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ABSTRACT
ALVERA JUNICE LESANE: Reconstructing the Autobiography of Education: Askirg
the Needs of African American and Economically Disadvantaged Students mQ&odlina
Beating the Odds and High Priority High Schools
(Under the direction of Dr. Kathleen M. Brown)

Universal public education is recognized as the key to equalization of opportunity.
WhereinBrown vs. Board of Educatigorovided greater access to “equal” classrooms, No
Child Left Behind (NCLB) aspired to ensure that all students are actuathirg within
those classrooms. NCLB'’s purpose was to ensure that all children in Amerigdingc
identified—and often marginalized—subgroups are able to meet the learmdgrsisof the
federal government and the state where they live. Yet, seven yearbafassage of
NCLB, many of these subgroups, namely African Americans and economically
disadvantaged students, have not fared favorably after reviewing educatianaicdading
everything from achievement scores, national testing results, and suspenstortitata
ultimate predictor of success, graduation rates (AEE, 2008; Anderson, Medrich,|& Fow
2007; Harris & Herrington, 2006; Harvard Civil Right Project, 2005; Ladson-B4]i2g06;
Singham, 2005; Thompson, 2007). The purpose of this research is to examine how teachers
and principals prioritize the needs of African American and economicadyvhsitaged
students when focusing on key categories identified in successful schoolsudyheid
utilize a combined framework incorporating Critical Race Theory and Giidisaourse

Analysis to determine the degree to which identified schools with significaicbAf



American and economically disadvantaged populations verbalize their prioritiz&tbnee

focus on the marginalized groups.
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CHAPTER 1
INTRODUCTION

Even though they are located in different states and different communitieshibmbug

the United States, most low-performing schools tend to have three things in common:

they have a high percentage of minority students, they have a high percémbage o

income students, and they tend to be located in neighborhoods where most middle-

and upper-class whites would never live. In other words, these schools are usually

attended by what | call America’s stepchildren. (Thompson, 2007, p. 4)

The Alliance for Excellent Education (AEE) (2008) denotes that about 14% of
American high schools produce more than half of the nation’s dropouts. These “dropout
factories” generally house the “stepchildren.” Will the plight “Amescstepchildren” make
it into the autobiography of education? In an effort to present an insider pemspedt
educators omit the marginalized, construct a romanticized story, or instieite tr
reconstruction leading to historical change? Irving Kristol (1978), a neofeatisestated,
“Democracy does not guarantee equality of conditions--it only guaraadeesity of
opportunity” (p. 5). Does democracy guarantee equality of opportunity simply by livi
America? In an industrialized nation recognized across the world as the land a@inipypor
there continues to exist what Lui, Robles, and Leondar-W{&§l@i6) collectively term the
“Racial Wealth Divide.” This divide accounts for the economic gaps that aralaaks
historical and contemporary barriers to wealth creation for certain marguhgroups and
the negative impact this system has on society. The racial wealth dustieas children

enter school and it pushes them into prescribed roles as they leave high schools as

graduates—or non-graduates.



Statement of the Problem

Universal public education is recognized as the key to equalization of opportunity.
WhereinBrown vs. Board of Educatigorovided greater access to “equal” classrooms, No
Child Left Behind (NCLB) aspired to ensure that all students are actuathirig within
those classrooms. NCLB'’s purpose was to ensure that all children in Amerigdingc
identified—and often marginalized—subgroups are able to meet the learmdgrsisof the
federal government and the state where they live. Yet, seven yearbafassage of
NCLB, many of these subgroups, namely African Americans and economically
disadvantaged students, have not fared favorably after reviewing educatianaicdading
everything from achievement scores, national testing results, and suspenstortitata
ultimate predictor of success, graduation rates (AEE, 2008; Anderson, Medriolwl&r F
2007; Harris & Herrington, 2006; Harvard Civil Right Project, 2005; Ladson-B4]i2g06;
Singham, 2005; Thompson, 2007)

From the 1970s to 2004, National Assessment of Education Progress (NAEP) trends
indicate that while there has been some closing of the achievement gapye¢hstri
significant differences between the performance of Black and White stJentesd States
Department of Education, 2005). The initial large gains (sometimes more nhamirnées
within a year) have also diminished since the 1990s to less than two to threeap@nagd
in some cases increased gaps, in more recent years. The AEE (2008) anadhd Eiail
Rights Project (2005) have also highlighted the great disparities in graduati®nvéile
graduation rates for the nation are only 70%, little more than half of Africagriéam
students graduate from high school, with differences between their White cortsterpa

ranging as high as 40 to 50 percent. Additionally, a student coming from the lyjgaagde



of family income is about seven times more likely to complete high school as omgcom
from the lowest quartile (AEE, 2008). While there is evidence from comprehengpiecal
studies of practices that work in schools with high minority and high lower-incomenttude
(Billig et al., 2005; Education Trust, 2005a), there is limited research focusedhoschigpls
with higher percentages ohallengingpopulations (greater than 50 percent African
American and economically disadvantaged) that show sustained success oveetiocag. H
the systems and institutions that reflect and produce these disparities kmastladge the
degree to which they reproduce the inequities in larger society and make grekgstst
address the needs of marginalized groups.
Purpose of the Study

The purpose of this research was to examine how teachers and principalserioritiz
the needs of African American and economically disadvantaged students whengf@cusin
key categories identified in successful schools. The study utilized amenfibamework
incorporating Critical Race Theory and Critical Discourse Analgsdetermine the degree
to which identified schools with significant African American and econonyicall
disadvantaged populations verbalize their prioritized need to focus on issues ofilzEeagi
groups. Are they silenced when it comes to discussing issues of race? Dcstaadher
principals reflect the same commitment to goals directed at closiggpi¥eDo these schools
become trailblazers of success or reproducers of prescribed spomtains?

Research Questions

To attempt to meet the detailed purpose, the study was designed to answer the

following question: How do North Carolina teachers and principals in “Beating the Odds

and “High Priority” high schools prioritize the needs of African American and eacatyn



disadvantaged students across six categories of the Principal losaidlianagement

Rating Scale (PIMRS):

1.

2.

5.

6.

Goal Setting and Communication of Goals;
Coordination of Curriculum and Instruction;

Teacher Recruitment, Assignment and Retention;

. Supervision and Evaluation of Instruction;

Monitoring Student Progress and Providing Incentives for Learning;

Promoting Professional Development and Building Community

To build a framework for answering the main question, the study focused on agsteri

following distinct subquestions:

1.

How do North Carolina teachers and principals explicitly target the needs of
African American and economically disadvantaged students in “Beating the
Odds” and “High Priority” high schools across seven categories of the Principal

Instructional Management Rating Scale (PIMRS)?

. How do North Carolina “Beating the Odds” and “High Priority” high schools

address the needs of African American and economically disadvantaged students
differently across the seven identified categories?

How do the words utilized by teachers and principals in North Carolina “Beating
the Odds” and “High Priority” high schools reflect the trends in the academic
achievement of African American and economically disadvantaged students?

Definitions

For the purposes of the research, it is important to define several key terms that

pervade throughout the study. These terms include: High School Resource Allocation



(HSRA) Study, “High Priority” schools, “Beating the Odds” schools, €altRace Theory,
Critical Discourse Analysis, Critical Racial Discourse Analysid Brincipal Instructional
Management Rating Scale.
High School Resource Allocation (HSRA) Study

The HSRA Study was conducted largely in response to Judge Howard Manning’s
guestions regarding the connection between resources and student succedssaimcice
case. Governor Mike Easley commissioned the UNC-Chapel Hill School of Exutati
work with the State Board of Education and the N.C. Department of Public Irstrucan
effort to conduct audits of high schools in all North Carolina school districts. Téwrcas
identified high schools that succeed with struggling students (“Beatir@dtie’ schools)
and compared them with high-priority high schools. The quantitative analysis idclude
teacher and principal qualifications and spending patterns to determine tbeignificant
differences between the high-performing and high priority schools. In thiatjualphase of
the research, interviews were conducted at the high priority and identiiegh@rforming
high schools to help determine how they use resources and how they deal with thetbarriers
success.

