement (2007). Chapter IV presented the data collected
in two focus group discussions with administrators who work
in the district that contains the small high school that is
the focus of this study. Chapter V offers an analysis of
data, conclusions, and recommendations for policy,

practice, and future research.

Summary of Research

An analysis of the first focus group. I analyzed the
responses of the administrative focus group members based
on the data collected on the High School Survey of Student
Engagement (HSSSE, 2007) and subsequently drew conclusions‘
about how their perceptions may influence plans for
redesigned programs at the small high school, which is the

focus of this study. Due to time constraints, and the
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volume of data contained in the full HSSSE (2007) data set,
I pre selected pages from the HSSSE (2007) data for the
focus group to review. The pages from the HSSSE (2007) were
selected for the following reasons. First, I wanted to
maintain the themes of school climate, classroom
engagement, school engagement, extracurricular activities,
and relationsgships with administrators, teachers, staff, and
other students as focal points in the group’s discussion
(HSSSE, 2007). Second, I prioritized questions contained in
the HSSSE (2007) to reflect goals that the school district
had already identified and begun to implement. Those goals
included a district-wide restructuring plan to launch 21st
century teaching and learning and the introduction of the‘
Danielson Model (2007) to enhance professional development
as a part of overall school reform efforts during 2007-
2008.

To elicit the perceptions of administrators in the
first focus group, the group members were asked to consider
the following:

Research Quegtion 1:
1. What is the relationship between high school students’
perceptions of school experiences and fhe perceptions of

the administrators of their school?
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Additionally, the focus group was asked to consider
questions 1, 2, and 3 from the interview guide for the
first focus group. Those gquestions included:

1. What kinds of relationsghips do you see between student
perceptions of school engagement and administrators’
perceptions of student engagement?

2. How might the school utilize the data gathered to
individualize opportunities for all students?

3. What do students indicate that they do to learn out
of school that may enhance how they learn while in school?

Following a review of Research Question 1 and
Interview Guide questions 1, 2, and 3, I requested that the
focus group review survey data on pages 13, 14, 15, and two
guestions at the top of page 16. The order of the guestions
contained in the High School Survey of Student Engagement
(HSSSE, 2007), to which the focus group responded, are
listed below and correspond to the order in which the group
members chose to discuss them. The HSSSE (2007) guestions
included 7e, 70, 7m, 7c¢, 7h, 71, and 7b and related to
students’ classroom engagement, relationships with teachers
and relationships with other students.

In response to question 7e (Table 1), which asked how

often students had prepared a draft of a paper or
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assignment before turning it in, the data revealed that
18.96% (n = 73) of students reported never preparing drafts
of assignments. Additionally, 63.64% (n = 245) reported
rarely or only sometimes preparing drafts of assignments
before turning them in. In response to these data, Member 3
said, “Prepared a draft, you would assume that they would.
You know, we are constantly on the kids to do this.” Member
1 referred to the need to build foundation skills and the
district’s focus on building 21st century skills. For‘the
purpose of this study, and in reference to this
administrator’s comments, 21lst century skills refer to
those mentioned in Chapter I including, creative and
critical thinking, leadership, personal productivity, self-
direction, global awareness, and social responsibility
(Partnership for 21st Century Skills, 2005).

Mewber 1 cited responses to guestion 70 (Table 2) in
which 28.53% of students reported that they had sometimes,
and 62.93% of students reported that they had often taken a
multiple-choice test created by their teacher. Member 1
used the word “disappointed” in reference to teachers
taking the “easier way” to assess learning with paper-and-
pencil tests. Member 1 also responded to data in guestion

7m (Table 3) that reported that 75.73% of students rarely
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or sometimes work with other students on
projects/assignments during or outside of class. Member 1
contrasted a need for more creativity and problem solving
in the delivery of curriculum and negative parental
responses to open-ended questions that do not have concrete
answers.

An analysis of students’ responses to gquestions 7e,
70, and 7m raises issues of teachers’ mastery. In view of
research that has demonstrated that students in classrooms
with high-mastery teachers (those who systematically teach
and assess concepts) show high levels of self-regulated
learning, task engagement, and strategy use (Meece, 1994)
it is reasonable to consider what types of classrooms
foster the use of internalized self-mastery strategies in
students. Revising a paper may either be a result of an
extrinsic demand {for example, as part of a classg, grade or
assignment) or a response to an internalized performance
standard. In the latter case, the student must exercise
self-regulated behaviors (a delay in gratification before
an assignment is completed) and that student must be self-
directed if the work is being done at home. Self-regulated
and self-directed behaviors in students were influenced by

the degree of motivation that a student feels in
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approaching an assignment. Thus, a teacher who sets clear
standards and goals, expects students to apply effort,
teaches sequentially, and engages in ongoing assessments
may produce a sense of efficacy and motivation in a
student, which results in greater effort inside and outside
of the classroom. Low-mastery teachers are those who rely
on memorization and “recall of isolated facts and
information” (Meece, 1994, p.36). The HSSSE (2007) data
that resulted from questions 7e and 70, point toward a
possible relationship between a majority of students not
exerting adeguate effort on revising at-home assignments
and their teachers’ use of multiple-choice assessments in
school, which rely on memorization rather than on an
application of concepts. This relationship may need further
investigation in relation to program redesign plans.
Redesigned school programs that effectively address
previously taught students’ learning strategies, such as
writing revisions, must investigate when and where the
pattern of not utilizing a particular strategy emerged.
Additionally, it may be helpful to ask students whether
their individual self-efficacy beliefs influence tﬁeir
study skills (Dweck, 1999). Member 1l’s comment that parents

do not always support open-ended assignments suggests a
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need to examine what kinds of parent education may best
support program redesign efforts.

Question 7¢ (Table 4) shows that although 34.28% of
students (n = 133) report that they talk to “your teacher”
often (High School Survey of Student Engagement, 2007),
62.11% (n = 241) reported that they only talk to their
teacher(s) sometimes or rarely. Question 7h (Table 5) shows
that 25.91% (n = 100) report that they have often received
helpful feedback from teachers on assignments or other
class work (2007) and 50.26% (n = 194) say that teacher
feedback‘occurs sometimes. However, Member 2 responded to
the 23.84% (n = 92) students who reported that they rarely
or never receive helpful feedback from their teachers with
“surprise.” Member 2 wondered if, in view of the relatively
small class sgize in this small high school, a lack of
teacher feedback was a frequent occurrence. Member 1
commented, “I have another guestion as you pose it. Are the
teachers inviting that kind of dialogue?” Member 5
suggested that it was possible to figure out which students
answered question 7h with an attitude of, “I am just going
to answer it this way.” Member 5 continued by saying, “But,
there is nobody that I can think of in the high school who

hasn’t had a conversation with his or her teacher about
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what happens in the clagsroom.” Member 5 went on to say
that due to the size of the high school, “we know our kids
individually” and questioned what “talking to the teacher”
meant in terms of how the question on the survey was posed
to student respondents.

I observed that the discrepancy between student
responses to questions 7c¢ and 7h prompted Member 5 to
question students’ motivations to be truthful and the
construction of survey gquestions that may have prompted
different interpretations of meaning and inconsistent
regponses from students.

In Chapter II, Bandura's (1977) inclusion of teachers
was cited as important contributors to student engagement,
and learning outcomes. He theorized that the degree to
which a teacher exerts persistent effort in making academic
curricular choices is dependent on the self-efficacy the
teacher feels toward the level of task difficulty demanded
by the curriculum. If a teacher does not have a broad and
in-depth knowledge of the subject matter he/she is
teaching, there may be a greater tendency for that teacher
to utilize low—mastery assessments. In view of Bandura's
(1977) assertions, the data gleaned from questions 7e, 70,

and 7m and the use of multiple-choice questions as



184

assessment tools needs to be considered on a district-wide
basis. I observed that student responses to questions 7c
and 7h indicated a need to investigate the impact of a
relationship between teachers’ reliance on multiple-choice
assessments and the development of studentg’ abkilities to
ask reflective questions and/or seek teacher feedback for
clérification. Furthermore, teachers may feel less
comfortable in the role of facilitators in constructivist
classrooms than they do when curricula and assessment
support the traditional role of teachers as experts. From a
program improvement standpoint, administrators need to
consider what might give cohesion to the development»of
effective grade-to-grade practices that encourage dialogue
between students and teachers and are manageable within the
constraints of the school’s schedule and operatiomn.

Question 71 (Table &) asked students how often they»
have worked on a paper or project that required them to
interact with people outside of school doing interviews,’
observations or other types of investigations (High School
Survey of Student Engagement, 2007). Of the total number of
gstudents who responded (n = 380), 72.64% (n = 276) reported
that they never or rarely participated in work that

required involvement with people or situations outside of
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school. Of the remaining students, 22.11% (n = 84) reported
sometimes working with people or situations outside of
school and only 5.26% (n = 20) reported that they have
often worked on a paper or project that required out-of-
gchool interactions. Member 8 suggested that these data
might be skewed by the April 2007 administration of the
High School Survey of Student Engagement (2007), which took
place in advance of seniors’ participation in community
internships during May and June 2007. Member 2 pointed
toward an experience interviewing community members in
which high school students who had been in the district
since second grade participated. Member 2 suggested that,
in view of their second grade project, it was unclear if
these high school student respondents were considering
recent or long-term educational experiences when they
answered question 71. Member 5 said that all ninth graders
are regquired to “give a speech in their class” and said(
“You wonder what they (students) are thinking.”

Chapter II provides a discussion of experiential
learning theories. Educational theories are not new and
have been promulgated throughout the 20th century. Notably,
as early as 1938, Dewey postulated that learning takes

place in social contexts and that participation in concrete
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activities stimulates and encourages the application of
concepts that the learner is trying to grasp. Vygotsky, a
pioneer of social constructivism, theorized that the
cultural and social context in which a learner is embedded
results in cognitive growth as a product of activities
practiced in the environment in which an individual lives.
Interactions within the social/cultural context, then,
become catalysts for the development of higher order
conceptual thinking (Vygotsky, 1962).

The historical basis for constructivist and
experiential learning, and the Partnership for 21st Century
Skills’ (2005) identification of real world problem solving
and the development of communication skills as key
components in the preparation of 21st century workers,
suggest that students are not currently being required to
include community interactions into their assignments and
projects with adequate frequency. Sharing the HSSSE (2007)
data with teachers may stimulate a discussion about the
possibility of increasing the integration of opportunities
for students to interact with people and situations outside
of school that require problem-solving and communication
skills. Additionally, I suggested that the extent to which

teachers are utilizing Internet-based Web 2.0 social
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networking technologies to connect students with
organizations and people around the globe should be
considered as program redesign plans are formulated.

In answer to question 7b (Table 7), 55.30% (n = 214) of
students responded that they often ask or answer questions
in class (High School Survey of Student Engagement, 2007},
and 35.40% reported that they sometimes do. Only 9.30% of
students answered that they never or rarely ask or answer
questions during class. Member 8 made a distinction between
class participation, frequently called on students, and
those who often raise their hands. Member 3 remarked that
the “numbers” for school climate and relationships look
“really strong” and made a distinction between school and
classroom engagement saying, “What are the gquestions that
pull from and result in these percentages?”

Schunk and Zimmerman (1994) described students’ sense
of their classroom self-efficacy in terms of how students
attribute academic outcomes to either ability or effort.
Schunk and Zimmerman’s research demonstrated that what
students attributed to their academic success, however, was
mediated by whether teachers presented process and goals;
process, goals and product; or process, goals, product, and

on-going feedback with opportunities for revision and
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correction in the teaching curricula. The latter group, who
received systematic instruction toward specific goals and
products with ongoing feedback and encouragement for
revision of their work, demonstrated higher levels of
achievement than did the other three groups.

Therefore, it is possible that while hand-raising and
asking questions represent aspects of students’ classroom
engagement, and may reflect comfort with classroom climate
and relationships with teachers and peers, the frequency
with which students raise their hands or answer guestions
does not necessarily indicate that students’ achievement
levels are being optimized. Optimal achievement would only
occur if instruction engaged students and included process,
goals, products, feedback énd encouragement (Schunk &
Zimmerman, 1994). This is important because student
engagement is frequently a measure of teacher efficacy
during administrative classroom evaluations. I recommend
that teacher evaluations include student achievement
criteria over time. Professional development efforts
directed toward teacher efficacy also need to emphasize
that the attributes of classroom climate and relationships

may only significantly affect achievement if, coupled with
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masterful pedagogy, significant changes in assessment
results occur.

Vygotsky (1962) asserted that teaching is most
effective when a group of students have their thinking made
public through discussions that encourage and elucidate
both the content of academic problemg and issues
encountered as part of the learning process. Students’
abilities to ask reflective questions without embarrassment
need to be nurtured through professional development that
teaches teachers to use questioning strategies and that
supports‘redesigned programs. Some of those strategies
include guided peer-to-peer gquestioning, encouraging
teachers to model learning processes, showing videotapes of
other students grappling with problem solving, and having
teachers play the role of moderator/scribe as students
grapple with alternative solutlions to complex probleﬁs
(Schunk & Zimmerman, 1994). These strategies also align
with 21st century teaching goals as outlined by the
Partnership for 21st Century Skills (2005).

I requested that the group review data from the High
School Survey of Student Engagement (HSSSE, 2007) on pages
17, 19, 21, and 22. These pages included questions related

to students’ collaboration with peers from different
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racial, ethnic, religious, and socio economic backgrounds
and included 7u (Table 8), 7v (Table 9), 81 {(Table 10}, 11
(Table 11), 8m (Table 12), 8n (Table 13), 8p (Table 14),
15a (Table 15), 13 (Table 16), 15e (Table 17), 8o {Table
18), 8g (Table 19), and 8p (Table 20). These guestions also
related to students’ effort, curiosity, and excitement
about learning, motivation, and student perceptions of
academic challenge.

I asked the focus group to consider gquestions 1, 2,
and 3 from the interview guide for the first focus group as
they responded to the High School Survey of Student
Engagement (HSSSE, 2007) data. The interview guide
guestions included:

1. What kinds of relationships do you see between
students’ perceptions of school engagement and
administratoré’ perceptions of student engagement?

2. How might the school utilize the data gathered in the
High School Survey of Student Engagement (HSSSE, 2007) to
individualize opportunities for all students?

3. What do students indicate that they do to learn out
of school that may enhance how they learn while in school?
The order of the guestions contained in the High School

Survey of Student Engagement (HSSSE, 2007) to which the
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focus group responded are listed below and correspond to
the order in which the group members chose to discuss them.
Student responses to guestions 7u and 7v refer to the
frequency with which students have had conversations and
worked on projects with peers from different backgrounds.

The High School Survey of Student Engagement
{2007)data revealed that over 79% of students reported that
they sometimes or often have had school-related
interactions with students who are racially, ethnically,
religiously, or politically different from themselves,
and/or peers whose values or socio-economic level differed
from their own. Member 8 commented that the High School
Survey of Student Engagement (HSSSE, 2007) data reflected
positively on the degree of comfort students feel with
racial, social, and economic differences between themselwves
and their peers.

Member 8 referred to question 8i (Table 10) which
showed approximately a 50/50 split between students who
disagreed or strongly disagreed (n = 192) and those who
agreed or strongly agreed (n = 184) that they had worked
harder than they expected to in school (High School Survey
of Student Engagement, 2007). Member 8 also referred to

guestion 11 (Table 11) which showed that 51.60% of students
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reported that they were academically challenged in one (1),
two (2), or some of their classes, while 43.35% reported
that most or all of their classes presented an academic
challenge to them. Member 8 commented that conversations
about levels of academic challenge happen more frequently
with parents than with students. Member 8 related the
aforementioned data to student motivation and said, “We
say,rwell if you say you are not being challenged, how come
you are only getting an 87?” If approximately 50% of
students are not working as hard as they expected to in
high school, and approximately 50% of students report that
they are academically challenged in only one (1), two (2)
or some classes, there may be a relationship between these
two data sets that requires further investigation. If a
student is not motivated, that lack may result from an
intrinsic, extrinsic, or combined set of factors. If, for
example, Member 8’s note of a grade value of 87 points
represented the result of maximum student effort, it would
have a different meaning than if it resulted from low
effort. Low effort may result from depressed self-
expectations ({(intrinsically sourced) stemming from low
self-efficacy beliefs (Dweck, 1999), or from low levels of

teacher expectations or teacher mastery (extrinsically
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sourced) (Schunk & Zimmerman, 1994). I suggest that student
perceptions of challenge and effort, integrated into on
going classroom assessments, should include perspectives
from both students and their teachers.

Member 3 referred to question 8m (Table 12) which
showed that 60.32% (n = 225) of student respondents
reported that they agree or strongly agree that their
schoolwork makes them curious to learn other things (High
School Survey of Student Engagement, 2007} . These data
contrast with 39.68% (n = 148) of student respondents who
/reported that they disagreed or strongly disagreed that
schoolwork made them more curious to learn other things
(HSSSE, 2007). Member 3 also referred to guestion 8n (Table
13), which asked students to respond to the statement in
general, I am excited about my classes (2007). In response
to gquestion 8n, 63.66% (n = 240) students reported that
they disagreed or strongly disagreed with the
aforementioned statement. On the other hand, 36% (n = 137)
of the student respondents reported that they agree or
strongly agree with the statement that, in general, they
are excited by their classes (HSSSE, 2007).

Member 3 commented on the data for questions 8m and 8n

by saying that student responses are “very depressing.”
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Member 3 also remarked on the lack of connection between
schoolwork and student perceptions of, “What comes after.”
I observed that the data for questions 8m and 8n are
proportionally similar. The percentage of students who
agree or strongly agree that they are curious to learn
other things is 60.32% for question 8m. The percentage of
students (36.34%) who agree or strongly agree that they are
excited about their classes is almost half of the number
who reported being curious to learn other things. These
percentages for students were followed with 39.68%
reporting that they disagreed or strongly disagreed that
schoolwork made them curious to learn other things and
£3.66% reporting that they disagreed or strongly disagreed
that they were excited about their classes. I wonder what
those “other things” (High School Survey of Student
Engagement, 2007) might be, if nearly double the numbers of
students are curious to learn "“other things” than are
excited about their classes. An investigation into
students’ perceptions of curiosity and excitement about
their classes might broaden an understanding of the HSSSE
{(2007) data. This type of investigation, conducted through
direct conversations with student focus groups, would

provide an opportunity to clarify what the HSSSE (2007)
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data mean to students. Understanding students’ needs would
serve as an additional step in the program redesign
process.

Member 2 referred to question 8p (Table 14), which
asked students to respond to the statement, I see how the
work I am doing now will help me after high school, by
remarking that if 64.98% (n = 245) agree or strongly agree
with that statement “they must be seeing gome connection.”
Member 2 also noted that it is posgsible that students who
perceive a lack of academic challenge will also report that
they are not excited about their classes. Member 3 remarked
that students might interpret excited about your classes as
meaning that they are excited to get up in the merning.
Member 1 mentioned research “that says that curiosity
disappears as they get older and come into high school.” I
noted that this comment was unsupported by any mention of a
study or studies on diminishing curiosity in K-12 students.
Citing the need for 21st century skills (Partnership fer
21st Centgry Skills, 2005) to include the preservatien of
curiosity as a basis for gquestioning and problem‘solving,
Member 1 said, “The challenge is how we create an |
atmosphere where most teenagers are curious the way they

are when they are 5 or 6 years old.” I wonder what
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influences or factors in the school studied herein may
contribute to dampening students’ curiosity.

Chapter II points toward the behavioral origins of
motivation and curiosity. Skinner (1938) demonstrated that
environmental manipulations could predict and control
behavior. From a Skinnerian standpoint, for curiosity to
develop, opportunities for students to investigate problems
must exist, and teachers have to create a classroom
environment in which investigation technigques are modeled,
valued, and rewarded. Skinner’s behavioral theories have
resulted in behavioral conformity in schools. Bruner (1966)
suggested that to understand complex bodies of knowledge,
gstudents need to understand component parts. Curriculum
must be paced, and awards and punishments devised that
affect learners should promote learning. Sizer and Sizer
{1999) suggested that Skinner’s behavioral approach and
Bruner’s constructivist legacy have resulted in high
schools with policies that “run counter to the notion of
individualized high standards” (p. 50).

Sizer and Sizer (1999) asserted that in the “blizzard”
(pf 50) of curricular and extracurricular activities
offered in schools, “There are kudos for those who appear

to do the most. BAnd, grades are given, but there is little
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careful thought about the real and lasting quality of what
has been accomplished, a fact that is readily understood by
students” (p.50). Sizer and Sizer emphasized that students
are taught to appear to be on top of things rather than
being given real opportunities to master material.
Furthermore, the Sizer snd Sizer asserted that the
development of curiosity runs counter to the realities of
the standardized educational goals to which high schools
currently adhere. The Sizer and Sizer’'s perspective may
shed light on students’ responses to questions related to
curiosity and motivation that are contained in the High
School_Survey of Student Engagement (2007). Sizer and ;
Sizer’s assertions support the need for redesigned programs
that foster curiosity, develop individual talents, build
students’ strengths and encourage their interests.

Member 4 referred to question 15a (Table 15) in the High
School Survey of Student Engagement (HSSSE, 2007)which
asked students to rate the degree to which their school
emphasizes memorizing facts and figures in work for
classes. Of the 373 students who responded to this
gquestion, €9.43% (n = 259) reported that the school places
some_or very much emphasis on memorization of facts and

figures. Member 4 referred to question 13 (Table 16) which
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asked students to identify the general number of classes
students take in which they give their maximum effort (High
School Survey of Student Engagement, 2007). Forty-one point
eight percent (n = 158) of students reported that they give
maximum effort to most or all of their classes. Fifty-seven
percent {(n = 220) of students reported that they give
maximum effort to some, one (1) or two {2), or make no
effort in their classes. Member 4 related the findings in
questions 15a and 13 to the overuse of multiple-choice
assessments and the need for the district to think about
changing the way “we” think about teaching and learning.
These comments led to Member 2 drawing the group’s
attention to question 15e (Table 17) which asked students
how much emphasis the school places on spending a lot of
time to prepare for standardized tests (HSSSE, 2007).
Thirty-five percent of students (n = 129) reported that
there is some emphasis on spending a lot time to prepare
for standardized tests, while 42.12% {(n = 155) answered
that the school spends very much time on test preparation.
Member 4 responded to this data with the comment, “Almosé
70% of them see school as memorizing facts and figures. T
was nervous about that.” Member 1 responded with the words

“very scary.” Member 1 pointed out that the most common
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assessments given in the high school are multiple-choice
tests. Member 4 remarked that students do not understand
the relationship between memorization and the application
of concepts as they are presented on tests. Member 1
remarked that students, beginning in 10th grade (when
transcript concerns surface in preparation for college
applications), and parents begin to strongly resist
conceptual assessments that may negatively impact more
direct means to attaining high grades. Member 1 said that
“we are in the throes of change right now” and concluded
that “the assessments have to look different.”