“High Priority” (HP) Schools

This terminology refers to specific North Carolina high schools labeled as low
performing by Judge Howard Manning. In March 2006, Judge Manning wrote a letigeto s
education officials regarding high schools with consistent poor performancéeétiriegh
schools were identified as low-performing (high priority) due to perfoom@omposites of
55 percent or less from the 2000-2001 to the 2004-2005 school year. The designation as a

“low-performing” high school has been translated to “high priority” in an efforéemove



negative connotations and to highlight the need for these schools to truly become
“prioritized” in their respective school systems. Taken together, all nmétBeschools have
an average African American student population of 80 percent, with no school below 55
percent.

“Beating the Odds” (BTO) Schools

In the High School Resource Allocation Study, “Beating the Odds” (BTO) schools
were identified based on a criteria of 70 percent or better performance casnpatit
challengingstudent populations, including high percentages of students from economically
disadvantaged and African American households. All five North Carolina BTO schools
experienced High Growth in 2004-2005, as did four of the five in 2005-2006. The BTO
schools are significant because there are no high-performing high schoolshirCldmltina
with comparablychallengingstudent populations.

Critical Race Theory (CRT)

With a strong focus on the work of Ladson-Billings and Tate (1995), CRT is defined
as the analysis of race as a tool for understanding inequities. Furthernsodefithition
recognizes the importance of gender-and class-based analyses, [as sedpndary to race.

Critical Discourse Analysis (CDA)

This research adopts van Dijk’s (2001) definition of CDA as “a type of discourse
analytical research that primarily studies the way social power athusgnance, and
inequality are enacted, reproduced, and resisted by text and talk in the socialtarad pol
context” (p. 352). The theoretical framework, however, incorporates NormaitoEghts
(1995) three-dimensional analysis of text to illustrate the power contextli®spoken

and/or written word to sociocultural practice.



Critical Racial Discourse Analysis

Therefore, CRT and CDA combined challenge cultural assumptions through the
selection of research questions based on work of scholars who highlight the contradictions
between points of leverage (i.e., accountability vs. equity), structured¢lerrch questions
around the issues of their marginalized clients and declare that only ited cohsciousness
of administrators, teachers and students will foster social changetrathaeproduction
(Apple, 1996; Achinstein, Ogawa, & Speigiman, 2004; Banks, 1999; Brosio, 1994, Nieto,
1999a, 1999Db).

Principal Instructional Management Rating Scale (PIMRS)

Hallinger and Murphy (1985) developed an instrument for measuring the instructiona
leadership behavior of principals called the Principal Instructional Managétaéing Scale
(PIMRS). This instrument assesses how much instructional leadership pgsircgpa
providing, based on their performance across ten dimensions of instructional manege
job functions associated with leadership in effective schools. The instrumeaihsdiity
statements about principal behavior, indicating the degree to which the princigtalesra
that function. This research utilized an interview protocol based on questions addsessin
of the dimensions from the PIMRS as the background for secondary analysis.

Delimitations and Limitations

Research is affected by controlled and uncontrolled factors that ultinhatedythe
potential to impact results. Some of these factors are defined as dedinsitatid limitations.
Delimitations narrow the scope of a study, while limitations are potentativesses that

may impact the study (Creswell, 2003).



Delimitations for this study include the selection of schools. The studydiesINorth
Carolina high schools with significant populations of African American and econlbmica
disadvantaged students. There are, however, no schools in North Carolina thatgieedco
as “High-Performing” with populations reflective of the ones included in thay st
Therefore, aligned to the High School Resource Allocation (HSRA) Studgtutg focuses
on identified “High Priority” and “Beating the Odds” high schools.

The study was further delimited by the selection of schools for which a&hthrof
data could be obtained. This includes demographic data as well as clear and complete
transcriptions of interviews. | did not want to rely on interpreted data in césze Wull
transcriptions were not available.

This study has a number of limitations beyond the control of research. First,
numerous factors were uncontrolled by the researcher due to the use of a setatadset
While | participated in data collection for the initial HSRA Study, there alss a reliance
on data from other interviewers. Interviewees were asked questions reghedssyén
identified categories mentioned above, therefore limiting the possibilityepledenquiry or
additional questioning. There was also no control over the interview protocol.

Additionally, participants were asked specifically about students frorocakfri
American or lower socioeconomic backgrounds. While the interview protocol provided an
opportunity for them to have an open forum to discuss issues of race and socioeconomics as
priorities, it also did not specifically give them the opportunity to expand on thoughts and
strategies they may actually posses and utilize regarding thesedaygmips.

While incorporating a framework that combines Critical Race Theory ahdaCr

Discourse Analysis provides the platform for a unique perspective, it alss fimaistudy. A



tenet of Critical Race Theory is the counter-story. The counterstting story of the
marginalized group (Sol6rzano & Yasso, 2002). Yet, the HSRA Study does not incorporate
the voices of African American and economically disadvantaged studentst ibhgi@es not
even include the voices of their parents. Sol6rzano and Yasso (2002) broaden therdefini
of counter-story-telling as “a tool for exposing, analyzing, and chatigrihe majoritarian
stories or racial privilege ... shatter[ing] complacency, challengfimgdominant discourse
on race and further[ing] the struggle for racial reform” (p. 32). Thegeeiat value in the
counter-story, but it was limited in this research in terms of hearing tbesvof the students
and parents. While the methodology implemented creates a counter-story, the tonsifuc
the point of view includes the words of the principals, teachers and the resednehstudy
also did not include interviews with counselors or other educational personnel.
Positionality

Walking through the hallways of the HSRA study high schools in jeopardy and the
ones wearing a badge of honor (yet still not being so far away from the jeodat@itzes
themselves), | saw many faces that were like looking in the mirror sglfmps | walk
through the hallways of other high schools doing my daily work, the same iméiges.ckn
the wake of Judge Howard Manning’s decision in the Leandro case, about 10 percent of the
state’s high schools were identified as “failing” or low-performing Basethe End of
Course (EOC) testing. In these high schools, less than 60 percent of the sitglents
proficient EOC. When looking at the schools on Judge Manning’s list, all were schtyols wi
50 percent or more of the population being African American students. In more nesnt t
a great deal of research has focused on the role of socioeconomic status inesancien, |

to the degree of declaring student achievement is not as related to razea@salation to



whether or not the child lives in poverty. Yet, the schools that are on the list, whihg 58vi
percent or less free or reduced lunch populations, all have more than 50 percant Afric
American students. Why are there no schools with more than 50 percent White,Higpani
Asian students? Why are there no higher performing schools with more than 5@ perce
African American students. Interestingly enough, the high school | attexwdéd have been
on the list except for the fact that enough African American students did mat. attt, the
city high school had all of the markings of the high priority schools, largely due to its
composite population.

My positionality was the center of this project choice. | wanted to cdesltegue
about the “elephant in the room” . . . that our history of racial division still plagstare
role in determining the opportunities for our children. | want the disenfranchidestsdto
see the value of their positions . . . along with the choices that are often too diffmest. t
While | have taken advantage of the opportunity education has afforded via honors and
advanced placement classes in high school to my current efforts seekingrimsaltdegree,
for all the successes | can document that happened largely due to the eduatieng
there are numerous accomplishments—while not without supports—aches@tkthe
system.

Significance of the Study

This study strove to begin construction of the counter-story for African Aareri
students within the context of North Carolina high schools. In the construction of the
counter-story, however, there must first be a call within research to hearnoic¢he of
those impacted most by the discussion. Although parts of the counter-story reflect

generations of inequities for African American and economically disadyeshtgtudents, it

10



is critical for America to acknowledge the degree to which it truly besi¢hatll children
can learn. Brown (2008) asserts:
Changing demographics of the student population of the nation’s schools (i.e., more
students of color), the stable demographics of the teaching force (i.e., Whitee middl
class, females), and the growing contrast between the two sets of demzgraphi
support the need for all educators to increase their knowledge and social
responsibility toward diversity and equity related issues. (p. 9)
This process begins with awareness and acknowledgement of the majoritarian
assumptions and how they impact the process of education. As the autobiography of how
America educates its “stepchildren” is written, however, this awaramess

acknowledgement must be translated into action if the legacy is going to be ares of tr

change.
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CHAPTER 2

LITERATURE REVIEW AND THEORETICAL FRAMEWORK

Introduction: The Autobiography of Education

[We] do not leave their values at the door . . . On the contrary, as much as [we] might
want to hide or avoid them, [our] values and beliefs slip in the door with [us]. In fact,
[we] bring [our] entire autobiographies with [us]: [our] experiences, idesititi@ues,
beliefs, attitudes, hangups, biases, wishes, dreams, and hopes. It is useleg®for [us
deny this; the most [we] can do is acknowledge how these may either get iaythe w
or enhance, [our] work with students . . . “Even in our indifference, we take a
position.” [teacher quote] If this is true, then the best that [we] can hope for is to
candidly confront [our] values to understand how they help or get in the way of [our]
work with students. (Nieto, 2003, pp. 24-25)
Like the teachers Sonia Nieto speaks of in this selection, all key playbes in

educational realm bring their “autobiographies” to their jobs and, more impyy tiduatir

positions within those jobs. The “autobiographies” of teachers, counselors, pancgrdtal

office support, superintendents, boards of education members and policymakers have shaped

the larger life history of education in America. Yet, in an industridlization recognized

across the world as the land of opportunity, there continues to pervade what L(2@2&).

collectively term the “Racial Wealth Divide.” This divide accounts forabenomic gaps

that are a result of historical and contemporary barriers to wealthocréaticertain

marginalized groups and the negative impact this system has on sobistsacial wealth

divide exists as children enter school and it pushes them into prescribed rolesleavhey

high schools as graduates—or non-graduates. Irving Kristol (1978), a neo-cowmservati

stated, “Democracy does not guarantee equality of conditions—it only guer@ojigality of



opportunity” (p. 5). In striving to provide equal opportunities, what would American
education’s autobiography say about its success in addressing the neeattsaof Aherican
and economically disadvantaged students in serving as the equalizing forcig¢othis
divide?
This review establishes a context for the importance of acknowledginghalydiag
the disparities that contribute to and reinforce the racial wealth divide, Watlua on
African Americans and economically disadvantaged students. The focus cohsists
highlighting some key aspects of the “achievement gap” as itsetatéfferences between
African American and economically disadvantaged students and their White pautstan
academic performance and graduation rates. As the focus narrows to the high school
“problem,” perspectives will be provided from the national, regional and North Carolina
level. After establishing the current issues requiring action, a hidtoantext is be provided
with a particular focus on periods of American educational history most imgalce “gap”
and ultimately leading to a rise in accountability. Finally, | will exthalize the current
research based on the North Carolina events leading to the study and provide iadheoret
framework.
A Call for Action: The “Achievement Gap” and the Graduation “Crisis”
Graduation rates are a fundamental indicator of whether or not the nation’s public
school system is doing what it is intended to do: enroll, engage, and educate youth to
be productive members of society. In today’s increasingly competitive global
economy, graduating from high school is more critical than ever to secugowgda
job and a promising future ... On average, dropouts earn less and experience a poorer
quality of life than those who graduate, but the individuals themselves are not the
only ones who suffer; there are significant costs to the communities andrstates
which they live, as well as to society at large. (AEE, 2008, para. 1)

This quote captures not only the major purpose of schooling—to prepare students to

become productive members of society—nbut it also highlights the failure with ousner
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students to do so on an annual basis. When great disparities can be seen in the success of
students to achieve this goal along racial and socioeconomic lines, additional questians
the current system arise. In addition to concerns about graduation rai#s,frem the
National Assessment of Education Progress (NAEP) consistently show thats\atore
significantly higher than Blacks and Hispanics at all tested levels Imrbatiing and math
(USDOE, 2005). From the 1970s to 2004, NAEP trends also indicate that while there has
been some closing of the achievement gap, there are still significantriitferieetween the
performance of Black and White students (USDOE, 2005). The initial large gaintifges
more than ten points within a year) have also diminished since the 1990s to smaleothan
to three point gains, and in some cases increased gaps, in more recent years.

Harris and Harrington (2006) summarize different trends in policy reformdaimd t
correlation to the achievement gap (see Table 2.1).

Table 2.1 Summary of Policy Reforms and Achievement Gap Trends

Accountability

Content and Time

Policy Categories Standards Government-based Market-based
Specific Policies School days/year, Promotion/ Takeovers, School Vouchers,
Hours/day, Graduation  Oversight, report Charters,
Course require.  Exams Reconstitution cards School Choice
Achievement Gap Large Large Small Small Small
Decrease Decrease Increase Increase  Increase
Approximate Years 1950s-1970s—» 1980s—» 1990s —»

They also admit that the association of the policies and the suggested impact on the
achievement gap is drawn with what they term to be “fuzzy” boundaries. Neveshvethde
they are not suggesting causation, their framework raises important quesgjarting the

success (and, to a greater degree, the intent) of accountability measurem Wfoym
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measures that articulate the rhetoric of equality often actually resarntincrease in the
achievement gap?
Achievement Gap or Education Debt?
Ladson-Billings (2006), cautions against a focus on the achievement gamptShe
only asserts that such a focal point is short-term and misleading, but she continues by
highlighting the “education debt.” Like Harris and Harrington (2006), shehadgdights the
contradictions an increasing gap in the following quote:
[T]here was a narrowing of the gap in the 1980s . . . and a subsequent expansion of
those gaps in the 1990s. The expansion of the disparities occurred even though the
income differences narrowed during the 1990s. We do not have good answers as to
why the gap narrows or widens. Some research suggests that even the combination of
socioeconomic and family conditions, youth culture and student behaviors, and
schooling conditions and practices do not fully explain changes in the achievement
gap . . . However, when we begin looking at the construction and compilation of what
| have termed the education debt, we can better understand why an achievement gap
is a logical outcome . . . [T]he historical, economic, sociopolitical, and moral
decisions and policies that characterize our society have created amnoeddeht. (p.
5)
Ladson-Billings compares a focus on the achievement gap to the national diedicas a
zero deficit does not equate to no debt, closing the achievement gap does noteelimina
education debt. In other words, a failure to address these historical, econorojml#ozl
and moral aspects, particularly in relation to policy development, will onlyragntd
multiply our education debt along with the “interest.”
Singham (2005) also supports much of Ladson-Billings’ position through his
diagnosis of the complexity of the “achievement gap” by recognizing the “eoluckebt.”
He does so by outlining several myths regarding the “achievement gap.rdtigémise

dispels the myth that the “achievement gap” is simple along with its obvioumaslutie