The data analyzed from survey questions 15a, 13, and
15e point toward a need for teachers to help students apply
concepts and feel more comfortable with risk-taking in
complex, conceptual problem-solving tasks. Risk-taking
involves three cognitive processes including the perception
of the risk, an expectation of the outcome, and the degree
to which one perceives oneself to be effective in achieving
that outcome (Bandura, 1995). Dweck (1999) explored the
relationship between a student’s affective disposition and
learning cutcomes. Dweck described students as holding an
entity learning theory if they believed that they had a

predetermined and limited capacity for learning, and
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holding an incremental learning theory if, through effort
and personal volition, they believed that their capacity to
learn could be extended. The implication is that students
who are entity theorists believe they have a limited
capacity to learn and therefore may be less engaged
classroom learners than incremental theorists who believe
that classroom engagement will increase their capacity to
learn. Further, Dweck suggested that self-theories about
learning capacity transcend ability levels. For example,
students labeled gifted and who possess an entity self-
theory may exhibit self-limiting learning behaviors.
Dweck’s experiments on such students demonstrate that,
for example, failure to attain a desired grade may
encourage a belief that he or she has reached the maximum
potential on his/her intelligence level with a resulting
retraction from learning engagement (1999). For students
with high expectations for school achievement, or those who
have parents with high expectations for school achievement,
tackling conceptual problems may incur a risk—adverse
regponse. Therefore, I suggest that the introduction of
conceptual probleﬁ solving in the early elementary grades
and continuation through the upper elementary and middle

school grades may help students whose self-efficacy beliefs
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are weak to develop efficacy capacities early on. Parental
education programming, with an emphasis on potential
outcomes based on children’s self-efficacy beliefs and
self-regulation (ability to sustain motivation) may need to
be included in redesgsigned program plans (Dweck, 1999;
Stipek, 2004).

Regponses to guestion 8o (Table 18) show that 73.99%
(n = 276) of students agree or strongly agree that they
value the rewards (grades, awards, etc.) that they get at
school for their work (High School Survey of Student
Engagement, 2007). Responses to question 8g (Table 19) show
that 74.53% (n = 269) of students feel good about
themselves as students. Member 9 commented, “We certainly
have students who feel good about themselves.” In view of
the findings presented in Chapters IV and V, I recommend
that students’ self-perceptions and their efficacy beliefs,
investigated further, may reveal that more students feel
good about themselves than are making maximum effort or are
feeling challenged by their schoolwork. Redesigned school
programs in the high school that is the focus of this
study, might include a professional development discussion
with teachers about the concept of academic press. Academic

press is a combination of rigorous curricula and high
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expectations for learning without the performance pressures
that undermine individual efficacy beliefs. As an effort-
based motivational strategy, academic press has had a
demonstrated positive impact on student achievement
(Stipek, 2004).

Member 8 referred to question 8p (Table 20) which
asked students to respond to the statement, I see how the
work I am doing now will help me after high school (High
School Survey of Student Engagement, 2007). Sixty-five
percent of students (n = 145} reported that they agree or
strongly agree that they see how the work they are
currently doing will help them after high school (HSSSE,
2007). Thirty-five percent (n = 132) of students reported
that they disagree or strongly disagree with the statement
that they see how the work they are doing in high school
may help them in the future (HSSSE, 2007). Member 8 sgaid,
*I would be very interested in asking the same question in
4 years or 10 years, or 20 years.” Member 8 continued,
“This is the basic idea of education and very relevant to
our 21st century view.”

I observed Member 8°'s positive focus and noted that
Member 8’s comment reflects a focus on student responses to

attribute-based questions. Attribute-based gquestions are
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those that demonstrate strong efficacy responses from
students who are more likely to believe that they possess
the gualities necessary to succeed in reaching long-term
goals (Schunk & Zimmerman, 1994). Affirmative distal goal-
orientations may reflect relevant perceptions (students who
are actually able to perceive the value of a relationship
between secondary education and advanced academic and
career applications), stable performance expectations
(students who believe that, based on their performance in
high school, they will be able to succeed in careers), or
may be based on high self-esteem. The High School Survey of
Student Engagement (HSSSE, 2007) data reveal some of the
variables which impact the development of self-efficacy
including attitudes toward school and the ability to
formulate short-term and long-term goals. Also illuminated
are connections between students’ motivation and effort and
students’ perceived value of the education they are
receiving. The complexity of student responses to
educational climate and performance expectations, and how
students express that complexity through the HSSSE (2007),
requires further investigation. A further limitation in
terms of assessing student perceptions of how helpful they

feel their secondary education may be after they graduate
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is that the HSSSE (2007) does not ask students about their
perceptions of possible future outcomes based on
international achievement levels for students of similar
ages. Exposure to international studies on student
achievement, notably the Trends in International
Mathematics and Science Study (TIMSS, 2003}, may provide an
additional data source for teachers and students to use in
conjunction with HSSSE (2007) data as program redesign
plans progress.

I requested that the focus group review data from the
High School Survey of Student Engagement (HSSSE, 2007) on
pages 34, 35, and 36. These pages included questions
related to the manner in which the school contributed to
growth in students’ independent learning skills, awareness
of conditions in the community outside of school,
development of clear career goals, ability to solve real
world problems, think critically, and work well with
others. These same questions also related to factors that
may contribute to boredom or excitement/engagement in
school, and whether students feel they have the ability and
skills necessary to complete their work (High School Survey
of Student Engagement, 2007). Questions included 16h (Table

21), 16j (Table 22), 16k (Table 23), 16i (Table 24), 1lég
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(Table 25), and 16d (Table 26). Also covered in this
section of the data analysis are guestions 24 (Table 27)
and 25 (Tables 28-33}). Finally, questions addressed are
26a-i (Tables 33-42) and 8b (Table 43). The guestions in
this section of the data analysis appear in the order in
which the focus group members chose to discuss them.
Member 3 referred to questions 16h, 1637, 16k, 16i,
16g, and 16d, and the large percentages of students
(approximately 40-45% on all measures) that reported that
students perceived the school had contributed a little or
not at all to their growth as independent learners.
Additional answers to these questions showed that students
felt the school had contributed a little or not at all to
their awareness of community conditions, development of
their career goals, critical thinking, and abilities
necessary to solve real world problems (High School Survey
of Student Engagement, 2007). Member 4 responded that
question 16g, which asked how school had contributed to
growth in the area of working well with others (HSSSE,
2007) reported, "“67% say they do.” Member 3 replied, *I
don’t think that is good.” Member 1 associated the above
data with the cancellation of Junior/Senior Day (due to

student misconduct), an event that students reported gave
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them a chance to work together. The administrators laughed
together at this point in the discussion.

The High School Survey of Student Engagement (HSSSE,
2007) data on questions 16h, 163j, 16k, 16i, 1l6g, and 1léd,
asks the degree to which students feel the school has
contributed to their growth in the areas of independent
learning, community awareness, development of career goals,
ability to solve real world problems, think critically, and
work well with others. The guestions mentioned above may be
negatively correlated with the data from question 71 (Table
6). Question 71 shows that 72.64% {(n = 276), of students
reported that they have never or rarely worked on a paper
or project that required them to interact with people
outgside the school in interviews, observations, and through
other means (HSSSE, 2007). It is possible that the fewer
the opportunities for students to interact outside of
school, the greater the likelihood that students will
report that school has not contributed to their growth in
terms of independent learning, community awareness, real
world experiences with problem solving, the development of
clear career goals, and critical thinking. Since working
well with others may take place inside or outside of

school, it is not surprising that 67.94% (n = 248) of
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students reported that they believe the school has
contributed to growth in this area. In this case, there may
be a positive relationship between student reports that
they feel good about themselves as students (gquestion 8q,
Table 19), and additional HSSSE (2007) data that indicates
a positive school climate and good relationships with
teachers and peers, and students’ perceptions that the
school has contributed to their ability to work well with
others.

The administrators’ perceptions of the data obtained
from the High School Survey of Student Engagement (HSSSE,
2007) suggest that the focus group participants perceived
student responses to be inconsistent answers by students on
questions that appeared to address similar topics.
Additionally, administrators attributed students’ responses
as reflecting flaws that appear in “all surveys.” The
group identified their reasons for inconsistencies in the
HSSSE (2007) data. These included too many questions, the
month of administration, lack of adeguate explanation,
students’ lack of understanding of the meaning of
questions, small print, and difficulties for special
education students. The administrators’ perceptions

indicated a lack of trust in the integrity of students’
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feedback on their school experiences and a lack of
understanding of how different questions on the High School
Survey of Student Engagement (HSSSE, 2007) relate to one
another. I observed that the presentation of the HSSSE
(2007) data to the focus group and time constraints
captured only initial reactions from the participants.
Participants’ reactions may or may not reflect more deep-
seated mistrustful attitudes toward students. Therefore,
the researcher recommends that discussions with these
administrators continue following the conclusion of this
study. Further discussions with the administrative focus
groups would serve to clarify administrative perceptions of
students based on the HSSSE (2007} data and identify which
findings are most relevant to redesigning programs in this
high school. Included in further discussions with
administrators, in addition to the HSSSE (2007) data,
should be the findings of this study and the full verbatim
transcripts from the first and second focus group meetings.
The transcripts would serve as a record of the discussions
and allow for an expanded dialogue that would clarify
directions for program redesign plans.

Focus group participants referred next to questions

related to factors that may contribute to boredom,
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excitement, or engagement in school (High School Survey of
Student Engagement, 2007). Questions in this portion of the
discussion included 16h (Table 21}, questions 24 (Table 27)
and 25 (Tables 28-33), and guestions 26a-i (Tables 33-42).
The questions are in the order in which the focus group
chose to discuss them.

Question 24 asked students to respond to the question
Have you ever been bored in class in high school (High
School Survey of Student Engagement, 2007). Cut of 373
student respondents, 66.22% (n = 247) reported that they
have been bored every day or in every class. Question 25 (a
drop-down menu of choices) related to reasons that students
may be bored including, a lack of challenging work, work
that is difficult, work that was not interesting, material
that was not personally relevant, no interactions with the
teacher, or other non specific reasons. Students reported
the following percentages and reasons for boredom. Twentyf
nine percent of students (n = 115) reported that the work
was not challenging enough. Twenty-eight percent of
students (n = 111) reported that they are bored because the
work was too difficult. Seventy-nine percent of students (n
= 311) reported that the work was not interesting. Thirty-

eight percent of students (n = 148) reported that the
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material was not personally relevant. Thirty percent of
students reported (n=118) that they were bored because they
had no interactions with the teachers, and 12.72% {(n = 50)
were bored for non specific reasons.

Member 3 responded to the aforementioned data with a
whistle and said, “Yes, that is the cool thing, to be
bored.” Member 2 commented, “But, that is a lot of kids.
You are talking about 70% on number 25.”7” I observed that
while the total number of student respondents to any given
guegtion in the High School Survey of Student Engagement
{2007) ranged from 348 to 393 students, all 393 students
responded to question number 25 (Tables 28-33) which asked
why they may have experienced boredom in sgchool.
Furthermore, it is interesting to note that 79.13% (n =
311) of students reported that they were bored because work
was not interesting (High School Survey of Student

Engagement, 2007). These data might be viewed in

i

relationship to question 7o (Table 2), in which 62.93% (n
236) of students reported that teachers often give»
multiple—choice tests, and question 15e (Table 17), in
which 77.17% (n = 284) of students reported that Eheir

school emphasizes preparation for standardized tests some

(35.05%) or very much {(42.12%). These data, when compared



211

to the data on the use of real world experiences as
applications of content learning suggest that students may
not simply be trying to appear “cool” but, instead, are
accurately reflecting their perceptions of their learning
experiences. This is particularly interesting in view of
the data that emerged on what engages or excites them in
school.

Questions 26a-i (Tables 33-42) asked students what
excites/engages you (High School Survey of Student
Engagement, 2007)? Choices for teaching modalities included"
teacher lectures, discussion and debate, individual
reading, writing projects, research projects, group
projects, presentations, role plays, and art and drama“
activities. Cumulatively, in the some or very much
categories of student responses, 23.36% (n = 85) of
students reported that they were excited or engaged by
teacher lectures, 67.04% (n = 242) were excited or engaged
by discussion and debate, 25.76% (n = 93) were excited or
engaged by individual reading, and 25.56% (n = 92) of
students were excited or engaged by writing projects.
Additionally, in the some or very much categories‘of
student responses, 33.70% (n = 122) reported that they were

excited or engaged by research projects, 58.38% (n = 209)
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were excited or engaged by group projects, and 41.73% (n =
149).were excited or engaged by presentations. Furthermore,
in the some or very much categories of student responses,
40.11% (n = 142) reported that they were excited or engaged
by role-plays, and 51.69% (n = 184) of students reported
that they were engaged by art and drama activities.

The administrators voiced two different responses.
Member 3 commented, “I want to know what excites them.
Nothing. None of the choices excites them. Except, teacher
lecture, some or very much.” Member 2 said, “You are
talking about 70% on (question) number 25. Why were you
bored? The work wasn’t challenging enough.” Member 1
commented on students’ positive response to discussion and
debate as a classroom teaching strategy, and that this
strategy often lacks content.

The social-cognitive perspective, discussed in Chapter
II, is relevant to discussions of boredom, excitement about
learning, and learning engagement that students experience
in classrooms. Boredom is related to the level of interest
that a student may have in both the content and outcomes he
or she perceives are possible through persconal volition
(effort toward a goal) or chance (attributing a good grade

to external factors such as a test being easy rather than
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resulting from effort). From a social-cognitive
perspective, a relationship exists between the ways in
which students perceive school engagement and the degree to
which they believe that competence is a self-regulatory
mechanism (Zimmerman, 1989). Furthermore, social-cognitive
theory suggests that whether a goal is learning-oriented
(internal) or task-oriented {(external) the degree to which
a student feels intrinsically satisfied or dissatisfied, or
seeks external wvalidation for demonstrations of competency
plays a role in the degree to which a student may report
positive school engagement (Elliot & Dweck, 1988). For
students to report that they were not bored meant that they
were experiencing positive emotional responses to learning,
such as excitement or pleasurable stimulatiomn. Schunk’and
Zimﬁerman (1994) proposed that the emotional quality of
interest-based activities requires a level of emotional
arousal that is perceived as pleasant tension, which also
indicates a match between an individual’s perceived level
of competence and the requirements of the task that is
being attempted {(Bandura, 1977). A sense that involvement
in the activity is voluntary and therefore autonomous, and
that meeting the expectations of others will result in some

type of social reward (Schunk and Zimmerman, 1994} is also
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engagement. Bandura (1977) and Schunk’s {1994) theoretical

framework is supported by Bruner (1996) who emphasized

instruction that is concerned with experiences and contexts

that make a student willing and able to learn (readiness).

Bruner recommended that concepts should spiral so that

each level of instruction provides a foundation for the

next level of advancement (scaffolding). Furthermore,

Bruner posited that instruction should encourage conceptual

thinking that inspires learners to explore ideas beyond the

information given. Bruner believed that curricular content

and skills, presented in an appropriate order and paced
properly, enhances student engagement, which results in

learning.

Bandura, Schunk, and Bruner validate my observations

that student responses to questions about boredom,
excitement, and engagement do not reflect a group of
students who are not, or cannot become, engaged. Rather,
students’ responses reflect a diversity of abilities,
learning styles, and affinities for different modalities
that, integrated more effectively into classroom
instruction, would increase student engagement. Student

responses to questions about boredom, excitement, and
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engagement are a call for curriculum differentiation. An
investigation into what kinds of teaching strategies and
ability groupings are currently used in secondary level
classrooms in the high school in this study would be
useful.

It is also interesting to note that the High School
Survey of Student Engagement (HSSSE, 2007) does not ask
students about their perceptions of how well they think
teachers use and integrate technology into curriculum. The
integration of technology into curriculum needs to be
investigated and discussed with students as a component in
efforts to increase student engagement and redesign
programs that more effectively incorporate 21lstcentury
skills (Partnership for 21st Century Skills, 2005).

Member 8 referred to interview guide question 2 for
the first focus group.

Interview Guide‘— Questions 2

2. How might the school utilize the data gathered in the
High School Survey of Student Engagement (HSSSE, 2007) to
individualize opportunities for all students?

Member 8 suggested that a greater focus on students
who have responded scmetimes to questions on the High

School Survey of Student Engagement (HSSSE, 2007) would
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effectively generate an overall shift in students’
attitudes toward learning and achievement. Member 8 said:

That middle group and particularly the lower middle,

those are the kids. So, maybe you take a handful of

these questions, and you, you know this is anonymous,
and you find a way to get real kid-by-kid responses.

Maybe at the teacher level they can ask these exact

same questions just within their classes and the data

goes no further than that class.

Member 8 supported the need to focus on the middle
strata of students by referring to question 8b (Table 43)
that asked students to respond to the statement I have the
skills and ability to complete my work (High School Survey
of Student Engagement, 2007). Fifty-four percent of
students (n = 204) agreed, and 39.73% (n = 149) strongly
agreed that they have the skills and ability to complete
their work. Only 5.86% (n = 22) disagreed or strongly
disagreed that they have the skills and ability to complete
their work. Member 8 was concerned with the 54.40% who
believe they have the skills but did not answer strongly in
the affirmative. Member 8 commented that students who
disagreed with the above statement might be those who would

answer negatively as a matter of course, and that high
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ability students would do well anyway. The perception that
high ability students do not have need of as much attention
as other students requires examination and further
discussion. Likewise, students who do not feel that they
are well eguipped with skills and ability must also have
their needs addressed before they graduate from high school
and move onto post secondary experiences.

Member 1 referred to Question 4 in the interview guide
for the first focus group.

Interview Guide - Question 4
4. What are the most effective ways to share the data
collected in the HSSSE (2007) with teachers?

Member 1’s remarks covered the following points.
First, teachers need to consider the diversity of students’
learning needs in terms of the degree to which their daily
lesson plans engage their students. Second, high school
teachers have established a foundation of goodwill and
trust in their relationships with students that may serve
as a basis for more creative teaching. Third, teachers who
have not moved beyond pre-Internet technologies need to do
so in order to engage technologically literate students.

Finally, teachers need to reflect on their practices in
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terms of the future for which they are preparing their
students.

Member 1 pointed toward the High School Survey of
Student Engagement (HSSSE, 2007) as a component in an
overall district-wide dialogue that concerns strategic
plans for 21st century school reform efforts that include
redesigned programs.

Member 3 referred to Question 5 in the interview
guide.

Interview Guide - Question 5
What are the most effective ways to share data collected in
the HSSSE (2007) with parents and community members?

No focus group participants agreed that the data
obtained from the High School Survey of Student Engagement
(2007) should be shared with parents or community members.
Final comments by focus group participants included remarks
by Member 2 that suggested that student responses
demonstrated that 75% of students “think we are doing a
good job and 25% do not.” Member 1 observed that the
proportionate breakdown suggested by Member 2 means that in
any particular classroom, containing approximately 22
students, four or five students would be disengaged. Member

3 concluded with comments about the need for increased
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curriculum differentiation. Member 3 noted the manner in
which the High School Survey of Student Engagement (HSSSE,
2007) compliments the Danielson model (Danielson, 2007), a
framework for professional development and teaching, which
is being implemented district-wide during the 2007-2008

academic years.

Summary of the analysis of the first focus group.
First introduced in Chapter II, the work of social-
cognitive theorists Bandura, Schunk, Zimmerman, and Meece
support the findings in this study. Additionally,
educational theorists including Bruner, Stipek, Dewey and
Vytgosky provide a basis for understanding the importance
of student engagement as a prerequisite for learning. The
analysis of the administrators’ perceptions, as seen in
their responses to data in the High School Survey of
Student Engagement (HSSSE, 2007), provides a guide to
redesigning programs that meet the benchmarks set forth by
the Partnership for 21st Century Skills (2005). These
benchmarks include critical and creative thinking, global
awarenesg, communication skills, and technological

literacy.



220

In the first focus group meeting, due to the volume of
data on the High School Survey of Student Engagement
(HSSSE, 2007) I directed the administrators’ attention
toward pre selected survey pages. The researcher
distributed copies of the research and interview guide
questions that corresponded with the content of the data.
During the meeting, the administrators read the HSSSE
(2007) data on the selected pages and shared their
perceptions.

I observed that the administrators’ responses to these
questions matched four general themes. First,
administrators registered emotional reactions that
expressed surprise, disappointment,’disbelief, and less
frequently, gratification over the percentage of students
who gave positive, negative, or neutral answers to specific
guestions. Second, based on students’ responses,
administrators questioned the intermnal wvalidity,
reliability, and construction of the survey instrument.
Third, administrators gquestioned the integrity and
seriousness with which the students responded to the
survey. Fourth, the administrators framed questions that
reflected their willingness to evaluate policies and

practices that may have influenced students’ responses.
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Furthermore, I observed that administrators’
perceptions of student responses to the High School Survey
of Student Engagement (2007) expressed surprised,
disappointment, and skepticism. These reactions centered on
weakened teacher efficacy and the use of traditional
methodology and assessment procedures, as well as on
students’ inability to transfer learning between grades and
subjects and to report their experiences accurately.

An examination of student responses to questions on
the High School Survey of Student Engagement (HSSSE, 2007)
and the literature upon which this study rests, revealed
that traditional assessment strategies, such as the
frequent use of teacher-made multiple-choice tests, may
depress students’ efforts, dampen their motivation, and
lower achievement levels at school and in assignments
completed outside of school. Additionally, teacher feedback
and student/teacher interactions need appraisal in terms of
how effective these contacts are in generating curiosity
and motivating learning that goes beyond standard
curriculum. Teacher feedback also requires clarification in
terms of how responses provide a means to encourage
students to develop a sense of self-efficacy and the

motivation necessary to improve their work. For example, if
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teachers in the high school upon which this study is based
provide alternate assessments {(portfolios, exhibits,
presentations, evaluations by outside experts, etc.),
students may strengthen their understanding of the
importance of growth in the areas of independent learning,
community awareness, critical thinking, and working well
with others. Students who are independent learners may also
be more likely to develop the habits of lifelong learning,
seek out opportunities to expand their knowledge, and be
more motivated to develop personal growth practices.
Students who have opportunities for varied evaluations have
an increased chance of developing the tenacity necessary to
meet international competition, now and in the future.

Furthermore, student responses to HSSSE (2007)
revealed that the level to which students feel prepared for
post-secondary experiences is feliant on the experiences
they have during‘high gchool. In this high school,
opportunities need to be increased for students to apply
learning to real world problems and directly interact with
people in their community.

The adminisgstrators in the focus group were aware that
developing alternative teaching strategies requires change

and that a greater degree of differentiation needs to be
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integrated into content curricula. Differentiated
classrooms enhance student engagement. That is why
students’ reports on what factors affect their feelings of
boredom require examination. Optimum levels of engagement
and achievement necessitate that curricular challenges and
ability levels be matched. Furthermore, students raised
using the Internet are exposed to vast amounts of
information and require attention to issues of critical
thinking, decision-making, and curricular relevance. The
administrative focus group needs to work with teachers to
determine how professional development initiatives will
serve to increase students’ exposure to real world
experiences, to integrate technology, and to develop
complex problem solving skills to enhance student
engagement and achievement.

An auxiliary study focused on grade level item-
analyses of student responses to the High School Survey of
Student Engagement (HSSSE, 2007) by administrators, in
conjunction with teachers and students may be the best next
step at the conclusion of this study. The purposes of this
study were to analyze administrators’ perceptions of the
student responées contained in HSSSE (2007) data and to

utilize those means to gain insight into what may be most
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effective in the redesign of high school programs. A
follow-up study could focus on what may be most effective
for each high school grade level.

The second focus group, which included the assistant
superintendent for curriculum/high school principal and the
middle school principal, further investigated
administrative perceptions based on data collected from the

High School Survey of Student Engagement (HSSSE, 2007).

An analysis of the second focus group. The second
focus group discussion included the assistant
superintendent for curriculum/high school principal and the
middle school principal, both of whom are directly
responsible for the initiation and implementation of
curricular and extracurricular programs at the middle and
secondary levels. These administrators also took part in
the first focus group discussion. To ensure confidentiality
and continuity in the second focus group, both participants
utilized the same member numbers as they had in the first
focus group meeting.