further details how the “achievement gap” is not rocket science, as this typermée must
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be easier to understand due to its “repeatable and predictable systems, hanlgkeblems”
of education (p. 30). A second myth is that gaps exist solely due to the inadequacy of
“minority” educational experiences, which assumes that experiences ofathes are
appropriate. He akins this logic to a scene fiMynFair Ladywhen Professor Henry Higgins
asks, “Why can’t a woman be more like man?” This suggestion that, in a similgr spir
“minority” students could solve the gap problem by “acting [W]hite” devaluegthes
“minorities” and hides the fact that there are many students underachiathingthe
educational system. The third myth highlighted by Singham most parallelsri-Bidsngs’
position and centers around the assumption that the “gap” problem is a K-12 issue. This
notion fails to recognize the “debt” that African American students in patibelgin school
with, largely due to the “Racial Wealth Divide.” It also romanticizes thigiabiof K-12
education to cure the larger ills of society, when the system generallyrceimthe positions
of the parents. A review of the current status of the gaps at the national, sonthstate of
North Carolina levels reveals the importance of constructing a differeptfetdhe
educational “autobiography” in order to establish a greater legacy of equality.
The National Perspective
The AEE (2007) provides perspective on the graduation rates based on 2003-2004
data stipulating that
(1) approximately 1.23 million students fail to graduate from high school, more than
half of whom are from [“minority”] groups; (2) about 70 percent of students graduate
from high school on time with a regular diploma, [while] little more than half of
African American and Hispanic [do the same] . . . [resulting in a] differeneesbat
[W]hite and [“minority”’] graduation rates . . . of as much as 40 or 50 percentage
points; and (3) a [student] coming from the highest quartile of family income is about

seven times as likely to have completed high school as [one] coming from the lowest
quartile. (AEE, 2007, p. 1)
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The Harvard Civil Rights Project (CRP) (2005) acknowledges what they call ancam
“crisis” in education as they highlight, “Every year across the country, a mastyehigh
percentage of students—disproportionately poor and [“minority”]—disappear from the
educational pipeline before graduating from high school” (p. 1). The stafrsticgheir
research, in collaboration with the Urban Institute, also support the findings AEthe
(Harvard Civil Rights Project, 2005). Furthermore, the CRP, highlighting the gapsdme
Black, Latino, and Native American students and their White counterpartss tdighe data
from the AEE analysis. The CRP (2005) also notes that graduation rates are @rdonriow
“minority” males specifically. The Harvard Civil Rights Project (2005)ng with the AEE,
specify the difficulty of tracking due to ambiguous, erroneous and unaligned repdrting
dropout and graduation rates coupled with a preoccupation with testing data across the
nation, leading to what the CRP terms as a “civil rights crisis” (p. 1).
The Southern Perspective
The Harvard CRP (2005) narrowed their focus by reviewing discrepanaesries
in the South, which has some of the lowest graduation rates in the country coupled with large
and growing concentrations of African Americans and Latino populations. Additiptied!
segregation/desegregation/resegregation transformation resulting fiamnmaguality has
plagued the region. In the report, the Harvard CRP (2005) found the following resuits f
their focus on identified Southern states:
. . . graduation rates in 2002 ranging from a high of 85 percent in North Carolina to a
low of 61.8 percent in Georgia. When a more accurate measurement, the Cumulative
Promotion Index (CPI) was used, the graduation rates for these five statea[F
Georgia, Louisiana, Mississippi and North Carolina] dipped far lower than these
official estimates . . . In Georgia . . . the rates for Blacks, Latind$\ative
Americans were all below 50 percent . . . Black, Native American and Latiles ma

fared worst of all. Across the Southern region, the graduation rate for Blde& ma
averages only 47.4 percent, and 50.9 percent for Latinos. In only one of the five
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special focus states—Louisiana—did more than half (51.1 percent) of Black males
graduate on time. In Florida, Black males had the lowest graduation rate out of the
five states, a mere 38.3 percent. Of the two states where data on Nativeatimer

males is available, North Carolina had a graduation rate of just 31.7 percent. (pp. 2-3)

Additionally, the AEE answered the question, “Where are students dropping gut?” b
concluding that there are a relatively small number of “chronically underpeng high
schools” responsible for more than half of the nation’s dropouts (AEE, 2007). Furthermore,
they detail, based on 2003-2004 data, that

(1) about 14 percent of American high schools produce more than half of the nation’s
dropouts [in] ‘dropout factories,’ [in which] the number of seniors enrolled is

routinely 60 percent or less than the number of freshmen four years earli€](2) [
percent of the high schools that produce the most dropouts can be found in a subset of
just fifteen states . . . located in northern and western cities and throughout the
southern states; and (3) [these] dropout factories produce 81 percent of all Native
American dropouts, 73 percent of all African American dropouts, and 66 percent of

all Hispanic dropouts. (AEE, 2007, p. 1)

Juxtaposed to the lack of success in identified “dropout factories,” therd &3P
(2005) addressed a more recent notion of “beating the odds” schools. By spatligbti
work of researchers at Johns Hopkins University, they recognize schools thattgcha
“higher than expected” percentage of students in each of the five southesrbatsd the
following criteria:

1. atleast 40 percent of students qualify for free lunch;

2. where 25 percent or more of students are Black or Latino;

3. and where promoting power, defined as a school’s success in moving students

from grade to grade, averaged over three years (2000-2002), was at least 80
percent. (p. 3)

The article details the results:

In Georgia, they could not identify a single school that met the critarEotida,

they found only two such schools, four in North Carolina, [twelve] in Louisiana, and
[fifteen] in Mississippi. The problems that these schools face are likectnte

more severe, because Blacks in all Southern states have faced increasigatisegr
since 1990 and 9/10 of highly segregated Black or Latino schools experience
concentrated poverty. (Harvard Civil Rights Project, 2005, p. 3)
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In addition to the minuscule number of identified “beating the odds” schools from
each of the states, one must also consider the criteria, wherein a 40 peecantifreduced
lunch population combined with a 25 percent Black and Latino population does not define
most of the schools that are on each of the state’s “lists” or the demographics bbthle sc
labeled as “dropout factories.” The notion of “beating the odds” itself is corntvadio the
very premise of No Child Left Behind (NCLB) and the attempts to close thevacheat
gap. If NCLB sets the expectation of success at 100 percestdoychild, then how can we
accept the idea that any school would be “beating the odds” at less than 100 perceat, despi
their free and reduced lunch or “minority” populations?

The North Carolina Perspective

Using consistent 2003-2004 data sources from the AEE (2005) analysis, North
Carolina (NC) reported an overall graduation rate of 66.1 percent. Yet, only 57t pdriten
Black student population graduates with a diploma in four years in comparison to 71.7
percent of their White counterparts (Harvard Civil Rights Project, 2005). Thisrase
equally disappointing for the Latino student population at 53.8 percent. This presents a
performance gap of approximately fifteen and seventeen percentage Epettively
between the White student population and their Black and Latino counterparts. Additionally
information from the Public Schools of North Carolina (2007) regarding dropout rates
indicates little progress in improving these results. In 2005-2006, Black matestext for
a disproportionate amount of the increase in dropout count, as the rates for Blaaks over
increased. The dropout rates for Latino and American Indian students remained hitjie Ye

rate for American Indians declined, while the rate for Hispanic studeniswed to rise.
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The increase in the number of male dropout events was also more than twicecthseincr
female dropout events.
Graduation and Dropout Rates: Narrowing the Focus

Though dropout or, conversely, graduation rates are largely impacted by thetior
occur across pre-kindergarten through high school grade levels, the timing ofstudent
dropping out is notable. In a report from the National Dropout Prevention Center and
Communities in Schools, Cathy Hammond, Dan Linton, Jay Smink, and Sam Drew (2007
reveal, with wide variations reflected in different populations, trendstiggiest that the risk
of dropping out increases throughout high school, with most students dropping out in the
11th or 12th grades. Though the grade levels may vary in particular regions and far speci
groups, the largest majority of withdrawals from the educational process otwaehe
grades 9 and 12. There is also evidence that there are differences in preatbnge f
between early and late dropouts, finding retention to be the strongest predictoy of earl
dropout and misbehavior to be the strongest predictor of later dropout (Hammond et al.,
2007, p. 20). In outlining the risk factors, and ultimately offering suggestions to addrass the
from successful programs, Hammond et al. also identified four domains for niterve
including the individual, the family, the school and the community, reiteratingdatoee
analyze sociopolitical factors as a multifaceted approach to tacklingstie