The discussion began with a review of the first two
questions from the interview guide for the second focus

group (Appendix C).
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Interview Guide Questions 1 and 2 for the Second Focus

Group

1. What kinds of programs might be developed based on
data collected from the High School Survey for Student

Engagement (HSSSE, 2007)°?

2. How might the school utilize data collected on the
High School Survey of Student Engagement (HSSSE, 2007) to

develop opportunities that enhance individualized learning?

I asked the administrators to comment on the impact
that a small high school has on motivating students. Member
1 talked about a fecent female student observed working at
a diner the summer after she graduated. This recent
graduate had been the president of her senior class, and
neither the assistant superintendent for curriculum/high
school principal nor the director of guidance could
remember who she was when they saw her at the diner. The
assistant superintendent for curriculum/high school
principal recalled not knowing who she was when she was in
high school and commented on how particular students stand

out while others do not. Member 1 commented, “I ander if
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we could have engaged her more. Maybe we didn’t find her
talent. Those are the questions I ask myself.”

I asked Member 1 if the development of 21st century
skills
(Partnership for 2ist Century Skills, 2005), such as those
necessary for interpersonal communication, were the type
that may be salient to redesigned programs. Member 1
concluded, “We have to do more. I don’t know the answer.”

Member 8 suggested that a lack of interpersonal
skills, such as the ability to conduct a conversation,
receive an award with grace, and make eye contact are often
evident when students are in middle school. Member 8 said
that in view of the breadth of communication needed in the
global workplace, “I think we need more adaptability in how
we teach interpersonal skills.”

Based on the aforementioned responses from the
participating focus group administrators, two issues
emerged that require further commentary. First, it is
important to understand what a small high school provides
in terms of relationships, climate, and learning benefits
to students, as well as what may not be provided simply by
virtue of small school size. Second, the importance of

knowing students’ strengths, interests, and talents and
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their relationship to the development of effective programs
that offer individualized opportunities must be recognized.
In Chapter I, a successful small high school was
identified as one that meets criteria critical to student
achievement. Those criteria included a strong vision for
school improvement, leadership, high academic standards, a
positive school climate, and family and community
partnerships (The North Central Regional Educational
Laboratory, 2001). Wasley (2002) stated that small high
school effectiveness is based on the philosophical belief
that all students can learn if given adequate attention.
Furthermore, for a small high school to be effective,
the school’s leadership must embrace emerging educational
models that are focused on the development of student
engagement and achievement (2002) . The Small Schools
Perect (2005), funded by the Billvand Melinda Gates
Foundation (2002), reported that small high schools are
more successful than large ones because administrators have
the autonomy necessary to shape school policy and engage in
multiple forms of assessment to guide school improvement
initiatives (The Small Schools Project, 2005).
Additionally, factors that have been identified as

contributing to student achievement and the success of
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small high schools include the impact of small school size
on students developing positive attitudes toward academics,
more consistent student attendance, and lower levels of
truancy, discipline problems, violence, theft, substance
abuse, and gang participation. Small high schools also
report lower dropout rates, increased opportunities for
faculty and students to develop personal relationships,
high rates of parental involvement, better relationships
between teachers and administrators, and stronger students’
self-efficacy levels as learners {Cotton, 1996). Cotton
supported Barker and Gump’s (1964) study on school size
that proposed that small schools provide benefits to
students, teachers, and administrators in terms of enhanced
personal relationships and higher quality curriculum.
Cotton (1996) corrcborated Barker and Gump’s (1964)
findings that demonstrated that school morale and
opportunities for students to participate in
extracurricular activities are greater in smaller school
settings. The Bill and Melinda Gates Foundation (2002)
linked small high schools to positive academic outcomes,
improved test scores, and increases in college acceptances

and post-secondary employment.
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As measured against any of the factors that have been
identified by the Small Schools Project (2005}, Wasley
(2002}, the Bill and Melinda Gates Foundation (2002},
Cotton (1996), and Barker and Gump (1964) as making small
high schools effective, the small high school in this study
largely provides an optimum environment for students. If
that is the case, what contributed to the senior class
president going unnoticed by the assistant superintendent
of curriculum/high school principal and the director of
guidance services?

The small high school in‘this study serves a
population of 434 students, 350 of whom started high school
together as 9th graders. Eighty-four new students joined
the high school between 9th and 12th grades, over a four-
year period. The overall stability of the student
population district-wide and within the high school may
positively contribute to positive student perceptions of
school climate and relationships with adults and peers. On
the cher hand, it is possible that administrators and
teachers identify students with specific roles or classify
them in termg of their abilities in a manner that makes it
difficult for students to redefine themselves as they move

through the district. Students themselves may characterize
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their own identities behaviorally and academically
according to longstanding reputations that they carry with
them or that they perceive to be self-defining.

Dweck (1999) a social-cognitive theorist introduced in
Chapter II, supported the possibility that entrenched
attitudes about students may become embedded into students’
self-theories about themselves as learners within a
relatively closed community. Dweck described students as
holding an entity learning theory if they believed that
they had a predetermined and limited capacity for learning,
and holding an incremental learning theory if, through
effort and personal volition, they believed that their
capacity to learn could be extended. Dweck’s research
demonstrated that external influences, such as praise for
abilities rather than effort, directly impacts how students
perceive their efficacy as learners, and ultimately how
students perceive their control over learning outcomes.
Further, Dweck suggested that self-theories about learning
capacity transcend ability levels. For example, students
labeled gifted who possess an entity self-theory may
exhibit self-limiting learning behaviorgs. Dweck’s
behavioral experiments on students demonstrate that, for

example, failure to attain a desired grade may encourage a
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belief that he/she has hit the ceiling on his/her
intelligence level with a resulting retraction from
learning engagement. In a school setting in which students
see the same classmates over years, and teachers throughout
the district know one another and discuss students,
entrenched students’ self-perceptions and their reputations
as students, may influence students’ achievement levels
over time. More research is required to determine how
intractable students’ self-perceptions are in small school
settings.

The degree to which administrators and teachers know
every student in a small high school is not clear. In the
first focus group, Member 5 suggested that due to the size
of the high school, “we know our kids individually.” In
the second focus group, Member 1 recounted an incident in
which Member 1 and Member 5 did not recognize a student who
was a recent graduate and had been the president ofvher
senior class. Sizer and Sizer (1999) suggested that for
students to benefit from relationships with faculty,
students must be known beyond just their names. Member 1
said, “We need to do more,” in terms of providing talent
development opportunities for all students. I suggest that

the relationship between creating a means by which
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administrators, faculty, and guidance staff may gain
greater personal knowledge of individual students, and the
implementation of a redesigned talent development program
needs consideration.

I recommend that what teachers perceive to be positive
gualities in students requires discussion, in relation to
the positive and negative impacts of small school size.
Furthermore, programs redesigned to focus on individualized
talent development may allow for more flexible, authentic
communication between faculty and students, and a chance
for students to redefine and discover new roles as they
mature.

The discussion continued with comments from Member 8.
Member 8 said, “It is the old nature/nurture argument.”
Member 8 acknowledged that there are different ability
levels in the area of communication and concluded that “we
are in the business of nurture.” Member 1 added that it is
the school’s responsibility to figure out how to‘deveIOp
students’ talents whether they lie in the areas Qf creative
writing or finance. Member 1 said, “It’s thinking about the
different things that kids need, giving them opportunities
to explore, and then trying to match those up with what we

know the 21st century skills should be.”
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I asked the second focus group participants to

consider question 5 in the interview guide.

Interview Guide for the Second Focus Group - Question 5

5. What do you see as the relationship between student
engagement, perceived teacher support, and the development
of curriculum that directly affect student achievement?

I asked Member 1 if substantive school change is
successful when one-on-one interactions between teachers
and administrators foster trust. Member 1 recounted a story
about a teacher who was willing to teach a new mathematics
program when other teachers may have been reluctant to do
so. Member 1 recalled how working one-on-one with this
teacher modeled the mind-set and curricular aspects of
program growth that served to influence other teachers. I
continued to focus on Interview Guide, Question 5 and asked
if 21st century teachers need to establish relationships
with students beyond their content areas. Member 1
reflected that teachers who have faced challenges as
learners often have greater flexibility, creativity, and
sensitivity in dealing with their students. Member 8
commented that teachers need “a certain amount of passion”
and that they need to see their daily work as a career, not

a job. Member 1 added, *“When teachers and students have
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this positive relationship, they are going to support each
other.”

As stated in Chapter II, a symbiotic relationship
between teachers, students, and classroom environments as
they exist within larger social contexts has a strong
historical basis. Dewey (1938) and Vygotsky (1962)
believed that social context, environment and student
learning activities were integrated phenomena. While
Vygotsky emphasized that social relationships promoted
group learning, Dewey believed that social activity
motivated individual volition. Therefore, the theoretical
constructs that underlie student engagement stem from the
emergence of interest in the dual development of social
cognitive and behavioral learning. Cognitive and behayieral
learning refers to the processes by which individuals
construct their own learning. While Dewey (1938) theorized
that communities of learners construct knowledge from
contexts that are meaningful to them, Vygotsky (1962)
ploneered social constructivism, a complex theory of
education that included the learner’s cultural context and
cognitive growth as a product of activities practiced in
social environments. Influenced by Dewey and Vygotsky, the

work of Piaget (1971) initiated a shift in thinking about
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how learning takes place from a teacher-driven construct to
one that places focug on the learner. Skinner (1938)
demonstrated that environmental manipulations could predict
and control behavior. In terms of relationships between
teachers (authority figures) and students (subordinates) it
is probable to deduce that mutual respect is conducive to
improved learning behaviors and outcomeg. Bruner (1966), a
major proponent of constructivist theory, proposed that
learning is an active, social process in which current or
past knowledge builds new conceptual understandings. From
Bruner’s perspective, a positive school climate and
affirmative relationships between teachers and students
support productive learning activities.

In Chapter I, Sizer and Sizer (1999) echoed the
importance of students’ active involvement in guiding
educational outcomes and students’ participation in
structuring school experiences. Sizer and Sizer
hypothesized that “a community’s functioning rests on
trust, and trust comes from the understanding that emerges
from dialogue” (p. 17). Sizer and Sizer posited that trust
emphasizes a mutual process bagsed on communication between
students and adults. Dialogues about trust ought to‘center

on what should happen in schools and how schools model the
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processes inherent in all viable, successful community
organizations.

In Chapter I, Alison Cook-Sather pointed toward
students’ trust in adult leadership and perceptions of
educators as important factors in how student engagement
fosters the development of both student self-efficacy and
the development of supportive educational policies (Cook-
Sather, 2002). Cook-Sather cited “a basic lack of trust in
students” (p. 4), that has evolved in American high schools
and that continues to treat students as “recipients of what
others determine is education,” (p. 4), as potentially
mutable factors that deserve administrative attention
{Cook-Sather, 2002).

There 1s a historic, theoretical, and research basis
to Member 1’'s contention that positive relationships
between teachers and students are beneficial to both
parties. The degree to which optimism and encouragement
produces higher levels of student achievement requires
further investigation. An optimistic and encouraging stance
on the part of a teacher may be communicated through
different personality styles, varied expectations for

thresholds of student achievement, and impacts students
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according to their ingrained self-theories as learners and
sense of competency in different content areas.

In view of the research cited herein, administrators
in the high school in this study should consider working
with teachers and guidance counselors to communicate with
students the differences between individualistic and
collectivist decisions about how to best develop onegelf
and serve society. An individualistic focus on talent
development is based on self-interests and personal
potential, and tends to be reliant on past performances. A
collectivist approach, in which an individual chooses a
profession according to social needs rather than by self-
interest, requlres sensitivity to an entire social network
{Bandura, 1999). As discussed in Chapter II, the
differences between an individualistic approach and a
collective one are reminiscent of the tension between
Dewey’s (1938) constructivist theories and Vytgosky’s
{(1962) theories of learners embedded within social
contexts.

I referred to questién 3 in the interview guide.

Interview Guide for the Second Focus Group - Question 3
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How might academic rigor be increased based on data
collected on the High School Survey of Student Engagement
(HSSSE, 2007)7

Member 8 commented on question 24 (Table 27) in the
High School Survey of Student Engagement (HSSSE, 2007),
which asked students to respond to the question Have you
ever been bored in class in high school? Member 8 suggested
that intellectual challenge forces students toward whatever
tool a teacher decides to utilize. Member 8 said, “So, what
we are really talking about is learning the language of the
boredom?” Member 8 pointed toward the purpose of
discovering the students’ perceptions of what they find
boring as bkeing “communication keys” which are different
for each student. Member 8 concluded by saying, “This is an
ongoing process.”

Member 1 related students’ perceptions of boredom to
the need for teachers to become reflective practitioners.
Member 1 said, “Some teachers don’t reflect on their
practice and ask, "Ig this difficult enough?” Member 1 also
suggested that teachers should consider whether the
gquestions they pose to students are challenging, whether
gquestions or tasks are adeguately open-ended, and whether

there was latitude for creativity in students’ assignments.
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The issues inherent in students’ reporting on boredom
in questions 24 (Table 27) and 25 {(Tables 28-33) are
discussed at length in the data analyzed from the High
School Survey of Student Engagement (HSSSE, 2007) for the
first focus group. In addition, students’ and
administrators’ perceptions of the effectiveness of
teaching modalities that excite and engage students in the
presentation of curricula were discussed in the analysig of
guestions 26a-i (Tables 33-42) (HSSSE, 2007), for the first
focus group. Based on the comments of Member 1 and Member 8
in the second focus group, which suggest that teachers
should reflect on their practices and attempt to understand
what students mean by boredom, I recommend that the data
from questions 24 (Table 27), 25 (Tables 28-33), aﬁd 26a-1i
(Tables 33-42) be shared with teachers. Furthermore, I
recommend that students be included in discussions with
administrators and teachers to clarify wmeanings and
participate in the preliminary development of redesigned
programs.

As was discussed in Chapter I, traditionally,
"Students, who are at the center of the high school
experience, are often at the periphery of discussions

regarding changing their schools” (Shannon & Blysma, 2006,
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p. 28). To be effective, schools need to gather data on
student engagement and include students in a dialogue about
how to develop relevant programs that respond to an
individual student’s unique talents and interests.
Organizational structures that enhance meaningful
relationships between students, teachers, and school
practices may also “provide a key to improving student
learning” (Northeast and Islands Regional Educational
Laboratory at Brown University, 2001, p. 3). At a time when
there is much discussion about a stalemate in secondary
school reform, activating student voice {(Mitra, 2004) to
engage students and teachers in a process in which they
“co-create the path of reform” (p. 654) may serve to
enhance students’ developmental growth and increase their
personal investment in their educational journey now and in
the future.

The focus group participants considered guestion 4
from the interview guide for the second focus group.
Interview Guide for the Second Focus Group - Question 4
What kinds of programs might enhance student preparedness
for the 21st century workplace based on the learning

objectives outlined by the Partnership for 21st Century
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Skills (2005) including technological literacy, cultural
literacy, global awareness and communication skills?

I asked the focus group members whether it is possible
to redesign programs to include opportunities for students
to develop the 21lst century skills listed in interview
guide, question 4 considering the volume of content
required to meet No Child Left Behind mandates.
Additionally, I asked the discussion participants to talk
about what the small high school upon which this study is
based might “look like” in 2, 4 or 6 years time.

Member 8 responded that student success, in terms of
future goalg, requires that students feel that “the school
and the people in it care about them and relate to them.”
Furthermore, that staff members have to “value that
connection and value the impact that they have on kids.”
Member 1 added that in 2 years it is important “that ([the]
middle group of kids has become more of an active
participant in our school.” Member 1 referred to the
importance of integrating students who come from a wvariety
of backgrounds and circumstances into the life of the
school.

In Chapter I, Finn’s (1989) taxonomy of student

engagement was presented. This taxonomy focused on
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participatory behaviors that positively affect student
achievement. Finn found a positive relationship between
students’ participation in extracurricular activities,
which foster a sense of belonging, and school achievement.
Finn (1998) broadened the scope of his definition and
stated that, “A primary objective of instructional practice
should focus on student engagement” (Finn, 1998, p. 1).
Finn (1998) posited that the salient in-school behavioral
components of student engagement are class participation,
following school rules, being on time for classes,
attention to the teacher, and responding to teacher-
initiated directions and questions. Further, he asserted
that the affective components of in-school engagement
include a student’s feeling of belonging at school, wvaluing
the outcomes of an education, and a desire to seek a post-
secondary education.

Skinner and Belmont (1993) also presented a behavioral
theory of student engagement that includea the learners’
intrinsically motivated actions and affective state during
learning‘activities (Skinner & Belmont, 1993). Finn (1989,
1998)and Skinner and Belmont (1993) all integrated
intrinsic and extrinsic behaviors as interdependent

mechanisme that motivate or suppress student effort.
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As was previously stated, approximately 350 out of 434
students in the high school that is the focus of this study
entered ninth grade as a cohort directly from the middle
school in this district. Therefore, it is possible to see
why Member 1 raised the concern that the integration of
students from different backgrounds and circumstances needs
to be a goal. I recommend that, for example, data on
curricular and extracurricular involvements for students
who enter this school district between 9th and 12th grades
be gathered and reviewed. These data may provide
information that will be useful in assessing the needs of
those newer students as redesigned program plans are
developed.

Member 1 referred to a copy of the research guestions
and referenced the second question. Member 1 related
research question 2 to question 4 from the interview guide
for the second focus group.

Research Question 2

How might data on student engagement inform the redesign.of
a small high school by redesign committee?

Interview Guid¢ for the Second Focus Group - Questign 4 |
What kinds of programs might enhance student preparedness

for the 21st century workplace based on the learning
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objectives outlined by the Partnership for 21st Century
Skills (2005) including technological literacy, cultural
literacy, global awareness and communication skills?

Member 1 discussed the need for the small high school
upon which this study is based to evolve toward
individualized options that free students from a one-size-
fits-all high school experience. In particular, Member 1
gsaid, “I think that there should be a three-year high
school or a five-year school” depending on the needs and
interests of individual students. Additionally, Member 1
suggested that optional fourth year experiences may include
real world externships for students whose maturity and
learning needs would benefit from this approach to gaining
credit for advanced secondary-level courgsework. Member 1
noted that an impediment to school reform that involves
alternative routes toward graduation come from parents who
think, “It’s a great idea, but wait until my kid gets into
Harvard.” Member 1 noted that the Partnership for
21stCentury Skills (2005) and the Bill and Melinda Gates
Eoundation (2002) advocate flexible approaches toward the
length of time different students spend in high school, as
well as integrating options for altermative routes to

earning coursework credits.
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Member 1 and Member 8 agreed that hiring new teachers
who demonstrate a “personal approach” and “flexibility”
toward students and new curricula are important components
in driving school reform efforts toward systemic shifts
that accommodate redesigned programs. The administrators
identified technological expertise and life experience in
the real world as two prerequisites for new teachers who
might be best suited to moving a 21st century skills
(Partnership for 21st Century Skills, 2005) agenda forward.

The discussion concluded with suggestions by Member 1
and Member 8 as to how to present the data gleaned on the
High School Survey for Student Engagement (HSSSE, 2007) to
the faculty.

Chapter I included a discussion of the manner in which
theoretical frameworks on student engagement include. the
examination of school structures and relationships that
support students’ social/emotional growth and reinforce
students’ achievement goals (Stipek, 2004). Goal
orientations, which serve to motivate student engagement,
also reinforce successful student-oriented learning
patterns and practices that, if established in high school,

may positively influence post-secondary educational
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outcomes and future work experiences (Shannon & Blysma,
2006) . To prepare students to compete in a global economy,
it is important that they have experiences in high school
that allow for the development of skills and applications
that require higher order thinking and complex problem-
solving in real world settings (Friedman, 2005). For these
reasons, in the small high school in this study, systemic
changes to the structural framework, delivery of content,
and opportunities for students to interact with people and
situations in the real world need to be considered as plans

to redesign programs evolve.

Conclusions. The purpose of this study was.to aséess
administrators’ perceptions of students’ responses givén on
the High School Survey of Student Engagement (2007).
Student perceptions served as a basis for adminiétratérs to
consider redesign plans for a successful small high school.
The study used guantitative data to assess student
engagement and qualitative research methods to énswer the
following research guestions:

1. What is the relationship between high school students’
perceptions of school experiences and the perceptions of

the administrators of their school?
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2. How might data on student engagement inform the
redesign of a small high school by a redesign committee?
3. How might data on student engagement inform the
development of school programs redesigned to help students’
gain 21st century skills such as creative and critical
thinking, leadership, personal productivity, self-
direction, global awareness and social responsibility
{Partnership for 21st Century Skills, 2005)7?
Administrators in a successful small high school were
interviewed in two focus groups in order to address these
research questions. The first focus group was comprised of
seven district-wide administrators including the aséistant
superintendent for curriculum/high school principal, the
assistant superintendent for finance, the director of
special services, the director of guidance services, the
middle school principal, an elementary school principal for
grades two through four, and an elementary principal for
kindergarten and first grade. The second focus group
included two district administrators, the assistant
superintendent for curriculum/high school principal and the
middle school principal, both of whom are directly
responsible for implementing programs on the middle and

high school levels.
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Research Question 1

What is the relationship between high school students’
perceptions of school experiences and the perceptions of
the administrators of their school?

Administrators in the first focus group expressed
surprise, disappointment, and optimism as they reviewed
students’ responses to the High School Survey of Student
Engagement (HSSSE, 2007). I noted that administrators in
the first focus group also expressed distrust of the
truthfulness of student responses. Doubts about the
truthfulness of student answers to HSSSE (2007) qguestions
were manifest in administrators’ comments about students
wishing to appear “cool,” not understanding questions, or
students misinterpreting questions. Several administrators
also questioned the validity and reliability of the High
School Survey of Student Engagement (HSSSE, 2007).

Administrators in the second focus group, who had
participated in the first focus group, toqk a philosophical
and practical approach as they responded to HSSSE (2007)
data and interview guide questions. The second focus
group’s approach focused on generating questions from the
data and problem-solving based on successful past

experiences in school reform implementation. The researcher
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observed the administrators in both focus groups grappling
with challenges and considering ideas that may serve to
shape the short and long-term vision, goals, and direction
of the small high school upon which this study is based.
Although not included in the High School Survey of
Student Engagement (HSSSE, 2007) data sgset utilized in this
study, a set of students’ written comments, subsequently
gsubmitted to the researcher by the Center for Evaluation
and Education Policy at the University of Indiana after the
completion of the focus group interviews, regquires comment .
All respondents to the HSSSE (2007) were given an
opportunity to add written comments at the bottom Qf the
final page. Of the 393 student respondents tovthe HSSSE
(2007) 78 students (20% of the total number of HSSSE,»ZOO?
respondents, n = 393) wrote comments. Of the 78 students
who wrote comments, all but three were critical of the high
school upon which this case study is based. A majority of
comments included expletives, which were replaced with
asterisks by HSSSE (2007) analysts at the University of
Indiana, Center for Evaluation & Education Policy, in i
Bloomington, Indiana. I noted the aggressive nature of
these students’ comments and the inappropriate manner in

which they expressed themselves to adults in authority. I
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also noted that these students, whose opinions were
solicited through HSSSE (2007) were anonymous in their
comments, which may have freed them to express frustration
that they might not otherwise have known how to vent. I
recommend that the members of the administrative focus
group review these comments. Furthermore, it may be timely
and advisable to remind students of the avenues that‘exist
for communication with adults when students need to reflect
on or digcuss their sgchool experiences.

Because of the data on the High School Survey for
Student Engagement (HSSSE, 2007) and the subsequently
submitted written comments by students, I suggest that
perceptual differences between administrative viewpoipts
and those of students require investigation to clarify‘the
meaning of gaps in understanding between these stakeholders
as a preliminary step toward the development of program
redesign plans.

Research Question 2

How might data on student engagement inform the redesign of
a small high school by a redesign committee?

Adminigtrative participants in both the first and second
focus groups agreed that the data collected on the High

School Survey of Student Engagement (HSSSE, 2007) provided
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valuable insights into high school students’ perceptions
and engagement levels. In particular, the use of multiple-
choice assessments, a dearth of exposure to real world
interactions and problem solving, reports of pervasive
student boredom, and a lack of excitement and motivation
about learning from a majority of students require further
investigation. Administrators in the focus groups agreed
that student reports on positive school climate and robust
relationships with administrators, teachers, staff and
peers provide a strong foundation from which to explore new
directions for redesigned programs. Furthermore, they noted
that these programs should integrate 21st century skills
(Partnership for 21st Century Skills, 2005) such as
technological literacy, communication skills, creativity,
critical thinking, and global awareness.

Member 8, in ;he second focus group, identified the
following conditions including a call for teachers to
considerx the diversity of students’ learning needs in terms
of the degree to which their daily lesson plans engage
their students. Second, high school teachers have
established a foundation of goodwill and trust in their
relationships with students that may serve as a basis for

more creative teaching. Third, teachers who have not moved



252

beyond pre-Internet technologies need to do so in order to
engage technologically literate students. Finally, teachers
need to reflect on their practices in terms of the future
for which they are preparing their students.

Research Question 3

How might data on student engagement inform the development
of school programs redesigned to help students gain 21st
century skills such as creative and critical thinking,
leadership, personal productivity, self-direction, global
awareness and social responsibility? (Partnership for 21ist
Century Skills, 2005).

Administrators in the second focus group explored
Research Question 3 in greater depth than did the
participants in the first focus group. Based on data
collected from the High School Survey of Student Engagement
(HSSSE, 2007) the second focus group members identified
seven areas of interest that may form a basis for the
development of redesigned programs that address the needs
of 21st century students. Those areas included the
implementation of effective talent-development programs
that enhance knowledge of individual students and increased
opportunities for students to learn and practice

communication skills. Additionally, the importance of
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working directly with teachers to encourage the integration
of new curricula and differentiated strategies in
classrooms requires attention through professional
development channels. Also identified as an area of
interest in the development of redesigned high school
programs was the need for administrators and teachers to
talk to students and acquire a more detailed understanding
of students’ perceptions of what bores, excites and/or
motivates their learning. The second focus group also
identified the need for teachers to reflect on their
practices and value the impact and influence of teachers’
relationships with young people. Additionally, the second
focus group emphasized the importance of flexible and
personal approaches to altering the number of years
students with differing maturity levels and interests need
to spend in high school. Finally, the administrators talked
about hiring teachers whose varied backgrounds would
provide a foundation for inspiring students and the need
for teachers’to share in discussions centered on the HSSSE
(2007) data.

Based on the focus group discussions, and to address
the areas of concern identified by the administrato:s, the

researcher concluded that systemic changes, such as the
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implementation of block scheduling, may be advisable in
advance of large-scale reforms in the school calendar.
Block scheduling would accommodate project-based learning,
a key component in programs that address the development of
21st century skills (Partnership for 21st Century Skills,
2005). In addition, block scheduling may accommodate
professional development activities, such as collegial
observations and discussion amongst teachers, allow for in-
depth coursework with hands-on applications, provide a
timeframe conducive to community-based projects, and
provide Qpportunities for teachers to identify and develop

students’ talents.

Recommendations for Future Research

1. I recommend that a study, conducted in collaboration
with the developers of the High School Survey of Student
Engagement (2007) at the University of Indiana, Center for
Evaluation & Education Policy, in Bloomington, Indiana,
explore comparative case studies on small high schools with
gimilar demcgraphic data as the high school that is the

focus of this study.
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2. I recommend that a study, conducted in collaboration
with the developers of the High School Survey of Student
Engagement (2007) at the University of Indiana, Center for
Evaluation & Education Policy, in Bloomington, Indiana,
explore student engagement and students’ perceptions of the
use, integration, and application of technology in

classrooms.

3. I recommend the implementation of a guantitative study
that compares data analyzed from the entire population of
students who have completed the High School Survey of
Student Engagement (HSSSE, 2007) and the data collected
from the regponses from students in the high‘school that is

the focus of this study.

4. I recommend a mixed methodology study be undertaken.
This.study would focus oﬁ the collection of quanﬁitative
data gleaned from the 10 highest performing high'schools in
the United States as measured by standardized test scores,
rates of post - secondary college acceptances, college
completion, truancy and dropout data, and qualitative data
based on the impacts, effectiveness, and direction of
program redesign and development efforts in those schools.

In particular, questions regarding how top-performing
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schools are addressing the integration of 21st century
skills into their curricula and extracurricular programs

would be of interest.

5. As a follow-up to recommendation number four, I suggest
that a comparative study follow the aforementioned case
study to compare findings from the 10 top-performing high
schools with the high school that is the focus of this

study.

6. I recommend an expansion of the study included herein
to glean qualitative data, collected in focus groups
comprised of teachers, based on the guantitative data
cbllected in the High School Survey of Student Engagement

(HSSSE, 2007).

7. I recommend an expansion of the study inclﬁded herein’
that analyzes qualitative data collected in focus groups
cbmprised of students that is based on research queétiohs
designed to clarify the content and responses students gave
on the High School Survey of Student Engagement (HSSSE,

2007) .
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Recommendations for Practice

1.

Through the K-12 restructuring process that is currently
underway in the district that contains the high school in
this study, administrators, teachers, parents and
community stakeholders need to define and disseminate the
educational vision, goals, and objectives called for by
the Partnership for 21st Century Skills (2005).
Furthermore, administrators and faculty need to define
and disseminate a profile of the qualities, skills and
experienceg they believe define the ideal 21st century
student.

Administrators need to communicate to teachers the
perceptions and resulting questions generated through
their participation in this study and any additional
insights they have developed based on student responses
on the High School Survey of Student Engagement (HSSSE,
2007) . Administrative perceptions and social cognitive
research that underlie the Danielson mode1’(2007), a
professional development program which is being
implemented as a teacher evaluation tool and framework
for improving teachers’ practices, needs to be

incorporated into professional development discussions.
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The Professional Development Committee needs to
investigate the frequency with which teacher-made
multiple-choice tests are used instead of applications
that require critical thinking to assess students’
understanding of how factual content relates to
conceptual applications. The administrators need to
provide professional development for teachers who require
support in the development of alternative assessment
tools.

The Professional Development Committee should pilot a
program to utilize technology to establish on going
classroom assessments to determine levels of challenge
and effort on the part of students. A pilot program in
major content areas that employs electronic student
response devices to evaluate student understanding may be
helpful.

The Professional Development Committee needs to assess
the frequency with which teachers are using handouts
downloaded from the Internet, from workbooks, and from
textbook publishers. The Professional Development
Committee should work with departmental teams to support
teachers as they integrate curricula with project-based

learning activities that incorporate problem solving,
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integrate technology, include critical thinking, and
reguire students to engage in community interactions and
challenge themselves with real world applications.

6. The Professional Development Committee needs to
recommend that teachers differentiate homework
assignments to move students toward higher order thinking
skills, concept applications and real world problem-
solving:

7. Adwministrators need to disseminate information on
student perceptions of pogitive school climate and
relationships with staff, teachers and peers as a

springboard to motivate both faculty and students.

Recommendations for Policy

1. I recommend that the Professional Development
Committee implement departmental or interdepartmental
discussion groups to review the data collected on the High
School Survey of Student Engagement (HSSSE, 2007).

2. I recommend the administration, in coordination with
the faculty and/or guidance department, facilitate

discussions with students to clarify the meaning of student
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responses to data collected on the High School Survey of

Student Engagement (HSSSE, 2007).

3. I recommend the design and implementation of a job-
embedded professional development program {ongoing, on-site
professional development training, collegial observation
and discussion) that focuses on collegial sharing and
discussion regarding the integration of 21st century skills
(Partnership for 21st Century Skills, 2005). The focus of a
job-embedded professional development program would provide
opportunities for administrators and faculty to observe
practices and assess the efficacy of strategies that are
integrated into curricula, promote differentiation
strategies, and best practices that are intended to
increase student engagement and student achievement at the

secondary level and throughout the district.

4. I recommend that a program redesign committee be
formed to assess the effectiveness of current high school
programs, identify how current programs already promote
21st century skills (The Partnership for 21st Century
Skills, 2005), and identify possible directions for the
redesign of secondary programs. Additionally, a program

redesign committee may serve to identify new directions for
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program development that provide increased opportunities

for the application of 21st century skills.

5. I recommend the presentation of current research to
faculty in workshops that take place on Superintendent’s
Conference Days. The workshops would support the
implementation of the Danielson model (Danielgson, 2007) and
future school initiatives. These workshops would also
provide teachers with insights into how and why students
may or may not be engaged as learners. These workshops
would include the presentation of current research on self—
regulation, self-efficacy beliefs, competency beliefs,
effort, motivation and emerging fields in education

including brain-based learning.

6. I recommend that the middle school project-based
learning program for grades 7 and 8 extend to include the
ninth grade as part of the public speaking program already

underway for ninth graders.

7. I recommend that the high school’s cﬁrrent projéct—
based Independent Learner Program (ILP) for grades nine
through 12 become more ciosely integrated and aligned with
the guidance department with articulated mutual goals and

objectives.
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8. Finally, I recommend the adoption of block scheduling,
as well as other creative scheduling options at the middle

and high school levels.
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Informed Consent Form
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UNIVERSITY

Informed Consent Form

Research Affiliation: This research project is part of dissertation research at Seton Hall
University in the Executive Education Doctorate program within the Department of Educational
Leadership, Management and Policy. The title of the dissertation is 4 Case Study: An Assessment
of Student Engagement as a Basis for the Redesign of a Small High School.

Purpose of the Study: The purpose of this research is to utilize a focus group, comprised of
school administrators, to examine and compare their perceptions of student engagement with
previously collected data gleaned from their district’s administration of the High School Survey
of Student Engagement (HSSSE) in 2007. This study will provide these administrators with an
in-depth qualitative analysis, based on HSSSE data, as they develop a redesign plaa for their high
school. This qualitative component may serve to assist administrators as they seek to better
prepare students for post-secondary educational opportunities and the global workplace.
Redesign plans developed through this study may serve as a redesign model for other small high
schools in the future.

Procedures: There will be one focus group, comprised of administrators, which will meet twice.
The focus group meetings will take place during regularly scheduled administrative meeting
times to ensure convenience for all participants. Arrangements and logistics relevant to the -
implementation of this study will be the responsibility of the researcher. The focus group
discussions, conducted by the researcher, will revolve around questions presented in an interview
guide. A Jury of Experts reviewed and approved the interview guide. To avoid any loss of detai!
as the focus group proceeds, and as an aid to the principal investigator who will conduct the focus
group without assistance, the discussions will be audio taped on an Olympus WS-100 64MB
Portable Digital Voice Recorder.

Instrumentation: In advance of the first focus group meeting, participants will receive copies of
the analysis of the HSSSE data prepared by the survey development researchers at the University
of Indiana’s Center for Evaluation and Education Policy. In the focus group meetings, the
researcher will use an interview guide, descriptive questions and open-ended interview questions
to elicit responses to data gleaned from the administration of the HSSSE in 2007. For example,
interview guide questions will ask what administrator’s see in terms of relationships between
their perceptions of student engagement and what students report about their experiences at
school. Furthermore, the researcher will ask administrators to share their perceptions of how
these relationships may serve as components in the redesign of programs and courses in the high
school that is the basis for this study. The principal investigator will conclude with closed
questions to increase the probability that, in the future, community stakeholders may share in any
outlines for redesign plans developed in the focus group interviews.

College of Education and Human Services
Executive Ed.D. Program
Tel. 973.275.2728
400 South Orange Avenue « South Orange, New Jersey 07079-2685
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Voluntary Nature of the Preject: By signing the Informed Consent Form and attending the
focus group discussions, respondents are consenting to participate in this study. Participation is
voluntary. Refusal to participate or discontinuing participation at any time will involve no
penalty or loss of any kind.

Anonymity: The researcher will not to link participant’s identities to any data collected. During
the focus group meetings, the researcher will identify participants with numbers on tent cards in
front of them. No names will be included in any work product or transcripts. Only the researcher
will analyze the data and any results included in the dissertation will not reference participants or
their school. Please be aware that the effort of the researcher to maintain the anonymity of the
participants does not guarantee that group members will not reveal their identities, even if doing
so is inadvertent. To minimize the chance that that any participant’s identity is revealed, the
researcher requests that all focus group participants maintain the anonymity of the group by
keeping confidential both who is present and what is said.

Secuarity of Stered Data: The researcher will transcribe the audio recordings and they will
remain in the possession of the researcher. The data on the taped audio recordings and all data in
written transcriptions of the focus group interviews will remain secure in a locked safe at the
researcher’s residence. No one else will have access to the data. The researcher will keep all
responses and information under lock and key and destroy them after three years.

Confidentiality of Records: The researcher will not share the content of the focus group with
anyone outside of the focus group. The researcher requests that participants join in maintaining
the confidentiality of the group. The researcher’s dissertation may include individual responses
to interview questions, however, no mention of any subject’s name, name of school, principal,
superintendent, or district will be included therein. Furthermore; signed copies of this Letter of
Consent, audio tapes and transcriptions of those tapes, will be stored in a safe at the researcher’s
residence. The researcher will have sole access to the safe. In three years, the Informed Consent
Forms and all data and will be destroyed. Furthermore, the researcher is aware of the
confidentiality rules regarding participant’s rights.

Risks: There are no anticipated risks or discomforts in this research.

Benefits to Participants: There are no benefits in this study, monetary or of any other nature to
the participants.

Remuneration: Participants in this study will not receive payment or any other type of
remuieration.

College of Education and Human Services
Executive Ed.D. Program
Tel. 973.275.2728
400 South Orange Avenue * South Orange, New Jersey 67072-2685
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Description of Compensation/Medical Treatments for Injured Participants: No risk of
injury exists for participating in this research study.

Alternative Procedures for Treatment of Injured Participants: No risk of injury exists for
participating in this research study.

Contact Information: Potential participants with questions regarding this research or requests
for information regarding research subjects’ rights should contact Valerie Feit, Rye Neck High
School, 300 Hornidge Road, Mamaroneck, New York, 10543. Valerie Feit’s phone number is
(845) 625-3238. Alternatively, contact her by email at, vieit@ryeneck k12 ny.us or,
valfeit@aol.com Valerie Feit’s faculty advisor, Anthony J. Colella, Ph.D., is available at Seton
Hall University, Room 406-Jubilee Hall, 400 South Orange Avenue, South Orange, NJ 07079, or
by phone at (973) 761-9397. Mary F. Ruzicka, Ph.D., Director of the Institutional Review Board,
.is available at the Office of Institutional Review Board at Seton Hall University, Presidents Hall,
400 South Orange Avenue, South Orange, NJ 07079, or by phone at (973) 313-6314.

Permission to Use a Digital Audio Voice Recorder: Please be informed that a digital audio
voice recorder will capture all comments, opinions, and ideas from the focus group that may be
vital and add substance to this study. On the audio tapes, an assigned number will refer to
participants. Participants have the right to review or request the destruction of all or any portion
of the taped sessions. The researcher will be solely responsible for transcribing the audio tapes
made in the focus group session. A locked safe at the researcher’s residence will store audio
tapes and transcripts of the focus group discussions. The researcher has sole access to this safe.
Pestruction of all data will take place in three years.

Acknowledgement of Informed Consent Form: 1 have read the material above and 1 agree to

participate in this study. I realize that I may withdraw without prejudice at any time. I
understand that I will receive a signed copy of this Informed Consent Form.

NAME

DATE

College of Education and Human Services
Executive EA.D. Program
Tel. 973.275.2728
400 South Orange Avenue = South Orange, New Jersey 07679-2685
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Adminstrators’ Meeting Handout



Adminstrator's Meefing
Auqust 21, 2007
HSSSE Focus Group - #1

Agenda:
¢ Introduction
e Focus Group procedures
» Overview of HSSSE survey and data
¢ Discussion

The High School Survey of Student Engagement:
e University of Indiana —Ethan Yazzi-Mintz, Ph.D.
e High school level, since 2004 — over 200,000 student participants
e Nationally comparative data is forthcoming

Student Engagement ~ A comprehensive view
Motivation and Relevance
¢ School climate
Daily life activities (from eating breakfast to time on the phone with friends)
Extracurricular activities and homework
School engagement
Classroom engagement
Relationships (administrators, teachers, staff and students)

e ® ® » 8§

RN HSSSE DATA - SAMPLE

School climate
e 89% report feeling safe at school

Life activities
* 81% report that exercise is very important or a top priority
School engagement

s 68% report that they are engaged in school
e 69% report that they have a voice in school and classroom decisions

Classroom engagement
o 77% report that they are academically challenged

Relationships :
e 89% report that an adult at school cares about them
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Interview Guide Questions - First Meeting

1. What kinds of relationship do you see between student
perceptions of school engagement and administrators’
perceptions of student engagement?

2. How might the school utilize the data gathered in the
High School Survey of Student Engagement (HSSSE, 2007) to
individualize opportunities for all students?

3. What do students indicate that they do to learn out of
school that may enhance how they learn while in school?

4. What are the most effective ways to share the data
collected in the HSSSE (2007) with teachers?

5. What are the most effective ways to share data
collected in the HSSSE (2007) with parents and community

members?
Interview Guide Questions - Second Meeting
1. What kinds of programs might be developed based on data

collected on the High School Survey of Student Achievement

(HSSSE, 2007)°?
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2. How might the school utilize data collected on the High
School Survey of Student Achievement (HSSSE, 2007) to
develop opportunities that enhance individualized learning?
3. How might academic rigor be increased based on data
collected on the High School Survey of Student Engagement
(2007) 7

4. What kinds of programs might enhance student preparedness
for the 21stcentury workplace based on the learning
objectives outlined by the Partnership for 2lstCentury
Skills (2005) including technological literacy, cultural
literacy, global awareness and communication skills?

5. What do you see as the relationship between student
engagement, perceived teacher support and the development

of curriculum that directly affect student achievement?
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High School Surxvey of Student Engagement Data (2007)



HSSSE 2007 Frequencies

m___ B

Frequency | Column%
‘1. What grade ate you currently in? : _
9th Grade 108 27.39
10th Grade 110 2842
11th Grade 93 2403
12th Grade 78 20.16
Total 387 100.00

e

Frequency | Column%
2. In what grade did you start attending THIS bigh school?
9th Grade 347 94.04.
10th Grade 14 3.79
11th Grade 6 1.63
12th Grade 2 0.54
Total v 369 100.00
|
 Frequency | Column%
3. Age )
13 or younger 3 0.77
14 54 13.88
15 122 31.36
16 97 24.94
17 83 21.34
18 29 7.46
19+ 1 0.26
Total 3s9|  100.00
Frequency | Column%
4. Gender
Female 179 47.35
Maie 199 52.65
Total” 378 100.00

1789



H!!! 2007 Frequencies

Frequency | Column®%

5a. Hours spent in a typical week: Doing written homework

0 10 256
1 : ' . 102 26.15
25 162 4154
610 ' . a3 21.28
10+ o ' ' 33 8.46
Total ' 390 100.00

Frequency | Column%

Sb.‘Homsspenthatypknlmek:Readhgandstudyingforchss

0 _ . 31 7.97
1 ' 151 38.82
25 ' 156 40.10
610 _ ' . 42 10.80
10+ ] , 9 2.31
Total _ : 389 100.00

Frequency | Column%

5c.Hoursspentlnatyplcalmek:Readingforyoursdf(books,magdnes,nawspaperé,mllneaﬂides,etc)

0 50 12.79
1 : 151 38.62
25 ' 129 3200
6-10 ' 36 9.21
10+ ' ’ 25 6.39
Total ' 391 100.00

Frequency | Column%

5d. Hours spent in a typical week: Participating in school-sponsored activities
{clubs, athletics, student government, etc.)

0 62 16.06
1 . sl 18.39
25 ’ . 116 30.05
610 64 16.58
10+ . 73 18.91

Total ' 386 100.00

2/89



- Frequency | Column%
Se. Hours spent in a typical week: mecmgaspmiandlornmsmmsﬁummtandlwrehmingforamfonmoe
] : 71 18.35
1 35 9.04
25 106 27.39
6-10 77 19.90
10+ 98 25.32
Total 387 100.00
Frequency | Column%
Sf. Hours spent in a typlcal week: Working for pay
0 201 52.21
1 45 11.69
25 © 60 15.58
S 610 - - s 42 - 10.91
10+ 37 9.61
Total ass 100.00
Frequency | Column%
5g. Hours spent In a typical week: Doing volunteer work
) 79| 4637
1 122 31.61
2.5 70 18.13
6-10 7 1.81
10+ 8 207
Total 386 100.00

m____

Frequency | Column®
5h. Homs_spem in a typlcal week: Exercising
0 26 ' 6.75
1 68 17.66
25 148 38.44
6-10 89 23.12
0+ 54 14.03
Total 385  100.00

3/89



HSSSE 2007 Freguencies

Frequency | Column%

5i. Hours spent in a typical week: Watching television, playing video games

0 14 362
1 70 18.09
25 177 45.74
6-10 68 1757
10+ 58 14.99
Total a7 100.00

Frequency | Column%

ﬁ.Homsspmﬂhapralmh'Suﬁnqmmmlim

0 : 33 8.53
1 66 17.05
2.5 121 N2y
6-10 98 25.32
10+ 69 17.83
Total 387 100.00

Frequency | Column%

5k. Hours spent in a typical week: Talking on the phone {including cell phones)

0 23 6.01
1 40| 3655
25 123] 321
6-10 57] 1488
10+ 40| 1044
Total 383 100.00

n___

Frequaency | Column%

51 l-!oursspémmatypiulmek: Hanging out/socializing with friends outside of school

0 5 1.28
1 23 5.88
25 110 28.13
6-10 120 30.69
10+ 133 34.02
Total 391 100.00

4/89



HSSSE 2007 Frequencies

Frequency | Column%
5a. How important: Doing written homework?
Not at all 18 468
Alittle _ 40 10.39
Somewhat important 159 41.30
Very impartant 138 35.84
Top priority 30 1.79
. Total 385  100.00
Frequency { Column%
5b. How important: Reading and studying for class?
Natatali - ' 23 '6.01
A litte - 73 19.06
Somewhat important 137 35.77
Very important 121 31.59
Top priority 29 757
Total 383 100.00
Frequency | Column%
5c. How important: Reading for yourself (books, magazines, newspapers, online articles, etc)? '
Not at all 45 11.84
Alittle 114 30.00
Somewhat important 128 33.68
Very important 78 20.53
Top priority 15 395
Total 3s0|  100.00
] Frequency | Column%
5d. How imporiant: Participating in school-sponsored activities (clubs, athietics, student government, etc)?
Not atall 41 10.73
A little 77 20.16
Somewhat important 109 2853
Very important 116 30.37
Top priority 39 10.21
Total 382 100.00

5/89



HSSSE 2007 Frequencies

F Column®%

Tequency
Se. How important: Practicing a sport and/or musical instrument and/or rehearsing for a performance?
Not at all 52 1368
A iittle 43 11.32
‘Somewhat Important 95 25.00
Very important 122 32.41
Top priority 68 17.89
Total 380 100.00

Frequency | Column%

5f. How important: Working for pay?