In an effort to address the CRP’s and other stakeholders defined “crisis” when
reviewing the data, researchers must strive diligently to define whatrkésgses impact the
success of “minority” (especially African American and economiadiBpdvantaged)

students in an environment of growing diversity and mounting accountability. With these
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factors in mind, this research will focus largely on high schools, with fewenerefes to
elementary and middle schools data and student experiences.
The Historical Context
From its inception, schooling in America has articulated the promises of deimocrat
ideals, but it has often fallen short in the case of marginalized groups. Witbrg bist
forced migration and slavery, education for African Americans, in particulamdrefdrmed
from subjection to punishment for learning to read to the vast disparities of todathey et
assumption is that access to opportunities to learn is equal. In the followirom st
impact of schooling on marginalized groups is reviewed with a particular fodhg on
segregation to resegregation eras and the changes in legal tides leadingtieethesiate of
vast differences in the academic success of African American and lomeénstodents in
comparison to their counterparts.
Segregation
Although the Fourteenth Amendment of the U. S. Constitution provided citizens “life,
liberty and property” via due process, Blacks still continued to reside in ansgkte
segregation. From 1876 to 1910, the Supreme Court routinely ruled antidiscrimination laws
unconstitutional, encouraging the further development and maintenance of segragss
in the South. Numerous segregation statutes regulated virtually every aispeetyday life,
including adoption, business licenses, health care, housing, prisons, public accommodations,
public transportation, and race classification. The sentiment of the Supremei@ited
from not only ruling antidiscrimination laws as unconstitutional to determininggatjonist

laws as constitutional. The most pivotal ruling of the time period was in 189@®ieghy v.
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Ferguson’sdecision allowing states to require distinct facilities for Blacks ande&/'lhinder
the guise that they were “separate but equal” (Pettigrew, 2004, p. 521).

The early 1900s signaled changes in the Supreme Court that set the stage for the
transformation of the segregationist trends. The Supreme Court ruled unconstitutiona
number of city ordinances requiring residential segregation, “grandf@dtheyes” excluding
Blacks from their constitutional rights, and “White-only” primaries (Pettigr2004, p. 522).

Desegregation

Beginning in 1930, the Supreme Court slowly began to support the rights of Blacks,
by determining that the exclusion of minorities from juries was discrioipaDuring this
period, the court also upheld state antidiscrimination laws, ruled for nondiscringinator
seating on trains, and held restrictive housing covenants to be unenforceable. Atyditiona
“separate but equal” became more narrowly defined by the Supreme Court. By 1950, in the
education cases McLaurin v. Oklahoma State RegeatslSweat v. Painter‘equal”
became defined not only in terms of brick and mortar, but also characterized bgsects a
as faculty reputation and prestige. These decisions provided the precedBntsviow.

Board of Education (1954p hold that separate is inherently unequal.

Though the Supreme Court’s racial decisions have long assumed psychological and
sociological phenomena without evidenBepwn provided such evidence through the use of
social psychologists as expert witnesses to prove the impact of the segregaticnaom A
American students. Despite the fact that the inBrawndecision passed with a nine-to-zero
vote, the Court fell short with its retreat from the implementation order to laigdecate

that schools be desegregated with “all deliberate spedgtbin Il, thus returning the

22



enforcement to southern district courts without specific guidelines. Thatdecision
delayed the implementation of school desegregation for almost twelve years.

By the 1970s, however, the South had more racial desegregation, transforming the
region from the most segregated to the most integrated area in the UnitedCatatesthis
period, the Supreme Court continued to rule in favor of desegregation. In 1838gimv.
County School Board of New Kent Couritsgedom of choice” plans were overturned. In
Alexander v. Holmes County Board of Education (196 Court declared that public
school desegregation must be achieved “at once” and “operate . . . hereafter onlytarya uni
basis.” In 1971, in the famous North Carolina casgvednn v. Charlotte-Mecklenberg
Board of Educationthe Court rejected the district’s plan that maintained racial segregation
and approved busing to desegregate each of the system’s urban schools.

In 1973,Keyes v. Denver School District Notelsulted in the final major court
decision during the desegregation period. In this case, the Court not only renderstd its fi
important ruling on racially segregated schools outside the South, but it algnizecbthe
right of Latino children to desegregated education (Pettigrew, 2004). Thedel€asions
provided a “brief window when the nation belatedly began to live up to its Constitutional
promises to its Black citizens” (Pettigrew, 2004, p. 523).

Resegregation

One year afteKeyesthe Court abruptly reversed the course of it pro-desegregation
decisions. Pettigrew (2004) discusses iwiken v. Bradley(1974) compares witBred
ScottandPlessyas one of the Supreme Court's most destructive rulings in the nation’s racial
history, though, likéPlessy t initially received little recognition. IMilliken, the Court

struck down a metropolitan solution ordered by a district court to remedy the irdeiade r

23



segregation of Detroit's public schools. In the following passage, Pet{igo®4) continues
by detailing the impact of this critical decision:

What makes this decision so regressive is that such remedies andythmeans

available to desegregate the public schools of many of the nation's larigsst cit

(Orfield & Eaton, 1996; Pettigrew, 1975, 1981). Moreover, between-district

segregation is now by far the major component today in metropolitan school

segregation (Clotfelter, 2004, p. 120). This harsh reality was fully understood at the
time. By ignoring this reality, the Court gave its blessing to having the baasdar
between largely minority central cities and White suburbs act as Beriai Walls.

But the Berlin Wall came down in 1989 and united Germany. These Berlin Walls,

bolstered by continued racial discrimination in housing, have only grown stronger and

divided America. (p. 523)

The Court further ruled iMilliken v. Bradley 11(1977) that states could be ordered to
pay for remedial programs that were presumed to repair the harm that defceelpegation
had inflicted. TheMilliken decisions, therefore, abandori&@wn’s premise that separate is
inherently unequal, opting for special financing for a limited time for unprpvegrams as a
substitute (Pettigrew, 2004).

Supreme Court decisions continued to supphitiken’s logic, includingRiddick v.
School Board of the City of Norfolk, Virgin{a986). Verdicts rendered under the leadership
of President Ronald Reagan’s appointee, Chief Justice William Rehngeisgteened the
movement by turning the tides towards resegregation. Several notable chgkEdHreeman
v. Pitts(1992) andMissouri v. Jenking1995) which both greatly limited desegregation
efforts by lifting enforcement methods. Most recentlyZ@man v. Simmons-Harr{2002),
the Court sent another strong message indicating a reve&alvah by allowing public
monies to go to private and suburban schools through vouchers. Pettigrew (2004) highlights
the impact of this decision by pointing out that:

Apart from separation of church and state issues, the five jurists showed no concern

that these private schools would remain selective in their student bodies, be
unaccountable to the public, and enhance racial segregation. To be sure, some
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unlikely coalitions support school vouchers, with some inner-city Blacks joining pro-
segregationist Whites. But all this signifies is the desperation of sorok [Bdaents
whose children are trapped in deteriorating ghetto schools becalg®wWrepromise
of integration has been eliminated by the High Court . . . Never has the Court's
majority admitted that it is in effect overturniBgown. Instead, they talk of favoring
local authority over court control and focus on remedial compensation in segregated
settings. This obfuscation is consistent with the findings of social psychology. The
central characteristic of modern prejudice is its use of ostensibly nalmeasons for
anti-Black attitudes and actions (Gaertner & Dovidio, 2000). Such attitudes are
typically denied—even to one’s self. Instead, socially acceptable reasons are
advanced to justify the action. (p. 524)
Pettigrew (2004) continues with a detailed account of how this swift change in the
Court occurred. He further stipulates, “In sh&town has been largely reversed. The
[political impact of the appointment of the] law clerk [Rehnquist], who in 1954 supported
Plessyas chief justice, [coupled with other lifetime appointments] revived segregat
education” (p. 524). While the 1990s recorded an accelerated retreat irdeseigiegation
of the public schools, by 2000, African American children were more likely tadredaig
majority-Black schools than at any time since the 1960s; 70 percent went to prediyminant
Black schools, and 37 percent to schools with 90 percent or more Black students. The
greatest retrogression during the 1990s occurred in the South, the region that had ypreviousl|
witnessed the greatest gains (Orfield & Lee, 2004, 2005). Orfield an(20@B) illustrate
these regional differences as African Americans (and Latinos) areditttemselves in more
segregated environments during the school day (see Table 2.2).
In addition to combating misconceptions that largely led to these resegreigatids,
Pettigrew (2004) captures the importance of these trends by detailing $tadiesimerous
researchers indicating that African American students from deségplegidnools are more

likely to attend and complete courses of study at predominately White splteyee better

jobs in integrated environments; live in interracial neighborhoods; benefitigimer
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incomes; and experience relationships that enable them (and their White pants)¢o
have more positive attitudes towards other races.
Table 2.2.Percentage of Students in 50-100 Percent Minority Schools in the South an

Border States by Race, 2003-04

1991-1992 2003-2004
US Total South Border  US Total South Border
White 8.5 13 4 12 19 7
Black 66 60 59 73 71 69
Latino 73 76 38 77 78 56
Asian 51 34 25 56 44 35
Native American 43 47 21 48 48 35

The Rise of Accountability

In the wake of the dismantling of the Supreme Court’'s supp&tavin, global
competition, and the releaseANation at Risk: The Imperative for Education Reform
(1983), increased accountability efforts became the focus of refornsedfmed at closing
the gap. Brown (2006) asserts:

To succeed as a nation and be competitive in the global marketplace, the United

States must have diversity and equality of participation within its saniggneral,

and within its educational system in particular, if the dream of one nation, indiyisible

is to be realized. (p. 325)
It is yet to be realized whether the rise in accountability will launchdtiemtowards
greater equalization of opportunity. Do accountability efforts that vehidyrexert the
language of equality help bridge the gap or reinforce the divide?

No Child Left Behind (NCLB)

WhereinBrown vs. Board of Educatigorovided access to “equal” classrooms, No

Child Left Behind (NCLB) aspires to ensure that all students are actualiyrig within
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those classrooms. Created in 2001 as the latest revision to the Elementaryocswidi§ec
Education Act (ESEA), NCLB’s purpose is to ensure that all children in Ameecabde to
meet the learning standards of the federal government and the stateheldneet NCLB is
built on four key principles: accountability for results, flexibility and lomatrol, enhanced
parental choice, and instruction based on scientific research (Sattes & Walsh NZDIOR)
substantially increases the testing requirements for states andre&ts agorous
accountability standard for schools within each state, with the use of yeaghegs
objectives for all students and subgroups of students. These subgroups include those of lower
socioeconomic background, race and ethnicity, limited English language gmoficand
students with disabilities. The goal of NCLB is to provide a valid set of reqeires for the
accountability and performance of all students which are directly relapexitove
expectations set by teachers and schools. The NCLB Act initiallyreebihnat states put new
testing and accountability systems into place.

The requirements of NCLB also have implications for all educators and edutationa
researchers who focus on K-12 education. These implications are derived frogathe le
requirements that schools demonstrate steady gains in student achievemesgeaticeadap
between various subgroups of students by 2013-2014. Yet, Anderson et al. (2007) highlight
the following cautions when considering the ability of NCLB to be the drivingfoehind
closing the gap:

1. Schools closing the gap are not necessarily the highest-performing schools;

2. Schools closing the gap are not necessarily making AYP;

3. Schools making AYP are not necessarily closing the achievement gap; and

4. Comparisons across states are inappropriate. (p. 550)

With all of these issues in reporting and evaluation, it is difficult to geheyddgree

to which the gap is actually being closed or the validity of the data, not to mention tre noti
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of tracking our “education debt.” Yet, the inability of schools to adequately achiesain
improvement status results in a mandatory offering to parents the option fohtltercto
either attend a better performing public school within the district or to be provided wit
supplemental educational services at the schools’ expense. One would have to dueestion t
degree to which African American parents, mostly from economically disayeht
households, have the cultural capital and realistic scenarios that truly mekeptiens as
widely available to them. Additionally, as an unfunded mandate, there is tremendous
controversy regarding NCLB’s ability to achieve its goals without additimaling. Such
inquiry has led to court action in many states, such asatedrocasewhich is discussed
later in this review.
The North Carolina Accountability Program

The ABCs of Public Education is North Carolina’s primary school improvement
program with the goals of providing strong local school accountability and exhibiting
mastery of basic subjects. The program became law in 1995 and has been modified and
improved to supposedly better portray school performance and to ensure that itesnaasur
as fair and accurate as possible. Formulas are used to measure thecagabetm and
achievement for all schools. The system is primarily based on the inanghseaverage
score of a group of matched students in two successive years, with minacalatist
adjustments. Both growth and proficiency performance are recognized under the ABCs
Schools are rewarded based on growth in student achievement and school assistance teams
are assigned to the lowest performing schools. Monetary rewards arecaisieq to high
performing or improving schools. In November of 2005, Secretary of Education Margaret

Spellings announced a new pilot program that will allow selected states to usie gradels
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to determine if their schools and districts are meeting No Child Left Bgeiridrmance
targets. North Carolina is one of two states whose proposed growth model wasdbgep
the U. S. Department of Education. Even with the controversy surrounding testing,ehe stat
continues to be a model within the United States.
Leandro

In 2002, Judge Howard Manning issued his fourth ruling in the Leandro decision, the
lawsuit contesting how the state funds public schools. Previously, Manning ruledttiat N
Carolina was not meeting its obligation to provide a sound, basic education to at-ris
children. In this ruling, Manning said that classrooms must have a competehgd;eatid
well-trained teachers coupled with competent school leadership and the necessaces.
Manning placed responsibility upon the state to ensure that the constitutional ggigsant
met with aggressive intervention, if necessary.

The ruling also encouraged more resources and support services for rural sdmools wi
high numbers of at-risk students. North Carolina lawmakers responded byg:tkatin
Disadvantaged Student Supplemental Fund (DSSF). In 2004 and 2005, sixteen rural school
districts received DSSF money due to their status ihe¢la@drocase. In 2006, the General
Assembly decided to give DSSF money to all 115 school districts. In an effoitize ait
type of equity formula, the original districts received $22.5 million (the sdipwaton they
got in 2005) and the other 99 districts split $27 million. In 2006-2007, the original districts
received between $732 and $1046 per disadvantaged student, and the other districts received
only between $55 and $175 per disadvantaged student.