Not at all 98 26.06
A little 66 17.55
Somewhat important 86 22.87
Very important 99 26.33
Top ptiority 27 7.18
Total 376| 100.00
Frequency | Column%
5g. How important: Doing volunteer work?
Not at all 96 25,67
A littie 121 32.35
Somewhat important 89|  23.80
Vary Important 58 15.51
Top priority 10 267
Total 374|  100.00
Frequency | Column%
5h, How important: Exercising?
Not at all 19 5.04
A littie 52 13.79
Somewhat important T115] 3050
Very important 150 3979
Top priosity 4 10.88
Total 377|  100.00

6/89



HSSSE 2007 Frequencies

Frequency | Column%
5L How important: Watching television, playing video games? '
Not at all 63 16.62
A little 161 39.84
Somewhat important 106 2797
Very important 42 11.08
Top priority 17 449
.Total 379 100.00
Frequency | Column%
5j. How important: “Surfing’ or chatting online?
Not at ali 69 1825
A little 113 29.89
Somewhat important 122 3228
Very important 57 15.08
Top priority 17 4.50
Total 378 100.00

Frequency | Column%

Sk. How important: Talking on the phone {including cell phones)?

2048

Notat all 77

A little 115 30.59
Somewhat important 113 30,05
Very important 51 13.56
Top priority 20 5.32
Total -~ 376|  100.00

Frequency | Column%

51 How important: Hanging outisocializing with friends outside of school?

Not at alt 4 105
A little 24 6.28
Somewhat important 100 26.18
Very important 178 46.60
Top priority 76 19.90
Total 382 100.00

7189



HSSSE 2007 Frequencies

Frequency | Column%

6a. Overall, | feel good about being in this school

Strongly disagree 28 7.16
Disagree 63 16.11
Agree 238 60.87
Strongly agree 62 15.86
Total 391| -100.00

Freguency | Column%

6b. | care about this school

Strongly disagree 38 9.79
Disagree 115 2964
Agree ) 209 53.87
Strongly agree 26 6.70
Total 388 100.00

‘| Freq Column%

uency | Co

- B¢, | feel safe in this school

Strongly disagree 14 3.60
Disagree 28 7.20
Agree 266 68.38
Strongly agree 81 20.82
Totat 389!  100.00

Frequency | Coiumn%

6d. | am treated faltly in this school

Strongly disagree 26 - 670
Disagree 71 18.30
Agree 231 59.54
Strongly agree 60 1546
Total 388[  100.00

Frequency | Column%

6e. | have a voice in classroom andfor school decisions

Strongly disagree 3 -T9r
Disagree 89| 2288
Agree 232| 5964
Strongly agree a7 9.51
Total 380| 100.00

81789



HSSSE 2007 Frequencies

Frequency | Column%
6f. My opinions are respected in this school
Strongly disagree : N 797
Disagree 120 3085
Agree 211 §4.24
Strongly agree 27 6.94
Total 389 100.00

Frequency Coiumn%
6g. There Is at least one adult in this school who cares about me
Strongly disagree 14 3.61
Disagree - 28 7.22
Agree 227 58.51
Strongly agree 119 30.67
Total 388 100.00

Frequency

Column%

6h. There is at teast one adult in this school who knows me well

Strongly disagree 21 5.38
Disagree 51 13.08
Agree 191 48.97
Strongly agree 127 32.56
Total 390 100.00
Frequency | Column%
6i 1 feel supported by the following people at this school: i. teachers
Strongly disagree 18 4.84
Disagree 30 8.06
Agree 268 72.04
Strongly agree 56 15.05
Totai 372 100.00
Frequency | Column%
6. | feel supported by the following people at this school: il. administrators (principal, assistantivice principai, dean)
Strongly disagree ' 44 11.40
Disagree 110 28.50
Agree 200 51.81
Strongly agree 32 8.29
Tota! 386 400.00

9/89



HSSSE 2007 Frequencies

Frequency | Column%

6i. | feel supported by the following people at this school: {ii. coungelors
Strongly disagree 24 6.17
Disagree 67 17.22
Agree 241 61.95
Strongly agree 57 14.65
389 100.00

Total

l

Frequency | Column%
6i. 1 feel supported by the following people at this school: iv. other adults (secretaries, custodians, etc)
Strongly disagree 35 9.11
Disagree 109 .28.39
Agree 200 52.08
Strongly agree 40 10.42
Total 384 100.00

Frequency | Column%

6l. 1 feel supported by the following people at this school: v. other students

Strongly disagree 17 442
Disagree 52 13.51
Agree 235 61.04
Strongly agree 81 24.04
Total 385 100.00
Frequency | Column%
6j. Adults in this school want me to succeed
Strongly disagree 10 2,59
Disagree 25 6.48
Agree 262 67.88
Strongly ag 89 23.06
Total : 386 100.00
Frequency Cq!umn%
6k. Teachers try to engage me in classroom discussions
Strongly disagree ' 17 445
Disagree 75 19.83
Agree ‘ 239 62.57
Strongly agree 51 13.35
Total 382 100.00
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HSSSE 2007 Frequencies

Frequency | Column%

6. | am challenged academically by my class work

Strongly disagree 21 548
Disagree 67 17.49
Agree 246 64.23
Strongly agree ' 49 12.79
Total _ 383|  100.00

Frequency | Column%

6m. | have opportunities to be creative in classroom assignments and projects

Strongly disagree - 21 544
Disagree : ) : : » 80| 2073
Agree ) ' 238 61.66
Strongly agrec ’ ' 47 12.18

Total 386 100.00

Frequency | Column%

6n. | can be who | am at this school

Strongly disagree _ 23 597
Disagree 78 20.26
Agree ‘ . ‘ 224| 5818
Strongly agree , : 60 15.58
Total 385] 100,00

B

Frequency | Column%

60. This school makes me feel confident about who | am

Strongly disagree . 37 9.59
Disagree _ » ' 115) 2979
Agree 204 52.85
Strongly agree 30 .77
Total 386 100.00

Frequency coiumi
6p. | am an important part of my high schoo! community

Strongly disagree : ' ‘ 40| 1034

Disagree 159 41.09
Agree 155 40.05
Strongly agree 33 8.53
Total _ 387| 100.00

11789



HSgE 2007 Frequenc!es

Fraquency | Column%

6q. This school's rules are fair

Strongly disagree . a5 24.87
Disagree - - 152|  39.79
Agree - 120 3141
Strongly agree ' 15 3.93
Total 382 100.00.

Frequency | Column%

6r. This school'’s rules are applied and enforced consistently

Strongly disagree 48 12.53
Disagree 83 21.67
Agree ' o . ' 206 53.79
Strongly agree ' ) : _ 46 12.01
Total : 383  100.00

Frequency | Column%

§s. If1 could choose a high school right now, | would choose to go to this same school agaln

Strongly disagree 82 21.47
Disagree - 116 30.37
Agree _ 146 3822
Strongly agree 38 9.95
Total _ - 382 100.00
6t. | am engaged In school )
Strongly disagree . 39 10.08
Disagree _ 7| 1890
Agree ' ) 226 58.40
Strongly agree | : 45 11.63
. Total 3g7r| 100.00

Frequency Column%

7a. How often have you: Eaten breakfast in the moming?

Never 25 6.46
Rarely : 81 20.93
Sometimes 89 23.00
Often 192 4961

Total 387 100.00

12189



HSSSE 2007 Frequencies

Frequency | Column%

7h. How often have you: Asked or answered questions in class?

. Never 10 258
Rarely C _ 26 6.72
Sometimes ) 137 35.40
Often . 214 55.30
Total i 387 100.00

7c. How often have you: Tatked to a teacher about your class work?

Never . 14 3.61
Rarely ~ 75|  19.33
Sometimes 166 4278
Ofen ~ 133] 3428
Total 388 100.00

Fraquency | Column%

7d. How often have you: Made a class presentation?

Never ' 21 541
Rarely ] 124 31.96
Sometimes . 189 48.71
Often ' ; T 54 1302
Total 388 100.00

Frequency | Column%

7e. How often have you: Prepared a draft of a paper or assignment before tuming it in?

Never ‘ 73 18.96
Rarely 127 3299
Sometimes 118 30.65
Often , ‘ 87 17.40
Total . _ _ 385| 100.00

Frequency | Column%

7{. How often have you: Written a paper of fewer than five pages?

Never 10 2.57
Rarely ; ' : 3 8.74
Sometimes 108 27.76
Often ; 237 6093
Total ' 389}  100.00

13789



HSSSE 2007 Frequencies

. ____

. . Frequency | Column%
7g. How often have you: Written a paper of more than five pages?
Never 84 21.99
Rarely 128 33.51
Sometimes 123 3220
Often 47 12.30
Total 382 100.00

Frequency | Column%
7h. How often have you: Received heipful feedback from teachers on assignments or other class work?
Never 24 . 622
Rarely 68 17.62
Sometimes 194 50.26
Often 100 25.91
Total . 386 100.00

Frequency | Column%
7i. How often have you: Attended class with all assighments completed?
Never 9 2.34
Rarely 46 11.95
Sometimes 124 32.21
Often 206 53.51
Total 335 100.00

Frequency | Column%
7i. How often have you: Attended class with no assignments completed?
Never ’ 126 33.07
Rarely 138 36.22
Sometimes 87 2283
Often 30 7.87
Total 381 100.00

. _ . Frequency | Column%

7k. How often have you: Worked on a paper or project that required you to do research outside of assigned texts?
Never 23 6.02
Rarely 75 19.63
Sometimes 195 51.05
Often 8g 23.30
Total 382 100.00

14189



HSSSE 2007 Frequencies

‘ Frequency | Column%

71. How often have you: mmedwapaperaprojedﬂlatmqukedyoummﬁemctm”ophwtsideofsehool
(for interviews, observations, etc)?

Never 135 35.53
Rarely 141 37.11
Sometimes : 84 2211
Often’ 20 5.26
Total ) 380 100.00

Frequency [ Column%

Tm. How often have you: Worked with other students on projects/assignments during or outslde of class?

Never _ 29 7.65
Rarely 103 27.18
Sometimes ’ 184 48.55
Often ’ : 63 16.62

Total | : ) 39 100.00

Frequency | Column%

Tn. How often have you: Discussad questions in class that have no clear answers?

Never . 21 5.54

Rarely 101 26.65
Sometimes 172 45.38
Often _ 85 22.43
Total ‘ _ are|  100.00

Frequency | Column®%

7o. How often have you: Taken a test in class with mulﬁple-chcicequesﬁonsm@edbyyourteaclm?

Never . 7 1.87
Rarely ’ 25 6.67
Sometimes 107 28.53
Often : 236 62.93
Total - 375 100.00
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. . Frequency | Column%
7p. How often have you: Taken a test in class with essays or show-your-work probiems created by your teacher? )
Never ] 242
Rarely 44 11.83
Sometimes 12 30.11
Often 207 55.65
Total a2 1060.00

Freguency | Column%
7q. How often have you: Connected ideas or concepts from one class
{or subject area) to another in doing assignments or participating in class discussions?
Never ' 20 5.26
Rarely 122 32.1
Sometimes 184 4842
Often 54 14.21
Total 380  100.00
. Frequency | Column%
7r. How often have you: Discussed grades with teachers?
Never 27 7.4
Rarely 75 19.84
Sometimes 180 4762
Often 96 2540
Total 378 100.00
e ) Frequency | Column%
~ 7s. How often have you: Discussed Ideas from readings or classes with teachers outside of class?
Never 85 2249
Rarely © 148 39.15
Sometimes 108 28.84
Often 36 9.52
Total 378|  100.00
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Frequency | Column%

7t How often have you: Discussed ideas from readings or classes with others outside of class
{friends, family members, coworkers, etc)?

Never 50 13.23
Rarely 107 28.31
Sometimes : ' 150 39.68
Often 71 18.78
Total 378 100.00

Frequency | Column%

7u. How often have you:

Hadeunversaﬁonsorworkedonapmjectwihatleastmstudentofameeorethnldtydiﬁeremfromyourown? )

Never 18 474
Rarely 63 16.58
Sometimes _ _ : - 183 4239
Often ' _ . . 136 3579
Total ' _ ’ 380| 100.00

Frequency | Column%

7v. How often have you:
thdconvetsaﬁonsaworkedmapropdmmaleastomstudemmodiﬂusﬁanyouinwnnsofmllgeous
beliefs, political opinions, income background, orpelsonal values? :

Never 21 5.50
Rarely : 47 1230
Sometimes , ' 160 41.88
Often 154 - 4031
Total 382 -100.00
Frequency | Column%
7w. How often have you: Talked to an aduit in the school about career goals?
Never 30 7.92
Rarely } . 83 21.90
Sometimes 181 47.76
Often " 85 2243
Total - - 379 100.00
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Frequency | Column%

7x. How often have you: Taltked to an adult in the school about how to apply for college?

Never : . be4 20.16
Rarely 100 26.18
Sometimes v 137) = 35.86
Often : ’ 68 17.80
Total : 382 100.00

Frequency | Column%

7y.Hwoﬂenhaveyou:Beenpi¢kedonorbeen bultied by another student?

Never ‘ ‘ 166 43.68
Rarely , 122 32.11
Sometimes _ 65 17.11
Often ., 27 7.11

Total : 380 100.00

Frequency | Column%
Tz. How often have you: Picked on or bullied another student?

Naver ~ v ' ' 190 4987

Rarely ) v 127 3333
Sometimes . ‘ 47 1234
Often - ‘ .17 4.46
Total 381 100.00

Frequency | Column%

8a. | place a high value on leaming ‘

Strongly disagree ' 14 3.69
Disagree . 38 10.03
Agree 209 55.15
Strongly agree . 118 31.13

Total ‘ 38| 10000

m____A&

Frequency | Column%

8b. 1 have the skills and ability to complete my work

Strongly disagree ' ' 8 213
Disagree ‘ : 14 373
Agree ’ ' _ 204 54.40
Strongly agree ‘ 149 3973
Total ’ 3r5|  100.00
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Frequency | Column%

8c. | put forth a great deal of effort when doing my school work

Strongly disagree 23 6.08
Disagree 103 2725
Agree 191 50.53
"Strongly agree 61 16.14
Total 378|  100.00

. 8d. l am motivated to work by a desire to leam

Freguency | Column%

Strongly disagree 32 B.44
Disagree 116 30.61
Agree 175 46.17
Strongly agree 56 14.78
Total ' 379 100.00

Frequency | Column%

B&Immﬁvatedmw&kbyadalmmgetgoodgmdes

Strongly disagree 16 423
Disagree 50 13.23
Agree 199 5265
Strongly agree 113 29.89
Total ' 378 100.00

.

Frequency | Column®

8f. 1 am motivated to work by teachers who encourage me

Strongly disagree v 30 7.98
Disagree 120 3191
Agree 183 48.67
Strongly agree 43 11.44
Total 376 100.00

| __&

Frequency | Column%

8g. | am motivated to work by a desire to succeed in the world outside of school

Strongly disagree 20 532
Disagree 40 10.64
Agree 181 48.14
Strongly agree - 135 35.90
Total 376 100.00
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Fraquency | Column%

8h. | take pride in the quality of my school work

Strongly disagree ' 17 450
Disagree ’ 90 23.81
Agree : 204 | 53.97
Strongly agree ' 67 17.72
Total : 378 100.00

Frequency | Column%

81. | have worked harder than | expected to in school

Strongly disagree ' 36 9.57
Disagree - 156 4149
Agree - ' _ 148] 3936
Strongly agree 36 9.57

Total . ’ 376 100.00

Frequency | Column%

8j. | like discussions In which there are no clear answers

Strongly disagree 32 8.58
Disagree ] ‘ 116 31.10
Agree _ ' 160 42.90
Strongly agree ‘ 85 17.43
Total - 373]  100.00

Frequency Eiumn%

8k. | enjoy the opportunity to be creative in school

Strongly disagree 21 5.57
Disagree 53 14.06
Agree - 208 §5.17
Strongly agree _ g5 25.20
Total 377| 10000

Frequency | Column%

8l. | enjoy working on tasks that require a lot of thinking and mental effort

Strongly disagree ’ 34 9.07
Disagree : 128] 3413
Agree o 161 4293
Strongly agree 52 13.87
Total . 315 100.00
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Frequency | Column%
8m. My school work makes me curious to leam other things
Strongly disagree 31 8.31
Disagree 117 31.37
Agree 189 50.67
Strongly agree 36 9.65
Total 373 100.00

Frequency | Column%
8n. in general, | am excited about my classes
Strongly disagree 56 14.85
'Disagree 184 48.81
Agree 120 31.83
Strongly agree 17 4.51
Total 377 100.00

Frequency | Column®% -
80. | value the rewards (grades, awards, etc) that | get at school for my work '
Strongly disagree 20 5.36
Disagree 77 20.64
Agree 205 54.96
Strongly agree 71 19.03
Total 373 100.00

w A

.| Frequency

fumn%

8p. 1 see how the work | am doing now will help me after high schoot

Strongly disagree 43 11.41
Disagree 89| 2361
Agree 189 50.13
Strongly agree 56 14.85
Total 377|  100.00

Frequency | Column%

Bq.lﬁeeigoodabognwholamasasmdem

Strongly disagree 19 5,09
Disagree 76 20.38
Agree 209 56.03
Strongly agree 69 18.50
Total 373| 100.00
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Frequency | Column%

8r. | feel good about who | am as a person

Strongly disagree 1 3.00
Disagree 27 7.36
Agree 195 53.13
Strongly agree 134 36.51
Total 367]  100.00

| Frequency | Column%

9. Abaut how many of your teachers want you to do the best work you can do?

None 8 212
1or2 39 1032
Some 86| 2275
Most 122 3228
All 123 3254
Total 378 100.00
10. About how many of your teachers belleve you can do excellent work?

None 7 1.86
1o0r2 4_3 1141
Some 80 2122
Most 132 35.01
All 115 30.50
Total 377 100.00

. _

Frequency | Column®%

11. About how many of your classes challenge you academically?

None 19 5.05
tor2 82| 2181
Some 112] 2979
Most 123] 3271
All 40 10.64
Total 376 100.00
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Frequency | Column%

12. About how many of your classes DO NOT require you to work hard?

None 69 1855
1or2 _ - 151 40.59
Some 101 27.15
Most 40 1075
Al 1 2.96
Total I - _ 372|  100.00

Frequency | Column%

13. in about how many classes do you give your maximum effort?

None 46| 1247
1or2 68| 1799 -
Some 106 28.04
Most 18| 3122
Al : - 40 1058

Total : 3718 100.00

Frequency | Column%

" 14. In about how many classes do you put in very little effort

None ] B4 2234
1or2 155 41,22
Some 67 17.82
Most 42 117
Al 28 745
Total : : ‘ 376 100.00

Frequency | Column%

15a. My school emphasizes: Memorizing facts and figures in work for classes

Notatall 28 7.51
Alittie 86|  23.06
Some ' 150 4021
Very much 109| 2922
Total v ' 373| 10000
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Frequency | Column®%

15h. My school emphasizes: Understanding information and ideas in work for classes

Not at alt . 15 4.05
A Hittle ' _ » 69| 1865
Some - _ 158 4270
Very much - 128) 3459
Total _ 370]  160.00

C Frequency | Columin%
15c. My school emphasizes: Analyzing ideas in depth in work for classes :

Not at all 25 6.74
Alitle ' j .83 2237
Some ' 174 46.90
Very much 89 23.99
Total _ _ 3711 10000

Frequency | Column%

15d. My school emphasizes: Spending a lot of time studying and dolng school work

Not at all . 23 6.25
A little : _ 55 14.95
Some 147 39.95
Very much ' _ . 143 38.86

Total _ 368| 100.00

Frequency | Column%

15e. My school emphasizes: Spending a lot of time preparing for state and district standardized tests

Not at all ' 18 4.89
A littie _ . ' 66 17.93
Some - , 129 35.05
Very much 155 4212

Total _ 368  100.00

Frequency | Cotumn%

15f. My school emphasizes: Parﬁcipﬁnginsdmolevenlsandacﬂviﬁes(aﬂlhﬂé,plays,etc)

Not at afl , _ 20 5.38
A fittle : ' 79] 2124
Some ‘ 150  40.32
Very much 123]  33.06
Total - ' ~ 372]  100.00
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Frequency | Column%

15g. My school emphasizes: Using computers for class work

Not atall 33 8.94
A little 92 2493
Some ; . 144 39.02
Very much T 100 27.10
Total , 369 100.00

Frequency | Cofumn%

15h.uyschoolemphasizes:ﬁxplorhgnewldeas

Notatall ' 34 9.21
A little 101 27.37
Some o 165 472
Very much ) 69 18.70
Total 369  100.00

Frequency | Column®%

151. My school emphasizes: Continuing schooling beyond high school (eo!lege, career training, etc)

Not at all 17 4.59
A little ‘ 44 11.89
Some 92 2486
Very much _ . 217| 5865

Total 370 100.00

Freguency | Column®%

16a. School contributed to growth: Acquiring skilis related to work after high school

Not at all : _ 47 12.91
A little ‘ 98 26.92
Some 157| 4313
Very much 62 17.03
Total 364| 10000

Frequency | Column%

16b. School contributed to growth: Writing effectivety

Not at all 32 8.77
A little _ 72 19.73
Some 163]  44.66
Very much ; ' V 98| 2685
Total 365 100.00
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Frequency | Column%

16¢. School contributed to growth: Speaking effectively

Not at all 36 984
A little 85 23.22
Some 148 40.44
Very much 97 26.50
Total . ' 366| 100.00

Frequency | Column%

16d. School contributed to growth: Thinking critically.

Not at alt 29 7.90
A little _ - ' _ : 54 14.71
Some ’ 182 49.59
Very much ’ 102 27.79

Total . - - 367 100.00

Frequency | Column%

16e. Schoo! contributed to growth: Reading and'undetslandlng challenging materials

Not at all _ 27 7.46
A fittle ‘ - 68 18.78
Some v ’ 179 49.45
Very much 88 24.31
Total ‘ 362| 100.00

_Frequency Column%

16L. School contributed to growth: Using computers and the Intemet

Not at all . 53 14.44
A littie ' 76 20.71
Some 146 39.78
Very much 92 2507

Total : ' 367 100.00

Frequency m!mng

16g. School contributed to growth: Working weil with others

Not at all 36 9.86
A little - 81 2219
Some - ' 169 46.30
Very much : 79 21.64

Total . 365 100.00
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- | Frequency | Column%
16h. School contributed to growth: Leamning independently
Not at all ' ' 39 10.60
A little 91 24.73
Some 155 4212
Very much 83 22.55
Total aes 100.00
Frequency | Column%
16i. School contributed to growth: Solving real-world problems
Not at all 82 2222
A littie 9 24.66
Some 147 39.84
Very much 49 13.28
Total 369 100.00
Frequency | Column%
18J. School contributed to growth: Gaining awareness of conditions in the community outside of school
Not at alt 56 156.30
A little 123 33.61
Some 125 34.15
Very much 62 16.94
Total 366 100.00
Frequency | Column%
16k. School contributed to growth: Developing clear career goals
Not at all 57 15.53
A little 97 2643
Some 146 39.78
Very much 67 18.26
Total 367 -100.00
Frequency | Column%
16L School contributed to growth: Understanding the relevance of school work to life after high school
Not atall ) R 19.40
A little 76 20.77
Some 145 39.62
Very much 74 20.22
Totat 366 100.00

27189



HSSSE 2007 Frequencies

Frequency | Column%

16m. Schooi contributed to growth: Undefshﬁding people of other racial and ethnic backgrounds

Not at all 82 2247
A little ’ 85 26.03
Some ' 113 30.96
Very much 75 20.55
Total o ‘ 365 100.00

Frequency | Column%

16n. School contributed to growth: Understanding yourself

Not at all . 87 2403
A littie 81 2238
Some : ' . 134 3702
Very much .80 16.57
Total - 362 100.00

Frequency | Column%

16mSchoanlﬂbutedb§rowﬂi:Tmaﬁngpeopiemeped

Not at a : 41 11.29
A fittle , 75| 2066
Some A 151 4160
‘Very much ' 96| 2645
Total \ 363 100.00

Frequency | Column% _

16p. School contributed to growth: Developing personal beliefs and values

Not at all 67 18.36
Alittle , . 75| 2055
Some 144 3945
Very much 79| . 2164
Total ~ 385| 100.00

=

Frequency | Column%

17a. Have done during high school: Participated in community service or volunteer work?

No 64 17.07
Yes ’ 31 82.93
Total s 100.00
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Frequency | Column%

17b. Have done during high school: Participated in a work-study program?

No 4 289  77.90
Yes 82 2210
Total 71| 1o0.00

!

Frequency | Column%

17¢. Have done during high school: Taken one or more Advanced Placement
{AP} courses, or courses at a college/university?

No ' 220 59.30
Yes ' 151 40.70
Total ' N 100.00°

Frequency | Column%

17d. Have done during high school: Participated in an arts program or arts project in school?

No 116 31.18
Yes . . 256 68.82
Total _ ' 372/  100.00

N_____&

Frequency | Column%

17e. Have done during high school: Participated in an arts program or arts project outside of school?

No 228 60.96
Yes _ 146 39.04
Total : 374 100.00

Frequency | Column%

18. Why do you go to school?: Because | enjoy being In school

No response ) 278 70.74
Yes : ) 115 29.26
Total 393 100.00

Frequency | Column%

18. Why do you go to school?: Because of what [ leam In classes

No response 251 63.87
Yes ' _ 142 36.13
Total ] 393| 100.00
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Frequency | Column%

18. Why do you go to school?: Because of my teaches(s)

No response - : 313 79.64
Yes 80 20.36
Total 393 100.00

Frequency | Column%

18. Why do you go to school?: Because of my peersifriends

No response ' 123 31.30
Yes _ ' _ 270 6870
Total _ 393  100.00

Column%

. 18. Why do you go to school?: Because it's the law
No response 146 37.15
Yes : 247 62.85
Total ' ) 393 100.00

Frequency | Column%

18. Why do you go to schooi?: Because | want to get a degree and go to college

No response 82 20.87
Yes 31 79.13
Total _ 393 100.00
18. Why do you go to school?: Because | want to acquire skills for the workplace

No response 234 59.54
Yes i 159 40.46
Total i 393 100.90

Frequency | Column

18. Why do you go to schooi?: Because there's ndhlngélsetodo

No response 34 7735
Yes . 89 2265
Total : 393 100.00
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Frequency | Column®%

18. Why de you go to schooi?: To stay out of trouble

No response 314 79.90
Yes - 79 20.10
Total 393 100.00

Frequency | Column%

18. Why do you go to school?: Other

No response B _ ' , as0| 8397
Yes 63| 1603

Total 393 100.00

19. Have you ever skipped school?

Never , 231 6243
Once or twice ' 95 25.68
Many times ' _ . a4 11.89
Total ' 370 100.00

Frequency { Column%

20. Have you ever considered dropping out of high schooi?

Never 318 86.65
Once or twice : _ 35 9.54
Many times 14 3.81
Total _ - 367|  100.00

Frequency | Column®%

21. Why drop out?: The work was too hard

No response ] ’ 360 91.60
Yes ' 33 8.40
Total 393 10000

Fi Column%

21. Why drop out?: The work was too easy

No response 383 97.46
Yes 10 254

Total _ 393] 10000
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Frequency | Column%

21. Why drop out?: | didn't like the school

No response , ' 346 88.04
Yes : _ 47 11.96
Total ) ) 393 100.00

Frequency | Column%

21. Why drop out?- 1 didn't like the teachers

No response ’ : 366 93.13
Yes . 27| ear

_ Total ) i 393 100.00

' Frequency | Column%

21. Why drop out?: | didn't see the value In the work | was being asked to do

No response 363 92.37
Yes - - ' T30 7.63
Total _ _ 393|  100.00

Frequency | Column%

21. Why drop out?: 1 was picked on or bullled

No response . 377 19593
Yes _ ) : ) . 16 407
Total . 393 100.00

| Frequency | Column%

24. Why drop out?: | needed to work for money

No response ) 375 9542
Yes : 18 4.58
Total . 393 100.00

Frequency | Column%

21. Why drop out?: No adults in the school cared about me

‘No response ' 381 96.95
Yes 12 3.05
Total 393 100.00
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Frequency | Column%

21. Why drop out?: Family issues

No response : 366 93.13
Yes ' _ 27 6.87
Total ’ 393 100.00

Frequency | Column%

21. Why drop out?: | feit 1 was foo far behind in credits to graduate

No response 37 94.40
Yes . . 2 5.60

Total , , , . -~ 293 100.00

Frequency | Column%

21. Why drop out?: | failed required standardized tests for graduation

No response . | 385 97.96
Yes ' 8 2.04
Totat ' 393 100.00

Frequency cmﬁmn%‘

21, Why drop out?: Adults In School encouraged me to drop out

No response 383 97.46
Yes 10 254
Total ' _ - 393  100.00

Frequency | Column%

21. Why drop out?: Other

No response 373 94.91
Yes 20 5.09

Tatal 393 100.00

Fraquency | Column%

22. Have you ever been heild back a grade level in school?

No ' 336 90.81

Yes 34 9.19
Total ' . 370 100.00
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Frequency | Column%

23. Do you believe you are in danger of being held back a grade level this year?

No 320|  B87.43
Yes 46| 1257
Total ' » _ ~366[  100.00

Frequency | Column%

24, Have you ever been bored in class in high school?

Never . 5 1.34
Once or twice 16 4.29
Once in a while ) 105 28.15
Every day 197 52.82
Every class ' : 50 1340

Total ‘ 73| 10000

) '| Frequency | Column%
25. Why bored?: Work wasn't challenging enough :

No response ) 278 70.74
Yes ’ : 115 29.26
© Total . : ¢ 393 100.00

Frequency | Column%

25. Why bored?: Work was too difficuit

No response ' ‘ ' 282 71.76
Yes - . ’ 111 28.24
Total 393 100.00

Frequency | Column%

25. Why bored?: Material wasn't interesting

No response ‘ 82 20.87
Yes . 3N 79.13
Total ' ’ 393 100.00

Frequency | Column%

25. Why bored?: Material wasn't relevant to me

No response ' 245| 6234
Yes - 148| 3766
Total - 393 10000
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Frequency | Column%
25. Why bored?: No interaction with teacher )
No response 275 69.97
Yes 118 30.03
Total 393| 100.00
Frequency | Column%
25. Why bored?: Other
No response 343 87.28
Yes 50 1272
Total 393 100.00
Frequency | Column%
26a. What excites/engages you?: Teacher iecture
Not at all ' 162 44,51
A little 117 . 3214
Some 71 19.51
Very much 14 3.85
Total 364 100.00
Frequency | Column%
26h. What excites/engages you?: Discussion and debate
Not at all ' 47 13.02
A little 72 19.94
Some 142 39.34
Very much 100 27.70
Total 361 100.00
Frequency | Column%
26c. What excites/iengages you?: Individual reading
Not at ail 145 4017
A fittle 123 34.07
Some 61 16.90
Very much 32 8.86
Total 361 100.00

35/89



H

SSSE 2007 Frequencies

Frequency | Column®

26d. What excites/engages you?: Wiriting projects

Not at all 156 4333
A little 12| 31.11
Some " 72| 2000
Very much 20 5.56
Total 360 100.00

Frequency | Column%

26e. What excites/engages you?: Research projects

Not at all 119 3287
A little 121 3343
Some 99 27.35
Very much 23 6.35
Total 362 100.00

Frequency | Column%

26f. What excites/engages you?: Group projects .

Not at all 60 16.76
A little 89 2486
Some 150 41.90
Very much 59 16.48
Total 358 100.00

Frequency | Column%

26g. What excites/engages you?: Presentations

Not at all 109 30.53
A little 99| 73
Some 120 3361
Very much 29 8.12
Total 357 100.00

Frequency | Column%

26h. What excites/engages you?: Role plays

Not at all . 108 30.51
A littie 104 29.38
Some 96 27.12
Very much 415 1299
Total 354 100.00
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Frequency | Column%

261. What excites/engages you?: Art and drama activities .
Not at afl ’ ‘ 87 2444

A little ' 85 23.88
Some , 87 24 44
Very much - 97 27.25

Total o 356  100.00

Frequency | Column%

27. What language is primarily spoken in your home?: English

No response . 94 23.92
Yes . 299 76.08
Total 393 100.00

Frequency | Column%

27. What language s primarily spoken in your home?: Other language(s)

No response . 294 74.81
Yes 99 25.18

Total 393] 10000

Frequency | Column%

28. Were you bormn in the United States?

No _ - 48| 1345
Yes _ 309] 8655
Total » 357]  100.00

Frequency | Column%

29. How do you identify yourself by race amnd/or ethnicity?

Native American _ 3 0.76
Astan 17 433
Black . _ . . 11 2.80
Latino . - , . 56 1425
Middle Eastemn 4 1.02
White . _ 228 58.02
No Response : ' 44| - 1120
Multiractat : 30 7.63
Total _ _ 393! 100.00
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Frequency | Column%

30. Eligible for free or reduced-price lunch?

No , . 272 74.93
Yes 28 7.7
Do not knowlPrefer not to answer 63 17.36
Total ' ) 363 100.00

Frequency | Column%

31. How far do you want to go In your schooling?

Do not know/Not applicable ' ] 26 7.93
Did not finish high school } g 274
High school diploma or GED ' 10 3.05
Two-year college degree 11 3.35
Four-year college degree : 120 36.59
Masters degree g 84 2561
Doctorate or other advanced professional degree ' . - 68 20.73

Total 328 100.00

Frequency | Column%

32. What is the highest level of schooling that your parents or guardians completed?

Do not know/Not applicable 47 13.51
Did not finish high school 8 2.30
High school diploma or GED : 44 12.64
Two-year college degree ' ' 26 747
Four-year college degree . ' ' g2 26.44
Masters degree 89 2557
Doctorate or other advanced professional degree 42 12.07
Total 348| 100,00

Frequency | Column%

33. Grades

Grades not used/Do not know 2 0.56
Mostly Ds and befow 4 1.12
Mostly Cs and Ds _ - 34 9.52
Mostly Bs and Cs 130 36.41
Mostly As and Bs ’ "7 3277
Mostly As _ 70 19.61
Total ' ’ 357 100.00
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Transcript of Focus Group Meeting One
Conducted on: 08/21/07

Administrative Numerical Assignment and Role:

Member #1: Assistant Superintendent for Curriculum and
High School Principal

Member #2: Elementary Principal, Grades 2-4

Member #3: Director of Special Services

Member #4: Elementary Principal, Grades K-1

Member #5: Director of Guidance Services

Member #6: Superintendent, NOT PRESENT

Member #7: Director of Athletics, NOT PRESENT

Member #8: Principal, Middle School

Member #9: Assistant Superintendent for Finance

Researcher: Valerie Feit

Researcher: We are going to look at page 13 and just taking
a moment we are going to look at pages i3, 14, 15 and the
top of 16.

Member 2: Oh, the print is small. I don't have my glasses.
Membér 5: Are we discussing these questions? Excuse me,
number two; I was speaking to the group leader. Are we

discussing these questions (holds up the interview guide}?
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Researcher: We are discussing your perceptions of the data
and what you are getting from it.

Member 2: You want us to loock at all of these pages?
Researcher: Just 13, 14 and 15; to just review those pages.
(Pause for focus group participants to read text)
Regsearcher: Does anyone have anything they would like to
comment

on?

Member 3: I looked at 7a how often prepared a draft of a
paper before turning it in. Prepared a draft, you would
assume that, you know, we are constantly on the kids to do
this. The percentage that do, 32 or 33%. I was just..that
was interesting. Then, a couple of other things, working
with cher:kids, on page 15, working with other students on
project assignments outside of class, I expected it would
be higher. We put a premium on kids working together in
groups and that somewhat surprised me. And, interacting
with people outside of school, for interviews,
observations, things like that, would make it much more
reality-based and practical and so forth. I was just
surprised by the high percentages of those types of
responses to things that we stand for in terms of our

emphasis and our wvalues. Those somewhat surprised me and
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kids not acting, discussing with teachers, discussing their
grades with teachers; there are some high percentages
there.

Member 1l: I agree. I reacted to the same things on page 15.
The questions to the students are very interesting. What
we are looking at now through the 2lstcentury skills it is
certainly obvious that those things are needed and that we
are promoting that and that when you see it from the kids’
perspectives we are not doing as good a job as we need to.
I was disappointed at 70, which indicates the high
percentage of multiple choice questions on a test because
we are trying to move away from that. You know, it is the
easier way for many teachersg. And, you know they are still
using a quicker and easier way, and they are still doing
that. I would like to see more of 7m, with more of the
problem solving and creativity. I think that I see..my issue
is that I find parents don’t like that kind of instruction.
We are meeting with a parent on Thursday who is a really
linear thinker and wants everything very concrete and if
there is no answer, and you give a “well it depends” kind
of question the parents are crazed. 8o, some of it’s that
we have a lot of re-education to do as we deal with our

strategic plan. Obviously, there are needs.
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Member 3: Where do these guestions come from?

Researcher: These questions come from the High School
Survey of Student Engagement.

Member 3: Is it national?

Researcher: It is available nationally. Any school
district that wants to participate can contact the
University of Indiana and do so.

Member 2: Two that jumped out at me are 7c and 7h, where
they talked about talking to a teacher about class work and
getting feedback from the teacher. I was surprised that you
are looking at almost 25% where the kids are saying they
have never or rarely had feedback. I think that again is
something that, because our class sizes are rather small
and our school population is small, that that is taking
place on a regular basis. But, apparently from the
perception the children..I am wondering are these the
children who are struggling and they are falling through
the cracks, or is the other way around? The other end of
the spectrum, the really bright kids who don’t feel the
need to have a discussion with their teacher about class
work or grades.

Member 1: I have another guestion as you pose it..are the

teachers inviting that kind of dialogue?
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Member 5: I think also the guestion is how accurate this
is. I look at the numbers for us, because we are a small
school, we know our kids individually so when I see 10%
here and 14% there, I can almost figure out which kids are
saying; “I am just going to answer this way.” You always
get kids who are going to answer a survey this way and
other questions that are brought into account so that you
can factor that in when you are doing your research. But,
there is nobody that I can think of in the high school who
hasn’t had a conversation with his or her teacher about
what happens in the classroom.

Member 1: I think that there are some teachers who don‘t
invite it. I think there are kids who want it..

Member 5: It doesn’t say “all your teachers” so I can’t
think of an invite from A to Z that hasn’t had a
conversation..if they (students) are just given this
(survey) and there is no instruction, there is nobody
asking what do you really mean by “talking to a teacher”
and all those kinds of things, and they interpret it
thever they interpret it then they answer it that way.
Member 4: Then my question is was the gtudent allowed
clarification of any of these questions while they were

being given the survey?



288

Researcher: We are looking at a snapshot. If you go through
the entire survey, you will see that these guestions are
re-approached in different ways. So we are looking at, you
know, just a small piece of the survey right now. So, yes,
I think that they were given an opportunity to ask for
clarification. As the survey evolves the clarification is
built in..some of it is built in.

Member 8: What time of the year was this given?

Researcher: This was given in April.

Member 8: Certainly, for the high school, I think, that for
“working outside of school on projects and presentations”
the senior internship program, which is a very big part of
senior year, could have an impact on the numbers. If it
had been given at the end of June that might be
significant. Another thing is, I would be very..and I don’t
know if you could break any of these guestions down more
specifically, but looking at 7b, “How often have you asked
or answered guestion in class?” Those are two dramatically
different things, or can be for some kids. I would be very
interested in separating those two into how much of each
because we look at class participation and count that as
class participation. But, you probably have your frequently

called on kids, who are frequent hand-raisers that are



289

called on simply because they are (participant demonstrates
with a wave of their hand)..and a lot of different
gstratifications of those. So, I would be very interested
in seeing those..in terms of class participation and
engagement .

Member 2: Were they (the students) asked to reflect on
specifically their high school years? Or, were they asked

to reflect on their {(name of school district) education?

Because as I look at 71, the project that reguires you to
interact with people outside of school, what jumped out at
me was, gee if they are looking at..their (name of school
district) education..I mean, every single second grader goes
out into the community and interviews someone for a
community project. Were they asked to focus on their high
school years or were they focusing on their total
education? That jumped right out at me.

Member 5: The same thing with the internship and every
ninth grader has to give a speech in their class. You
wonder what they are thinking.

Member 1: I don‘t think they were given that kind of
direction. But, knowing what we go through on senior exit
interviews, which is just»kind of a verbal statement of

this (gestures with hand to indicate HSSSE data) I think
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the kids intend to remember what’s they last thing they
did. I don’t think they are reflecting back to
kindergarten.

Member 2: But, that is important. What are you reflecting
on?

Member 3: I would approach this totally differently, and
that is obviously the way I do things. I am locking at what
is the bottom line in terms of the data. I think that the
percentages, the total percentages, school climate and
relationships, those are really really strong. How I would
look at it.. is that school engagement and classroom
engagement..what are the questions that pull from and result
in these percentages to see..that yes, some do..and some
overlap..and these are small gquestions..and for school
engagement..there are probably, what..how many questions.
Member 2: Well, what is school engagement?

Member 3: There could be a lot of different things here
that talk about what specifically what pulled that number
down.

Researcher: Let’s look forward and look at some of the
other data.

It will help to round this conversation out. Look at page

17 and then page 19.
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Member 2: Why are we skipping 187

Researcher: We are taking a quick overlook today. If you
feel like moving on, pages 21 and 22 follow. We are
focusing on 17, 19, 21 and 22. If anyone wants to look at
20..you do not have to look at only these specific pages.
{(Participants pause to read the data)

Researcher: I just want to remind everyone of the interview
guide questions, they may help to give a framework to what
you are seeing. How we might utilize the data to
individualize opportunities, or how students are learning
ingside and outside of school, what might be an effective
way to share this with the teachers, what are your
perceptions?

Member 8: Looking at page 17, at 7u and 7v, students are
having conversations with other races, ethnicities or
religious backgrounds; I wonder how hard the kids had to
think about who they work with to answer these guestions.
Because, on a positive note, I think a lot of times, at
this point in our classrooms, they don’t really think about
that anymore. I would guess they had to think about that.
That they look around and think about some of their friends
and think, hmmm, are they.what ethnic background, what

religious background they are. So, looking at those
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numbers, I think they thought about that quite a bit. The
other comment I had was, 8i on page 20, “I worked harder
than I expected in school” and 11 on page 22, about how
many classes challenge you academically. In terms of the
interview guide questions about their perceptions versus
our perceptions, it seems to me frequently we get into
conversations with more so parents than students, but they
think they are not being challenged and we think they are.
We say, well if you say you are not being challenged, how
come you are only getting an 87?7 How come you are not doing
better? So, it turns into motivation. We need to look at
the issue of challenge from different perspectives.

Member 3: I was struck by, on page 21, kids 8n and 8m, the
schoolwork not making them curious to learn other things
and excitement about their classes. Those are very
depressing. It shows, in certain ways, which is
interesting..I] see they feel connected to the teachers, by

their responses. But, (names the high school principal) had

mentioned something about all the 2lstcentury skills,
something we are going to be addressing, which is great,
looking at the students’ perceptions because they are
surely not seeing that connection, a lot of them, between

high school and what comes after. It is just not there. It
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is not there on a number of these questions. It seems
pretty consistent so far in terms of the kids’ perceptions
of it.

Member 2: If you look at 8p, “I see how the work I am doing
now will help me after high school” ..64% agree or strongly
agree, so they must be seeing some connection. But, I am
wondering if 8n, is tied into 11, in that if they don’t
feel . . . if their perception is that they are not being
academically challenged, is that why they are not excited
about their classes?

Member 5: What if you asked an adult if they are excited
about going to work, which is what school is for kids.
Member 2: If you ask the superintendent, he would say he
is.

Member 5: Of course, we are thrilled and excited every day.
But, if you ask the general public

Member 3: But, are you curious to learn other things?
Member 5: I was impressed that 50% said they agree that
they are excited to learn other things.

Member 3: But, there are 31% and 8% who are not, that is
not great.

Member 5: For school?
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Member 3: I am talking about curiosity. I am not talking
about loving to get up in the morning to come to school.
Member 1: I think it’s a little bit of a dilemma because we
all know the research that says that curiosity disappears,
as they get older and come into high school. 2nd, we know
that curiosity is an important skill for the future. If you
are not curious, you won’'t ask questions. If you don’t ask
questions you are not going to solve problems and so forth,
and it all fits into 21stcentury. I think it is typical for
a portion of high school kids not to say that they are
curious. I think our challenge is, 60% is good and it is
more than half. The challenge is how we create an
atmosphere where most teenagers are curious the way they
are when they are five or six years old. That is the
challenge we are facing because if they are not curious,
then they are going to be happy with the status quo and
they are going to be all the things we worry about with the
future will come to fruition.

Member 4: Let’s go to 15a, on page 23, I jumped ahead.
Almost 70% of them see school as memorizing facts and
figures. I was nervous about that.

Member 1: That is wvery scary.
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Member 4: And, then number 13, the question was, “in how
many classes do you give your maximum effort?” It is about
41% and if you add “some”, it is up to about 70%.

Member 1l: You are right, {(names elementary school

principal), I think..and, I am disappointed to think they

think of school as memorizing and then I think of some of
the staff and how they work with the kids. And, so much of
what they are asking them to do is remember and give back
facts with multiple-choice questions, which are the biggest
kind of tests we give. That is what we ask for, so I think
this is good because it is just another element (hand
indicates HSSSE data printout) in our whole strategic plan.
We are thinking about changing the way we think about
teaching and learning.

Member 5: If they are preparing for a Regent’s exam, how
much of the classroom exam is being spent doing those sorts
of things.

Member 2: If you look at 15e that answers your question.
They say that 77% say they spend a lot of time preparing
for state and district standardized tests.

Member 4:I don‘t think that they (students) look at some of
the questions on the standardized tests as critical

thinking questions. When they have to take the facts that
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they know they have to memorize and cqncepts and
extrapolate out to find answers to critical thinking
questions. That ig a higher-level process itself.

Member 1l: When the teachers do that, the kids have this
discomfort. We see it first in tenth grade with (names
teacher} AP Euro. It drives the parents over the edge and
the kids over the edge because you don’t have those
answers. The questions say, what did you learn, what do you
think, and they are (hand gesture indicates confusion).
Member 4: It is this constant..

Member 1: It is that they can’t get their “A” because they
studied five hours. They can recite everything but they..
Member 4: They study, but they can’t think for five hours.
Member 1: Well, they don’t know how to take what they have
andm

We are in the throes of change right now. I think we have
to be able to support, as we are talking her right now, the
teachers differently. The assessments have to look
different.

Member 4: We have to ask different questions.

Member 1: Exactly.

Member 4: And, that is the key.
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Member 1: Exactly. And, then it requires state education
departments, the College Board and everybody else to assess
thesge kids..to move away from the things we’ve seen.

Member 4: To be more open-ended.

Member 1: Yes.