Though these attempts by the state to address equity issues are addidaae,

Manning and his supporters quickly pointed out that people often rely on money as a type of
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quick fixto longstanding issues. During a December 2004 hearing, Judge Manning
specifically used a school system with the fourth highest per pupil spendimg tiatestate

to reiterate his point. After commenting favorably on elementary and midaelsc

performance for the 2003-2004 school year, he expressed disappointment in the high school
performance, indicating that 69 percent of North Carolina’s high schools had composite
scores below 80 percent. Citing the one school district, Manning stipulateditioat t&f

fifteen high schools had composite scores below 70 percent, yet they have more than
adequate per pupil spending. In 2004, Judge Manning targeted 44 high schools (since
reduced to 35) having performance composites less than 60 percent. While admitting that
these targeted schools (and the districts housing them) have obviously challeurdgng s
populations, with high free and reduced lunch and diverse student percentages, Judge
Manning accepted no excuses. The comparison of schools with such diverse populations only
capitalizes the issue at the foundation oflteandrocase--whether the “problems” with

public education in North Carolina (and the entire nation) result from a lack of money or
poor use of existing funds. A closer comparison of the individual schools within thetglistri
also brings to the forefront questions of equity. In the spifarofvn vs. Board of Education

and the premise of NCLB, one must question how much of the “high school problem” is an
issue of socioeconomic status and—first and foremost—race.

In response to Judge Manning’s questions regarding the connection between
resources and student success, Governor Mike Easteyissioned the UNC-Chapel Hill
School of Education to work with ti&tate Board of Education and the NC Department of
Public Instructionn an effort to conduct audits of high schools in all North Carolina school

of success witlehallengingstudent populations and compared them with “High Priority”
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schools. The analysis included teacher backgrounds and spending patterns toeétermi
there were significant differences between the higher-performing ag iority”
schools.

In the qualitative phase of the research, interviews were conducted atedetifjh
Priority” and higher-performing high schools to determine the use of resoanc how they
deal with the barriers to success. This study focuses on the comparisons bet#déh the
and HP high schools. It should be noted that North Carolina has no high-performing high
schools that can be easily compared with BTO or HP high schools due to drédynatica
different populations. The interview protocol for the qualitative piece of thg stlmted to
specific focus areas, including (a) Goal Setting and Communication of @uals;
Coordination of Curriculum and Instruction; (c) Teacher Recruitment, Assigrame
Retention; (d) Supervision and Evaluation of Instruction; (e) Monitoring Student Bsogre
and Providing Incentives for Learning; and (f) Promoting Professiona|bgwent and
Building Community. The focus areas were based on Hallinger and Murphy’s (1985)
Principallnstructional Management Rating Scale, which details fifty identifefthviors of
effectiveschools.

Evidence from Successful Schools

Several notable studies have been conducted to determine what practices have
contributed to the success of schools with diverse populations in improving student
performance on standardized tests and closing the “achievement gapéviéns

summarizes several of the most extensive studies from a high school peespect
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Gaining Traction, Gaining Ground: How Some High Schools Accelerate Laamfor
Struggling Students
This study conducted by Education Trust (2005a) studied identified “high-impact”

schools that exhibited statistically significant achievement growtingrfower performing
students. Additionally, four identified “high impact” schools were compared to three
identified “average-impact” schools. For the purposes of the study, “higreiigudools
were defined as those with (a) “greater than expected” growth ovelygraee (b) at least
average performance on state assessments in reading or math; (c)tharakererage
achievement gaps; (d) a Promoting Power Index at or above the state avedafjacd<y
John Hopkins University’s instrument for approximating graduation rates; a6 percent
or greater low-income student population or 50 percent or greater non-White population
coupled with 20 to 60 percent low-income population. The average-impact schools also had
comparable demographics. In addition to site visits, classroom observationsgsadtor,
teacher and student surveys, data (i.e. transcripts, schedules, assignnmrernte)leated
over the course of a year. The study team also conducted teacher and studegmofgpsus
Three of the four high-impact high schools are located in North Carolina. The gsaattihe
two types of high schools were compared and the results were published based on five
spheres, including culture, academic core, support, teachers, time and other sesource
(Education Trust, 2005a). In every sphere studied, the researchers found significa
differences in key practices of “high-impact” and “average-impagfi schools and how
they operate. Yet, the study is careful to note that there is still a neetpfement more

powerful reform strategies even within the “high-impact” schools (Educatigst, 2005a).
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Closing the Gap: Lessons from Successful Schools

This study conducted by the U.S. Department of Education (Billig et al., 2005)

identified four high schools that narrowed or closed the gap and sustained tbesssover

at least four years. These large comprehensive high schools serve largtagercef

“minority” students. The success stories include high schools that narroweg thetgaen

White and Latino students and another that closed the gap completely. The other two high

schools narrowed the gaps between their White, African American, and Laitlem st

between 10 and 15 percentage points. This study also involved the use of focus groups of

teachers and administrators that explored teaching and learningisgateie content

areas, culture and school climate issues, leadership for change, and the ohaexggeiiself

(Billig et al., 2005). The following key themes emerged from this researobsathe

identified areas:

1.

4.

5.

Expectations must be high and consistent for all students with a variety of support
services in place to help students reach those expectations.

2. Schools must use data to identify deficiencies and to drive instructional decisions.
3.

Talent, creativity, and resources are present in schools and must be channeled in
constructive ways to address the academic and social needs of minoritysstudent
... includ[ing] highly dedicated and motivated teachers along with supportive
leadership.

Working collaboratively in developing and aligning the curriculum is paramount
to student success.

Leadership for change can come directly from the departments charged with
narrowing the gap as long as they are given the appropriate resources,
professional development, and administrative support. (p. 18)

School Climate and Culture

The conceptual framework for the Educational Leadership Program in the School of

Education focuses on “equity and excellence” in the preparation of leadership in a

“democratic society. This premise begins with the establishment of a nurtcinog s
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climate and culture. In determining what leads to success in addressingdb®hsteidents
from “challenging” populations Billig et al. (2005) identified the following pices:

1. High expectations for student achievem&ahools exemplify high expectations
by eliminating remedial classes and offering more demanding coursesssuch a
honors, Advanced Placement (AP) and International Baccalaureate (I8)<clas
Schools also encourage minority students to enroll in demanding classes through
targeted outreach by counselors and teachers and/or open enrollment.
Expectations are high for teachers as well and teachers are given detkiog
authority to implement changes directed toward increasing student achievement.

2. Learning supports to help students meet expectatitthgcators at each of the
schools put into place tutoring, study skills programs, and other supports to help
students become proficient in reading and math. Teachers also provide
personalized attention to students on an on-going basis to support the higher
expectations. Teachers themselves receive support in the form of professional
development on effective teaching strategies for reading and math.

3. Emphasis on accountability and assessment to determine when additional help is
neededAccountability is emphasized in each of the successful schools. Teachers
and administrators analyze data from state and school level tests to guide changes
in curriculum and instruction. Classroom assessments are often used to see which
teaching strategies work best with specific populations of students. Mamgsef
educators feel that student achievement is a joint responsibility of teacigers
students.

4. Collaborative and optimistic attitudédults in the schools are passionate and
enthusiastic about their schools and the schools’ accomplishments. They accept
no excuses and consistently tackle tough challenges, saying that if they wo
together, they can succeed. Teachers in these schools collaborate ofteneand shar
ideas for how to improve. They work with parents and community members in
establishing a culture of success at the school. (p. 2-3)