Member 9: To change gears a little bit. I was looking at a
couple of the questions on page 21 and 22. In particular,
8o, “I value the rewards that I get at school.” And, 8qg, ™I
feel good about who I am as a student and as a person.”
These are the self-esteem type questions. They are off the
charts on the agree and strongly agree. It is very
interesting. I think that even the students who might be
going through it, marking down the “rarely, rarely”..these
jumped out. We certainly have kids who are feeling good
about themselves.

Member 4: You are right.

Member 9: This is consistent with some studies that I have
seen on American students’ self-perceptions.

Member 1: Yes, ves, exactly.

Member 8: High on self-esteen.

(All participants laugh)

Member 8: May I make one more comment.

Researcher: Yes, of course.
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Member 8: I think 8p is such a fundamental question. 8p on
page 21. Will this help me after high school? It is so
dependent on their environment. and family situation. I
would be very interested in asking the same question in
four years or 10 years, or 20 years. Was the stuff they
learned in high school useful to them now? You are really
asking them to project. This is the basic idea of education
and very relevant to our 2lstcentury view. I think that is
an extremely significant question. Another one that I think
we would get great value out of looking at deeper
perceptions. I agree and strongly agree (this part of the
conversation was based on how many students reported that
they think that what they are learning now will be useful
to them in the future), 64% . . . what specifically are
they thinking about? What are they doing right now that
will help them? I would be curious to see if that matches
what we think is significant and what they are doing now.
Researcher: I am glad you went to that point..through page
24. I was going to suggest pages 24, 25, 26 and 27. And,
then finally ending up with 34, 35 and 36. So, let’s move
forward into the 20’s here. | |

(Participants take time to read these pages)
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Member 1l: We are dealing with an issue in the middle school
right now with reading, writing and language skills. It is
interesting to see that right now, we are roughly..75% of
the kids feel good about what they are learning and
acquiring, and 25%, who are not becoming proficient in
those areas. I guess I would like to think about those
kids. It is not a surprise for me to see the statistics
because I do believe we have been wrestling with looking at
high school data moving kids. There is always 25%, or you
go between 20 and 25%, who you can’'t move into that 75%
range academically. 2And, there are kids who are
struggling. I am not sure, if we are addressing their needs
or if we are getting them by. They are making it, but they
are not, of if, they are getting all of the skills they
need. Even if they are taking the state assessments, they
are passing, but they are not where they need to be. That
has been consistent for a long time. Typically, the kids
who fall into there (meaning the 25%) are new to our
district, middle and or high school. They haven’t come
through our district. They are kids who come from
immigrant families so‘they are dealing with other language
issues. Or, some are dealing with some other kinds of

family situations. I am not surprised with the statistic of
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kids who are not feeling that we are addressing their needs

and I am not satisfied that we are addressing it. Even with

75% or 80%
report and
the school

population

of our population (gestures toward the HSSSE
indicates the number of students who report that
is addressing their needs)..there is a bit of our

who are being left behind.

Member 3: When you mention, I guess, to me when I am

loocking at

percentages, even in the 60’s and 70's, you are

leaving a whole bunch of kids out. It is interesting as you

go into this, as you go further (gesture indicates the

HSSSE report)} which is probably where I would want to

start. These are where I would want to start. These are

the more interesting gquestions that are posed to the kids.
Because these questions, these are the meat of it. This is
where you are getting the information in terms of what we
are doing well in and what we have to continue to work on.
On page 27, you start with 16h, you start with 34% are
saying the school is not contributing to our independent
functioning, learning and solving real life problems. 46%
are saying that you (the school} are not doing that.
Awareness of conditions in the community, 48% are saying we
haven’t hit that. Developing clear career goals, that

shocked me, 41%. The relevance to school work to life
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after school, is 39”1percentile. I mean, those are pretty
interesting statistics.

Member 2: 16k, I am not so surprised about that. A lot of
kids, when they leave high school, they really don’t know
what they want to do. And, it is not until they get into
college..

Member 5: Or, after.

Member 2: Or, after that, they.Well, they get into college
and start working through a program and they say, “Whoa,
this isn’t for me” and they switch. So, this doesn’t
surprise me as much.

Member 5: Some of the jobs these people will be doing
aren’t even invented yet.

Member 2: But, the one that does surprise me is a lot is
16i, that they don’t feel that we have taught them how to
solve real world problems. That is a high number.

Member 3: If you look at 16g, “working well with others” on
page 26.

Member 4: 57% say they do.

Member 3: I don’t think that is good.

Member 4: I am not saying that.

Member 1: It is because I did away with Junior/Senior Day.

(The speaker refers to misconduct on the part of students
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that resulted in the cancellation of this event.) They used
to claim that that was a time for them all to work
together. It brought them all together. They used to tell
us that at senior exit interviews. That was great. They had
to solve these problems together. (Laughter from group)
Member 2: When you compare some of these answers with some
of the specific guestions in here (gesture indicates the
HSSSE report) the numbers don’t match up.

Member 4: You have some contradictions here. If you look
at 16d, 77% say the school has contributed to their growth
in terms of thinking critically and yet, they say that
teaching they are being asked to learn facts. So, that’s..
Member 2: But, this is like all surveys. Although, what
order were the questions asked? How many guestions were
there all together?

Researcher:rl don’t have the survey. It is over 108.
Member 2: Oh, forget it. Once they get to guestion #23,
they are..

Member 5: (Laughs)

Researcher: I received feedback from students, after the
survey was administered, to say that they enjoyed it.
Clearly, it was long. They felt it was thorough.

Member 4: When was this being given?
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Member 5: April.

Member 4: A class period?

Member 1: A class period.

Researcher: Social studies.

Member 2: But, you know what skews these numbers are the
kids who really don’t care.

Member 1: Or, the kids who don’t like to read.

Member 2: The kids who don’t care, or the kid who is
disgruntled, or whatever. So, they disagree, disagree,
disagree.

Member 8: This is not at all..

(The group speaks simultaneously for five seconds)
Member 5: We don’t know what they think when they answer
the survey.

Member 4: Or, they over analyze.

Member 5: Or, “I can’t say never, so now I have to say
stetimes or never."” Usually..

Member 4: Or, especially a child who really struggled
figuring out these questions.

(The group speaks simultaneously for five seconds)
Member 4: Were there any modifications?

Researcher: There was one separate (Special Education)

classroom. What we did with them was extend it over two
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periods so they would have time. They also could get it
read to them.

Member 2: But, could they have it explained? There were
some Special Ed kids, who when they read these things, they
wouldn’t understand.

Member 4: Not only that, but the print is..

Member 2: Don’t you think so, number 37?

Member 3: No, I don’t. I am thinking of..

Member 2: We just talked about some of these issues.
Member 3: No, if they don’'t understand something they would
say something.

Member 2: Were they able to explain?

Researcher: There were no constraints on asking. This is
not a graded test. To tie this up, go to pages 34, 35 and
36.

(Group makes random one or two word comments as they read.
Member 3: (whistles..) Wow. Every day.

Member 1: Yes, that is the cool thing, to be bored.

Member 2: When this says, no response. They just left it
blank?

Member 5: No, it was a drop down. Were vou bored because..
Member 2: But, if the work is not challenging enocugh, it

should be a ™no” or a “yes.” But, this says, “no response.”
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Member 5: That is the same thing.

Member 2: How did they answer this?

Reseacher: Fill in the bubble.

Member 5: Check all of the ones that apply to you.
Researcher: I will check on that. I will ask (Dr. Yazzi-
Mintz at the University of Indiana) why it is done that
way .

Member 5: If you had to only pick one, it wouldn’t work.
Member 2: Yes, but this says “no response.”

Member 5: That is because they didn’t put anything in that
box.

Member 2: But, that is a lot of kids. You are talking about
70% on number 25. Why were you bored? The work wasn’t
challenging enough. 70% of the kids didn’t even answer it.
Member 5: No, they picked something else for why they were
bored.

They could have picked that the material wasn’t interesting
or relevant. They could have picked something else.

Member 2: OK, whatever you say.

Member 3: On number 25, versus, no interaction with
teacher? The reason you are bored is because the teacher
didn’t interact with you. That was one of the questions and

they didn’t pick that.
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(The group speaks simultaneously for five seconds)

Member 3: Discussion and debate.

Member 5: Wow, two Native Americans.

Member 1: You know our one who identifies herself that way.
(Pause while the group completes reading)

Member 8: Look at 27. No response to the opposite. There
are two questions 27’'s, so if you doubled in “yes” for
“English is the primary language” you are automatically a
*no response” for “other.”

Member 5: That is not quite the same.

Member 2: Whatever you say.

(Pause while the group completes reading)

Member 1: Some did not mark for ethnicity.

Resea:cher: They were given the option of not marking that.
Once you have taken a look at the survey, the back of the
report breaks down these responses, from page 39, by grade.
Researcher: I hope that we can get together again for a
second focus group discussion because this is a huge amount
to digest. I wondered, as we conclude here, if there are
any other comments that anyone has.

Member 3: I want to know what excites them. Nothing. None
of the choices are here that excites them. Except, teacher

lecture is the best. Teacher lecture, some or very much. I
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added those so that is 22%. Now, if you..nnow, I go down.
Discussion and debate.

Member 5: Oh, that is the largest one.

Member 3: Which one? Discussion and debate?

Member 5: That is 66%.

Member 1: They like that. They don’t have to do anything.
Member 5: We all like that.

Member 4: No basis, just opinion.

Member 1: And, off topic.

Member 4: But, passionate.

Member 1: Yeah, right.

Member 3: So, it is that. Discussion and debate.

Member 4: With passion.

Member 3: It is not writing projects, or research projects
or group projects, or presentations, or role-play. Role-
play?

Art and drama? Oh, they like art and drama.

Member 1: This probably aligns right up with kids who are
signed up for theater arts.

Member 2: Who are in the musical?

Member 5: Oh, that would be 100%.
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Member 8: OK, so for the critical questions. How do we use
this data to individualize opportunities? How do we use
this to enhance what they have learned?

Member 2: And, the answer is?

Member 8: The meaning of life. Here’s specific stuff on..Ok,
they don’t like lecture and they like discussion and
debate. They like role-playing. We could have probably
guessed at a lot of these things.

Member 4: Not a surprise.

Member 8: OK. But, a lot of the other questions about being
bored and relating to teachers and answering questions, and
all that other stuff..it (speaker indicates the interview
guide} asks what are the most effective ways to get the
most bang out of your survey buck, you know, probably your
target group are your “sometimes” kids. Your “no or never”
are your negative kids, they are just going to do that.
You’ve got the self-motivated kids that are cooking along.
That middle group and particularly the lower middle, those
are the kids. So, maybe you take a handful of these
questions, and you, you know this is anonymousg, and you
find a way to get real kid-by-kid responses. Maybe at the
teacher level they can ask these exact same questions just

within their classes and the data goes no further than that
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class. For some teachers, say 8b, that “some” group is your
target group. That is how to get the most positive change
with this information.

Member 3: But, it is in the school engagement, classroom
engagement area that is your lowest percentage. If you want
to take that and zero in on it in terms of the “some”, and
the questions (speaker indicates the interview guide) that
l1ink to these. In terms of the “some” kids, those “some”
percentages, that is what you want to focus in on. Is that
what you are saying?

Member 8: Yes, um hmmm.

Member 1: I would like to ask the gquestion to the teacher
sitting in that classroom, how important is it to have 100%
of their students engaged in the activity that they plan
for the day. As they are planning that activity, that
presentation, or whatever they are doing, are they
considering that it has to interest and motivate children
or, am I doing this because it is the next topic in the
boock? I think our teachers are in a really good place
because of tﬁe other data that looks at school climate and
relationship. And, when students are asked if teachers care
about you, if they want you to do a good job, there is‘a

question that asks specifically about that, and then the



310

percentages are off the charts. Their teachers want them to
do well. Now, what do the teachers have to do to address
the needs of the students? Some of it comes back to the
teachers, and I think that if they can be more creative,
and that is what we have been discussing.how does the
presentation of material have to change a little bit? Eric
and I were just discussing, we have a teacher in the high
school that, when the library was being cleaned out, went
and grabbed all of the old filmstrips and the filmstrip
projector. We can’t get rid of it because the teacher
claims it is important. Kids are looking at this and you
want to say what do you need this for when you have the
Interpet? What could this filmstrip, that you can barely
see, with people dressed as if it is 1952, offer you?

If you want to engage kids, you have to engage kid85

Member 4: Maybe we should study what to do and what‘not to
do.

Member 1: Well, I think part of this comes back to if
teachers want to reflect on their practice, and that is one
of our major themes this year, we want teachers to reflect
on their practice. As they reflect on their practice, we
want them to think about the future and the future citizens

that they are preparing. How does this data help them move
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to the next level? The survey seemed timely because it fit
into the whole district initiative and it is a small piece
and can help in the dialogue. So, we are at a good starting
point, I think.

Member 2: Looking at the number 5 guestion on this
interview guide, personally, the information from this
survey is not something I would want to share with parents
or community members.

Member 1: No, not now.

Member 2: Because it would..

Member 5: Well, the one thing. The one thing..

Member 1: Well, I am looking at the writing question,
because we are going to have a writing meeting’onkThursday
morning with a parent. I am saying, “Gee, I would liké to
%how her this.” 75% plus of our kids you know, feel really
good, but I am saying she is not going_to focus on that.
She is going to focus on the 8% who never feel good. So
forget this data, I am not going to share it. So, for me,
seeing that 75% of the kids saying they are well prepared
by the time they exit our high school..I remember a day when
those numbers were flipped. So, as a district we are doing

a really good job.
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Member 2: Right. But, I still think that going back to your
point of 75% think we are doing a good job, what about that
25%7?

Member 1l: Correct.

Member 2: That is where our emphasis needs to be now.

Member 1l: That is our challenge.

Member 2: Who are these kids that are feeling that we are
not comfortable with writing strategies or they are not
comfortable getting up and doing an oral presentation. And,
as educators, in the classroom, are we letting these kids
fall through the cracks?

Member 1l: You know, #2, which is absolutely..I couldn’t
agree with you more. As a high school, we could multiply it
district-wide; we could also bring it down to each
individual teacher in his or her classroom with 22 kids
sitting in front of them. So, if 24% of them are not doing
a good job, are there four or five kids who are not having
their needs addressed. And, I am sure there probably’are.
Member 2: And, I have a feeling those kids are not the
bottom kids and not the top kids. They are the kids in the
grey area.

Member 1: They are the kids in the middle.
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Member 2: They don’t qualify for services and they are just
out there.

Member 1: You are absolutely right.

Member 5: And, the parents concern often is that Special Ed
kids’ needs are taken care of, they are’identified.

(Group speaks simultaneously for five seconds)

Member 3: That is why one of the major things we talked
about this summer, in terms of differentiation of
instruction, is huge. We did our own survey to find out at
each level, at each building, do we do that well. We do
not. According to everyone who gave input, it is something
we.need to continue to improve.

Member 2: Who gave input?

Member 3: You did and the PDC (Professional Development
Committee, comprised of administrators, counselors and
teachers). (Laughter)

Member 3: What really stood out was one of the biggest
areas that had to do with that {(differentiation). And, I do
think that the models we are using fit beautifully into
this (gestures toward the HSSSE report). Even the language,
when you talk about student engagement and so forth. If
teachers can start using that and thinking more about that

in terms of the language of how do you engage kids. How do
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you use that exact terminology, that language, so that
everybody is talking about the same type of things? The
Danielson Model (2007) works absolutely perfectly. There
are two areas where we are lower than we should be (school
engagement and classroom engagement) if it were 80% I would
feel excited, across the board. I feel we should be
pleased we do have those strong percentages in school
climate and relationships. That is fantastic.

Member 1: That is a starting point. It is easy to address
the other things because those things are so solidly in
place.

We have accomplished that. Now, it is time to bring the
other things to that same point.

Researcher: This was a very interesting conversation. I
know we will probably talk about what comes next. I want to
thank all of you for your time. I know this is a busy time.

I hope that this was helpful in some way.
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Researcher: I gave you the research gquestions because I
think there were a couple of things that came up in our
last focus group that were interesting and actually, you
are number 1, there was a comment made with regard to the
meeting you had today with the parents, where the kids are
in the “some” area. They are good students and they are
engaged but they are not necessarily turning over the way
that they might.

I thought that was an interesting part of the conversation,
that there were so many kids who were in a fairly, semi-
motivated, doing well, but without a fire in their belly.
We talked about different strategies in the classroom and
how engaged the teacher might be in engaging the kids. What
do you do about kids who are living in this area, going to
a’small school where they are known, but they are not
necessarily motivated the way you would like them to be
motivated?

Member 1: It is not the children that I saw today that I am
thinking about at our earlier meeting. Apparently, that
parent has a seventh grader who is not really motivated and
the parent can’t make that child be motivated. You know
(names researcher) I am going to mention a name and you can

erase it later. Her name is . If you stopped in
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the diner this summer, ig working behind the
cash register as the hostess, cashier. She’s very sweet
and she was that kind of child. She didn’t really identify
herself in any way. I'm not even sure she got any
recognition. She did not get any recognition at the senior
awards assembly. And, I put in that I wanted to give
rewards to senior class officers because she was elected
President of the senior class. Honestly, I don’t know where
she is going to college. I know where all these others are
going and I don't know what she’s doing with herself. She’'s
a kid who can be extremely successful in 1life and I don’'t
know if I’ve engaged her. She’ll probably say positive
things about our high school. So, how do I engage that
child? I don’‘t know if»I have an answer. I know it is a
need. I really do know it’s a need and I watched her this
summer, we went in a few times, and (names the Director of
Guidance) and she said, “Who is that?” She’s the President
of the senior class, how could that happen? Um, I don'tlrr
knowT

Member 8: Was this a student who was comfortable and
satisfied with flying under the radar like that?

Member 1: Was she comfortable? I don’t know if she was

comfortable not being recognized. I think she had
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potential, let’s put it that way. And, maybe she didn’t
want to exert herself. But, I think our job is to tap that
potential and I am not sure that we did. And, I think the
potential is there. For her to be elected President of the
senior class meant there was either popularity or
helpfulness or something..kids knew her somehow. You don’t
get elected to this office unless there is some way you’ve
made a mark. I don’t know her as an athlete. So, I don't
know her as the top softball or wvolley..I don’t know her as
an athlete although she has been on all the teams. This is
a kid that works. The parents were not involved in the
school. If you asked me who her parents were.couldn’'t tell
you. Couldn’t identify them. But, she’s..I hope that
wherever she’s going that it is going to be the right place
and open the doors for her. Because, I wonder if we could
have engaged her more. Maybe we didn‘t find her talent.
Those are the questions I ask myself. And, does she have
ability? Sure she does. I watched her in this work
situation. I am not sure if when I graduated high school I
would be as comfortable in that kind of environment dealing
with people coming in and out. She’s dealing with taking
the money. She’s very cordial and social with everyone and

yvet presenting herself very professionally. You know the
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expression she’s older than her years. I mean, she was a
very mature presence in this role. She wasn’t that way in
school. She was just a kind of a kid. There’s obviously
something there that she is able to do. So, how do I
engage that kid? I don’t know. I don’t have the answer yet.
But, maybe in your research..

Researcher: As we look at 21stcentury skills and we move
into re-designed programs, are we missing things, like
interpersonal skills as an area to develop? She became the
president of her class.

Member 1: Good question (names the researcher). I guess the
quick answer is yes we are missing something in that.
vaiously, she was elected and yet, we didn’'t use her. We
didn't connect the role with the skills and give her the
opportunity. Because, if you ask anybody about the senior
class . . . Here’s how it came to me. I got a call from the
(names county) magazine back in the wintertime. They were
doing the best high schools in (Names County) and they
wanted one of our seniors, who represented our student
body, for a photo shoot. So, I am wracking my brains, who
should it be? So, who comes to mind (names the star of the
high school musical). So, I am kind of wrestling with this

and I go to (names the Director of Guidance). And I say,
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“What do you think (names the Director of Guidance). I say,
we use (names the star of the high school musical} for
everything. She’s the one who comes to mind. When I'm
looking, it’s (names the star of the high school musical),
it’s (names the top female science student}. Those kids are
coming to mind. So, (names the Director of Guidance) says,
“Who's the President of the senior class?” So, I say, “I'll
find out.” So, I ask (names a senior teacher) and she tells
me it is (names the President of the senior class). So,
here we are in March and none of us know is the President
of the senior class. So, I find out it’s (names student)
and I talk to (names student) and (names student) is so
excited to go. Just so excited about this. So, I’said, “*You
know (names Director of Guidance) you always go to these
other kids that came to mind because these are the ones you
know.” I don‘t know. I don’'t know (names researcher) I feel
for that kid because maybe, I was that kid. I was just kind
of in the middle. Was I happy that no one looked at me,
probably? Did I work after school, sure, every day. Work,
that’s what I did. But, I wasn’'t anyone making a difference
in my high school for myself or others. We have to do more.

I don’t know the answer.
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Member 8: You do hear a lot about employers criticizing
colleges for producing students that don’t have, whatever
it is..can‘t write a memo at work. But, a lot of it is that
they don’t have interpersonal skills. At the middle school
level, we see it. Go to graduation and some kids don’'t know
how to shake your hand when they accept their award

eye contact when they talk. They come from different
backgrounds. When we look at a student being the president
of a class, they might have developed a rapport after years
of being with that same age cohort of theirs. But, put them
in a different situation, they don’t know how to adapt.
Really, what we are looking to do is to graduate kids and
send them out into new situations with new kinds of‘people.
It’s, I think, the ability to adapt is what we really need
to be looking for. As computers make the world look smaller
and we frequently don’t have to go places, we are looking
at people from different cultures when we didn’t used to.
We are on the phone with people from India or from Asia,
from Europe. I think we need more adaptability in how we
teach interpersonal skills.

Researcher: One thing that occurs to me as I listen to both
of you is that you are both successful. You are both

leaders in a school district. You had what would be
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considered for your generation to be a typical American
experience. Differently, one a parochial experience..
Member 1: We are both from the same

Researcher: Oh, you are both from parochial schools. So,
what brought you to the point that you both have
interpersonal skills? How does that differ from what might
need to be done for students today to bring them into the
global world?

Member 8: I think part of that is the age-old nature
nurture argument. You know, it’s the athlete. Sometimes you
either have it or you don’t. But, then there’s all sorts of
grey areas in between. Those who don’t have it could lapse
if they don’t use it. Those that don’t have it could work
at it and_make it serviceable. So, I think part of it is
nature, you know? But, we are in the business of nurture.
So, the real question is, for those who don’t have it by
nature, how we overcome that.

Member 1: How we overcome it is by creating opportunities
for these very low skills in order to achieve a goal. Many
may years later I reflected on my schooling and I joke
about it now, but it was the early . . . mid 1960 is I went
to a girl’s Catholic high school in the Bronx. We had

nothing. I look at this high school now. We had nothing
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like sports. It was a building in the Bronx for girls
to go to school. And, yes, we had extracurricular things,
we had a few. I joke with my friends and colleagues that
the only things we had were things that don’t cost any
money. So, we couldn’t have equipment. So, we had a debate
team, a forensics society, a drama club (laughs). You had a
person and a space and you did something. From freshman
year to senior year I was part of the forensic society so I
was . . . I did debate. I did public speaking. I did things
like that. So, part of it, without knowing it then, and as
I reflected on it, I had an opportunity to learn how to
handle myself in groups that required communication.
Because we were competing and doing things, I learned that.
So, maybe my education, I didn’t learn it from my family,
none of my family is in a position that would require them
to do this kind of thing. So, maybe it is nature, having
the ability, and then ability and opportunity merge and
something comes out. So, maybe my school actually did help
as I had those natural abilities that matched what the |
school had to offer. But, no one thought of that before,’it
just kind of happened. I am thinking about kids, and why we
say here, we have a lot of different things and it is a

public school. And, we had a parent meeting this morning,
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we spoke about that . . . we have to give a lot of
opportunity. Whether it is the creative writer and we
figure out how to do that, or the finance kid, and we
figure out how to do that. But, it’s thinking about
different things that kids need, giving them opportunities
to explore, and then trying to match those up with what we
know the 2lstcentury skills should be. So, the finance kid,
what is he doing that could be kind of his interest? What
is it that he could be doing to give him that global
pérspective which I know he needs?

Researcher: The gquestion I have then is that if you are
providing opportunities for students in the 2lstcentury,
and I think we are in concurrence about what that might be,
communication skills, productivity, self—direction, and
cultural awareness. Those kinds of things. How do you build
those intQ a program redesign given the amount that has to
happen in school as a result‘of NCLB?

Member 1: T will let (names the Middle School principal)
start as I am taking too much time.

Member 8: I think with any . . . I think we have gotten
Qver the hgmp as far as NCLB. We have gotten over the
bucket of cold water that it was . . . that we . . . all

these numbers we have to reach and thresholds. Schools are
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still people organizations. No matter what the task is, it
still comes down to people interacting. And, in our case,
adults interacting with children. So, regardless of what
the task is, if it is a debate club, or if it is classroom
instruction, you still need a lot of the same skills. So,
whether it is a field trip or whether we are taking the
kids down the hall to lunch, or preparing for a state exam
or building dioramas in class, that basic component of
schools, adult interaction with children, is still there.
And, that is what you focus on. Everything else is
peripheral to the child/adult relationship, or can be.
Researcher: Speaking about that relatiomship, I had a
conversation with a colleague about what creates real
change in schools. And, my colleague said the only thing
that really matters 1s the one-on-one relationship when an
administrator takes some of the tension out of that
relationship with that teacher and works directly with them
on their practice. So that they can reflect, so that they
can actually try some new things and slowly make the
change. Um. Is that how you see it? You made the comment
the other day (names the Assistant Superintendent for

Curriculum and High School Principal) about whether the
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teachers actually want to engage the kids. Is that the only
way to go about it?

Member 1: Is the only way to go about it explaining and
going one-on-one?

Researcher: To go teacher by teacher?

Member 1: That is a very big part of it (names the
researcher). As you are saying that I am saying, those are
really nice words, that is research-based, that sounds
really sophisticated. And what I’'ve always said is that
change only happens through people. So, it doesn’t matter’
what you write or what you do, nothing will change,
transform or look different unless there’s a human element
that is going to make it work. Because, real change happens
through people. As (names Middle School principal) said, we
are a people organization. So, for anything to change here
it'hgs to happen through people. So, yes, one-on-one is
important. Modeling . . . there is no one . . . with all Qf
this there is just no one way. I think it is important to
have that conversation one-on-one, but by the same token,
to bring large groups together and share best research,
best practices, look at data. Kind of get the wheels moving
and let people know that we are going in a different

direction but you do it in a lot of different ways. Then,
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if there is one teacher that you really need to move

when we get back here (names researcher) please remind me
to give you tape that was done in 1993 or four by (names
the teacher who made the tape). It is only two or three
minutes long, but I think it was talking about change and
what we did then and how we transformed the school. (Names
a math teacher) is in it. So, let me talk about (names the
same math teacher) a minute. (Names the same math teacher)
is the teacher who, or one of the teachers, I am going to
give a lot of credit to for moving (names high school} to
where it is today. Because gshe is the one, when I went to
her and said, why (names the same math teacher) are we
teaching, and at that time New York State had these things
called consumer math, business math, whatever other kind of
math, to satisfy math requirements, all very good. But,
when I walked into classes and I watched the teachers
teaching it . . . that is what I was teaching third and
fourth graders. You know, like when there’s a sale and
there’s 25% off, what do you pay? I mean, this is high
school. You have high school kids. At that time you say,
you just use a calculator to find out what it is when there
is 25% off. You know, what do you get? It didn’t make

sense. So I said (names the same math teacher) why are we
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doing that? And, (names the same math teacher) said, "“Oh,
because that’s consumer math and this is what State’s
" you know. She waved a book in front of me. You know
(names the same math teacher). So, I said, here is what we
want to do. So, we talked about moving it to Regent’s math.
What do you think? Can they all take Seguential One? Can
they pass the Regent’s? And (names the same math teacher)
said very quickly, “Why not? I'm bored doing that stuff.”
So, I said, “If you’re bored doing that stuff why are you

" So, she’s waving this book in front of my face in
typical (names the same math teacher) style, you know.
And, (names the same math teacher) said, “Let’s do it.”
And, she talks about this. And, so what your friend is
sharing with you is absolutely..it was (names the same math
teacher) sitting like this {(indicates the seating
relationship between the researcher and self) having a
conversation. And then, sending (names the same math
teacher) out. That is a good thing about our school, I only
had (names the same math teacher) to deal with. She was the
teacher teaching Sequential One. I didn’t have five
teachers whom I had to convince to buy-in to this. I had
(names the same math teacher). To me, that was easy. That’s

how . . . you hear about what used to be and now, and now
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used to be 1s getting to be ancient history. But, in order
to make that change, years ago, I was fortunate in the
structure of the school because it was a lot easier to pull
the one Sequential One math teacher and say, “I want to do
this” instead of having to convince five people. But,
without the teacher, without the one-on-one, and saying we
are going to the Board and we are throwing consumer math
out, we are throwing this out and everyone is going to take
the Regent’s and their scores might dip. You know, and I
need‘permission to do that. I need permission to..you
know.we did all of those things. So, your friend is rightf
That ié how..that is how an administrator can make it
happen. There are factors that will contribute to it. Or,
factors that will get in the way of its being accomplished.
But, that one-on-one, eventually, is probably what has to
be done. People making the change. You can talk about it,‘
you can read about it, you can bring the experts in, and
have the consultant, you can watch the TV shows, unless
somebody is willing to take the risk, like (names the same
math teacher) . . . you . . . I am going to share the tape
with you. You can probably take some words from that and
those people are still here. And, even if you needed to

talk to (names the same math teacher) you know . . . she
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it’s amazing. All of what we do in our middle school
and high school math right now, if I had to simply attach
it to'somebody, T would attach it to {names the same math
teacher) .
Researcher: Interesting. So, it is a key teacher,
essentially.
Member 1l: (Names another math teacher) could never have
done it.{Names this math teacher again) used to believe
that there were bright kids and not bright kids. (Names this
teacher again) believed in tracking. (Names the same
teacher) only believed that some kids can do this and that
is all you ask them to do. Whereas (names the original
teacher spoken of) said, “0f course you can do this. Let’s

" But, then you watch her operate. It’s not only

teaching the kids in the classroom. It’g all of that other
stuff. You know, sitting around, taking them out for pizza,
bringing them to her house for a bar-b-q. It’s like there
is no formula. So, absolutely there is no formula. It’s
taking a key teacher‘and taking a risk on a belief gystem.
And, it is interesting; I think there is another factor.
And, this is a whole other research study. If you take
(names both of the math teachers) and you as (names the

original math teacher spoken of herein) who she was as a
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high school student, a college student. (Names the original
math teacher) struggled. She’s bright. She learns
differently. She struggles. She is a kid from the Bronx,
who went to public schools in the Bronx, went to CCNY (City
College of New York) as an engineering student in the early
1970’8 when women weren’'t doing this. And she was
completely out of her league, she says. She says, which I
think is a self-esteem problem. I don't believe she was,
but she didn’t believe she could do it. She will work so
hard and says, “Math never came easy to me.” And, look what
she accomplishes. If you want hard data, you just look at
what she does in a very unconventional and non-traditional
way. But, she reaches the goal. (Names the second math
teacher) on the other hand couldn’t do any of that because
he didn’t understand. He just didn’t understand.
Researcher: So, is the teacher in this new model of
21lstcentury learning, the teacher that really goes out of
their way to establish that relationship with the students
outside of the subject area?

Member 1l: It is relationship, flexibility. A teacher who is
willing to throw out what the book says you should do and
figure out that people learn in a lot of different ways.

And the reason I tell you the (names the first math teacher
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spoken of herein) doesn’t learn in the conventional way.
She struggled as a student through high school and college.
It didn’'t come easy to her. So, she was able to figure out
a way out herself to be accomplished in the subject. And,
that allows her, because she looks at that lens for herself
as a learner, to translate that into being a teacher. So,
yeah, it is relationship, flexibility, creativity, it’s
gsensitivity. You talk about differences in the world.

That translates back to learning differences.

Member 8: I think they (teachers) have to be goal-oriented
and they have to . . . they have to have a certain amount
of passion for what they do and see their daily work as a
career and not as a job. And, when that question comes, énd
when it’s . . . that kid walks into your room and you are
about to walk down the hall to the teachers’ room and hang
out for a little while . . . do you say, “Come back at
period X” or, do you say, “Show me what you got?” It’s that
moment . Which type of teacher? When no one else is 1oning,
what do they (teachers) do in that situation?

Member 1l: That goes back to relationship (names
researcher). So, (names the researcher) the answer is,’yes.

When teachers and students have this positive relationship,
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they are going to support each other. And, that’s a very
good point.

Researcher: So, in terms of how academic rigor might be
increased, you’'ve looked at some of the data on the survey
{researcher gestures toward the HSSSE survey report) and
you have geen that there are a lot of kids in the “some”
area. And, how do you increase the rigor? Kids who say, “I
am bored.” I know that’'s a kind of strange little area
because the kids will say that. But, in other ways, their
motivation level, the amount of effort they make. How do
teachers encourage that? How do they increase the rigqr?
What is rigozr?

What do you see as a need there?

Member 8: I think that whatever the scientific definition
of force is, when you can apply some kind of intellectual
challenge that forces them to whatever tool you are using.
Whether it is a group project, or humor, or (gesturesgs with
hand) you want this “A” don’t you?” Or, whatever the tool
is. You can apply some kind of intellectual force. So,
really what we are talking about is learning the language
of‘the boredem. Why are they bored, and finding the key,
which may be different for different kids. So, I thiﬁk it

is a matter of degree. I don’t think you are ever going to
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get to the destination. And, what I think we are
continually looking to do is to strive to get closer to
finding more and more of those commuﬁication keys for the
kid in the front row..what motivates him or her? What
motivates this one? I think it is an on-going process.
Member 1: If you need an answer as to how do you increase
the rigor and what is that, and what does it mean? I think
that it goes back to the person. I think each teacher has
to learn reflective practice and many of them have it.
These schools of education are building that into their
teacher training programs. If it doesn’t come naturally to
the teachers we have on staff that is going to be our
biggest challenge, because there are some teachers who
don’t reflect on their practice and ask themselves, “Is
this difficult enough?” To celebrate that all kids did very
well, that’'s great. You can say, all kids did very well, I
got my point across, I taught them. But, you can also say,
all kids did very well; did I ask challenging enough
questions? Or, should it be a little more challenging? Is
the question open-ended enough? Is the task open-ended
enocugh? Did it allow for creativity? If I want it to be
rigorous, I want to make sure that I have opened it up and

that it allows for creativity for kids to come up with
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crazy ideas that they can then go out and test. That’s what
I want them to do. Sco, it is different for every kid, and
so I agree with (names the middle school principal). It
comes back to the teacher. So, we need to help the teachers
reflect about their practices.

Researcher: In terms of where you are now with the teachers
whom you know where the school is . . . and, we are here
with the principal of the middle school and principal of
the high school and assistant superintendent for
curriculum, so, you have a very broad view between you. So,
what does the school look like in two years, four years or
six years? Where are you going?

Member 1: (Names middle school principal) is already on
that! (Laughter) He’s been spending his last week thinking
about that.

Member 8: That is a vast question. I think, again, going
back to the personnel, i1f the end result is to have a
rigorous program, or graduate kids at a certain level, or
whatever the goal may be . . . I think the kids need to
feel, and I think some of the gquestions in the survey
(gestures toward the HSSSE survey report) that allude to
this . . . the kids need to feel that the school and the

people in it care about them and relate to them.that the
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students find the teachers, as people, interesting. I find
it extremely gratifying when a parent tells me that a
student was talking about school at dinner. That the
student brought something up. If they are talking about
school outside of school, involuntarily, you’ve found that
key. You’ve found something. You’ve struck some kind of
chord. So, I think getting the staff to value that
connection and value the impact that they have on kids,
which can be very substantial . . . people that the kids
will remember into their adulthood and tell their friends
about . . . you know, "I used to have a teacher that..” If
the teachers in the building recognize this impact and as
part of their daily mission try to establish and nurture
that positive affect and make themselves an adult resource
for that student, as opposed to simply being the sixth
period science teacher. That is what I would like the staff
to look like in several years.

Member 1: My lofty goal goes back to your first question.
Which is that I think we have given opportunity to the
self-motivated, high-achieving kids and because they ask
for it, it is easy to find something and give it to them.
And, I do believe that we have a lot of different

opportunities in place for children who need either
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extended rigor or academic intervention. One way or
ancther, whether it ig a mandated program or a local
program, I think we have done that and have looked at it. I
think and hope that in two years, that middle group of kids
has become more of an active participant in our school.
And, what often falls into my middle group of kids, and
maybe this is something I need to think about more..I think
about it every year and then it kind of goes on the side
burner.but, it is children who enter our school from
different places, whether it is other schools or other
countries, and they come into our school and they never
really get involved with the life of the school. Because we
tout the kids who are on our athletic teams, and we look
toward the musical and theater productions, and we get so
excited about the kids who are involved in that. But, if we
really examine it, and I think in this study (indicates the
HSSSE survey report) there are some questions that ask
about those kinds of activities, that the numbers are a
constant and it is about a third of the population, or a
little more, but they are the same kids in all of those
activities. And, we do tout that. And we say the football
player is on the stage. But, it 1is always the same child.

And, I think there is a whole group of kids . . . and, I
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think a young woman who was the senior class president is
an example, as are children who have immigrant parents and
come into the school. They are not participating in the
life of the school. Now, are they happy? Maybe this is
what they want. Perhaps. But, I am not sure that they have
been given the opportunity to get beyond that stage. Or,
maybe one of their friends pulled them along and said,
“Hey, you could do this too. Why not try it out?” So, I
think I would like to see that those opportunities that are
outside of the classroom are . . . more children who are
different or represent different populations in our school
are involved and that it is not always the same one third.
There is a whole population who are not actively
participating in activities outside of the classroom.
Researcher: At different times, I have heard you speak
about real changes in the construction of the school day
and possibly even the year, that might bring about a
connection with all of those kids who are not always as
available to the match between what is in the school
already and who they are. You have talked about extending
the day beyond 2:45 PM and having activities that go later
and are a little bit different. In our last focus group, I

think it was you (names the middle school principal)
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I think you brought up that if the survey (indicates the
HSSSE survey report) had been given after the internship
(reference to senior internships which take place at the
conclusion of the academic year) they might have had a
different response to the real world nature of education
or, the link between education and the real world.
Member 1: Sure. Sure.
Researcher: So, in the near future is it possible to do
things, like make the internship earlier in the year so
that the kids have a period of schooling after the
internship to digest what they have experienced, or discuss
it? Are those things a possibility given the State?
Member 1: It goes back to your research questions.
(Gestures toward the research questions and indicates
question 2) I Would like to say that everything is a
possibility. Because there are requirements needed for
graduation, sometimes it is not. But, that doesn’t mean
that we can’t re-think how we get kids to take the required
examinations that they need. I would like to think way out
of the box and then come back to something that is
reasonable. What I have been talking about a lot is
something I think.. a four-year high school shouldn’t exist

anymore. I think that there should be a three-year high
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school or a five-year high school. I think some kids need
more time to get through high school. It is really what
colleges have evolved into. There are kids who need to take
fewer classes, study, do well, study in-depth. If the goal

and as (names the middle school principal)said it has
to be goal-oriented . . . if the goal is to get your high
school diploma and move on to post-secondary education, and
if that is five years and we have to re-design the way you
do that, that’s fine. There is no problem there. And, there
are some kids who really don’‘t need to be here for four
years because they have done everything. They need to get
out to the world. So,_the answer is, do they leave us and
go off to college? Or, do they have what we now call the
fifth year as the fourth year, where there really is an
externship maybe, and they are just not here. Maybe they
satisfy some of their requirements for that fourth year of
English and that fourth year of social studies out in the
world. I think all of those are possibilities. It’'s
different to convince people. To do that in some
communities is harder to do. I think if I was back in New
York City it would be easier to do. You can take that kind
of risk and you can have more opportunity to do it and

people are more.. you have more supports to do things like
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that. Here, I think we do things very consgervatively and a
risk means, that’s great and it’s a great idea, but wait
until my kid gets into Harvard, and then you can play with
that nonsense. I feel.. I feel that this idea is not as much
out of the realm of reality as it used to be five years
ago. Because, I am hearing from reading the Partnership for
the 2lstCentury and from reading about the summits that
Bill Gates ran with the school leaders, that there needs to
be a change a little bit in how we prep our kids. So, are
there half of our kids who are all finished high school at
the end of their junior year? BAnd, we’‘ve pushed things
down over the years. Where those kids who are bright.. more
capable, they are doing high school work in middle school.
So we.. but, we haven’'t changed high school. So, we push it
down earlier but we haven’t done anything at the other end
to say, “0Ok, you can continue to be accelerated.” So, now
what?

Member 8: I think that really speaks to taking a much finer
look at the individual student, the individual graduate.
Three year may be appropriate for one, five year may be
appropriate for another. In looking at our internship, we
do have a brief de-briefing after the internship. Something

longer might be valuable, but for some of the kids, to
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bring them back after they have already gone off into the
real world wouldn’t be productive, for some of them. They
are ready and might have been ready for a long time.
Others, maybe it didn’t go well and they need to come back
and analyze and re-think and be reflective and maybe re-
apply at another time. So, some way to take a more personal
approach and take a little more time, and be more flexible,
for their benefit.

Member 1l: Those are two really good words. Personal
approach and flexibility. And, as you look to the
2lstcentury, you say our workers need to have that to be
successful in the economy that they are going to work in.
But, I think in order to model that, if we don’t change,
how are we going to change the mindset of the children who
are going to enter the world? It is going to be like
culture shock for them to go through this and then be out
there. and, I like those two words. I think that if we
hold onto those two words as we plan and we bring it back
to the classroom and ask teachers to hold onto those two
words as they look at their children, as they look at their
subject, loock at what they have to do each year. And,
always come back and say, “Am I personalizing it? Am I

being flexible in my thinking and my approach?” I think we
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will do different things. And, those two simple words have
to somehow continue to infuse into our practice, into our
language. I think that little by little you get teachers
to jump on board. We aim for 100% and each year you add a
few more people. This is an exciting year for us, not only
because we are re-structuring the physical plant. We hired
a significant number of new personnel and they are
different kinds of people. They are coming either from
different walks of life or they are coming to education as
a second career or, they are coming out of the Teaching
Fellows program in New York City. I think that the people
we are bringing in are really interesting. These teachers
we are bringing our of the New York City Teaching Fellows
program.. they are really different. They have only been
teaching two years and they went right from college to
teaching, but it is a different approach because they
weren’'t in college preparing to be teachers. They were in
college and they dug deep into their content. They are very
interesting individuals. They learned in a large department
of education with good mentoring going through a Master’'s
degree, almost like a resident doctor whose learning on the
job with some really skilled people around him or her. And,

they are coming to us with enthusiasm . . . they are
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articulate. They are creative. They are flexible. That’'s
kind of what we loocked at, or loocked for when we started
bringing some people in. So, I think this year we have an
opportunity. And, if we don’t jump on that opportunity

I think it is the beginning of a new transition. And, our
Board is willing to take a little bit of a risk as we move
through, our superintendent believeg in risk. 8o, we can
pilot or try things. I think it is going to happen this
year or next. We are going to have people who drive it in
different ways. You know the people who left. If you think
of the people who left and if you think of the people who
are coming in to replace just those people who had 35 years
each. Together they had over 100 years of employment. It’s
exciting.
Researcher: I have one final guestion and then any
comments, or anything like that. Just going back to the
survey (indicates the HSSSE survey report). Is there any
thought about actually sharing any of the survey data with
teachers?
Member 1: Yes. What I liked, and I don’t remember where it
was, when we looked at it at our first meeting (reference
to the preceding focus group discussion) having kids

engaged in class and finding that . . . There was a group
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of questions and I would like to go back and outline them

. we will start with the Chairs (reference to the
departmental chairpersons) because for me the chairs are
the ones who help re-direct curriculum and present it. So,
the answer is yes. I would like to . . . I will pull some
sections out that are particular to me and I think might
help us as we move the chairs forward. But, the answer is
yes. We will give this to the chairs and they can start the
conversation with their departments about what is happening
in our classroomg. So, yes, they can start the dialogue.
[Some discussion takes place, at this point in the
interview, that is related to district matters only and was
therefore not included in this transcript.]
Member 8: I am very glad you asked this question because T
was thinking about this last night. Because, for the first
and only time, I saw Drew Carey’s new game show The Power
of Ten. Which if you haven’t seen it, they bring a
contestant up and they pose a question. How many Americans
think there should be, a, you know, a cap on the driving
age for elderly people. And, you have to guess what
percentage of American people you think think that. They
have a scale that goes up and down. And, sometimes when the

percentage comes out, you are very surprised. I think that
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there are some numbers in here (indicates the HSSSE survey
report) that . . . seriously, if I posed it to a faculty
like this, “How do you think . . . what percentage of your
students think this?”

Member 1: That is a great way to present it because
everyone . . . I have seen the advertisements, but I
haven’t seen the show.

Member 8: Especially what I thought were the surprises
(reference to the HSSSE data) may not be to other people.
But, if we just pick a few, I think it would be great food
for thought and a way to start a conversation. And, I think
it would give you a great view as to your perception
gquestion. “I never thought this was a problem,” or, they
are on top of it. So, actually I was thinking about that
last night. Take a couple of these

Member 1: Oh, {(names the middle school principal) everyone
always responds to the popular cultures and this is the way
Jeopardy was a few years ago. Now, every classroom does
classroom Jeopardy. People are on top of this now and I
think that’s a great way of presenting it (reference to the
HSSSE data) in that role-play and asking them what they
think and giving them the data. That’s wonderful. 2nd, I

know that the Chairs will be really interested in this. 2nd
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then they in turn will take that to their departments, and
when they sit like this, in a more comfortable situation,
they can kind of let their hair down and talk honestly
about their departments and where they want to go. It
(reference to the HSSSE data) will help move them in that
direction. I think it is exciting (names researcher) and we
can use it. I want to share this (holds up the HSSSE
report) with (names the superintendent) tomorrow because he
asked me how the meeting went (reference to the first focus
group interview) and he apologized for having to run out,
but I think if he sees the research questions he will at
least know what the focus of this is. And, he will be able
to see . . . I kept saying to him it is wonderful, and the
data is really helpful and will fit into our plans here in
the district. But, I wasn’t more specific than that. So, I
will share this with him tomorrow and tell him that I
invited you to a meeting of the department chairs so that
you can see, come as an observer, nothing more than that.
And, so the message is; here is what we are doing, you are
the leaders and we want you to have the information before
anyone else does. And, it is 21lstcentury goals, and the

Danielson Model (2007), enhancing professional practice,
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and all of that goes to engaging children and why do we
want to engage kids? It fits all together.

Researcher: Thank you for your time, I think we are done.
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