The Education Trust (2005a) study captured similar trends. Furthermore, it also
outlined the specific differences between the identified types of schools by tiaing
differences with the high-impact schools more focused on preparing studdifestieyyond
high school while the average impact schools were only focused on preparing students f
graduation. Regarding school policies, the high-impact schools’ policies ckatere
academics while the average-impact schools focused on rules. High impacs stéool

exhibited more consistency regarding direction and schools. Finally, tharpgletischools
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embraced external standards and assessment and even created them in argashieywhi
did not exist.
Curriculum and Instruction
The following themes were consistent in the arena of curriculum and instructi
1. Curriculum alignment and standards-based instructilhof the educators stress
the importance of teaching the state and district content standards it refl
expectations for knowledge and skills in the content areas. Staff from the schools
aligned their curriculum with state and local standards and to state and distric
assessments. Data is used consistently in making curricular decisions.
Additionally, in high-impact schools, barriers to upper level course are removed
and additional assistance is offered to support students through challenging
courses (Billig et al., 2005; Education Trust, 2005a).
2. Changes in class schedules to allow more time for instrucidministrators
recognize that more time is needed to teach such critical core subjetgelsaA
I. Changes in class schedules, as well as classroom practices, happen quickly
when the benefits for students is seen. Thabhghamount of time that students
spend in “academic” classes is about the same in both school types, more time is
dedicated to grade-level or “college-prep” courses in high-impact school
comparison to “support” or “remedial” courses in low-impact schools (Billig e
al., 2005; Education Trust, 2005a).
3. Engaging teaching techniquéBeachers recognize that students learn better when
they find their classes more interesting and personally relevant. Schttols w

higher impact also stress higlexpectationsegardless of the student’s prior
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performance. Everyone takes responsibility for helping students succéigpe(Bi

al., 2005; Education Trust, 2005a).
These themes highlight a difference in expectations. High schools exjragisnccess with
challenging populations put systems in place that encourage students to riseam éevel
of expectations rather than residing in a mentality of remediation.
Support Systems, Family, and Community Connections

Continuing with a focus on difference in expectations, Education Trust (2005a) found

some key differences between high and average impact schools regarding sygtpors,
including:

1. In both high- and average-impact schools, students who arrive behind get extra
instructional time in English and math. [H]igh impact schools provide help in a
way that keeps students on track with college-preparatory requirementsgyéwera
impact schools provide the extra help in a way that delays entry into gratle-leve
courses, making it harder for students to complete college-prep requirements.

2. In high-impact schools, administrators and teachers take responsibility for
ensuring that struggling students get the additional help that they need .if. little
left to chance. Average-impact schools generally offer extra help to stuients
make it optional.

3. High-impact schools have in place early warning systems to idetidgrsts who
need help before it's too late. Average impact schools are more likely to provide
remedial help after students have faltered.

4. Counselors in all schools are involved in scheduling, but counselors in high-
impact schools are considered members of the academic teams and are
responsible for actively monitoring student performance and for arrangimg hel
when needed. Counselors in average-impact schools are more likely to get
involved with students through referrals.

5. High-impact and average-impact schools both have partnerships with businesses
and colleges, but high-impact schools use those partnerships to aid in student
preparation for postsecondary opportunities, while average-impact schools tend to
use their partnerships for dropout and drug-abuse prevention. (p. 5-6)

The focus for this study remained on strategies that were within the retien of
school. It is notable that the themes did not place the over-arching focus ahatiabe

happening within the communities and homes.
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Leadership

Billig et al. (2005) noted following themes were prevalent in relation ttelship:

1.

Change is difficult, but necessadministrators and teachers said the process of
change was very hard, but change was necessary in order to improve the
achievement levels of Hispanic and African-American students. These educator
were and are motivated to ensure that all students succeed.

Leadership and resourceSometimes the teachers lead, while at other times the
administrators lead the change. Regardless of who directs the procesgrguffici
resources are needed to provide funding and time for professional development,
materials acquisition, and student support services.

Federal and state policies serve as catalyflee move toward standards and
accountability at the national, state, and local levels clearly sengesasvator

for change. However, the specific ways in which change occurred were based on
local decisions. (p. 4)

Education Trust (2005a) also focused specifically on teachers. They found therfgilowi

1.

3.

High-impact schools use more criteria than teacher preference to @aakeg
assignments, looking at factors such as past student performance and thesteacher’
area of study. Teacher assignments are made to meet the needs of the students
rather than the desires of the teachers. In average-impact schadismde
assignments are more likely to be determined by staff seniority aneéteach
preference.

School-sponsored support for new teachers in high-impact schools is focused on
instruction and curriculum. Average-impact schools provide support for new
teachers, but it is more personal and social in nature.

Administrators at high-impact high schools adjust class sizes to provide more
attention for struggling students and are not averse to larger student-tadiolser

for students who are able to work more independently. Class sizes in average-
impact schools are relatively uniform.

Principals at high-impact high schools exert more control over who joins their
staff than those at average-impact schools. (p. 6)

The evidence from these studies reveals the power that exists within schaiolgsuib

impact change. Nevertheless, the efforts within the school building do notresiskation.

The politics of education and society at large indicate what is at stake. fidutiation of

this literature review quotes AEE’s premise of the importance of edodaee p. 13), but it

also reiterates the everyday rhetoric heard from top politicianswitkifederal government

to students seeking to graduate from America’s high schools as they speakfotudhei
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plans. Additionally, in more recent years greater emphasis has been placegracdks
states use to calculate the graduation rate, as described in the following quote:
Although graduation rates are a fundamental indicator of how schools are Wjtimate
performing, only recently have those rates been rigorously scrutinized andehe e
of the crisis in America’s high school been revealed. For decades, schools and
districts published misleading or inaccurate graduation rates, and ag aesul
American public knew little of the scope and gravity of the problems of far tag ma
of the nation’s high schools. Reputable, independent research has exposed alarmingly
low graduation rates that were previously hidden behind inaccurate calculations and
inadequate data. (AEE, 2007)
The language in the opening and the preceding quotes are filled with heutrttset book
entitledWhy Is Corporate America Bashing Our Public Scheadsld scrutinize in their
chapter “The Words that Bind.” This book begins by quoting Dennis Potter stdthmg, “
trouble with words is that you never know whose mouths they've been in” (Emery &
Ohanian, 2004, p. 5). Emery and Ohanian (2004) chides the use of political language in a
effort to manufacture a crisis in the interest of the corporate world, frequefgiyed to in
the work asStandardistagonnected to thBusiness Roundtabl&he language from the two
aforementioned quotes that Emery and Ohanian (2004) warn against includesueins
“critical,” “costs to the communities,” “crisis,” “misleading,” “isaurate,” “problems,” and
“alarmingly” when addressing to the current state of education and words secigage,”
“productive members of society,” “competitive global economy,” and “repatabl
independent research” in reference to the desired goals for education if efcam r
initiatives “intervene.” The selection specifically addresses the need\wroducers of two of
the major studies mentioned in this paper. Education Trust is labeled as a coatonspir
the efforts of the Business Roundtable to ensure public schools, or private if ngcessar

provide a competitive and compliant workforce for Corporate America. The mofives

Education Trust are questioned in the following passage:
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. . . Education Trust executive Kati Haycock intones, “It's a new century.ntéstt
set aside our Industrial Age curriculum and agree on a common core curriculum for
the Information Age.” Education Trust might just as well have subtitlea New
Core Curriculum for AllpaperDenying a High School Diploma to Other People’s
Children.In her introduction, Haycock chideslucators . . for being comfortable
with the fact that minority children do not go on to college. Maybe we should ask her
if it's better to be comfortable with the fact that now that she and her Business
Roundtable cronies are in power, young people who fail a test based on college-prep
curriculum are deniedl@gh schoodiploma. (p. 21)
These questions and more led to the use of a theoretical framework thatigiakdan
nature. In this autobiography of education, is corporate America using etugsi pawn in
a larger chess game in which private business is winning? Are the interestgpdhbst
society better served by marginalized groups that to a large degr&ie remrescribed
positions of subordinance.
Theoretical Framework: Establishing a Context for Critical Racial Discourse Analysis
As the doctor’s treatment is aimed at a disease rather than at the sgmptom
educators’ examinations of the education of the culturally disadvantaged miust furt
diagnose the nature of the disease, rather than offering prescriptions eiimed a
alleviating only the symptoms. (Warren, 1966, p. 283)
The above quote from Dr. Paul B. Warren, a retired Dean of the School of Education
at the University of San Francisco, exemplifies the great promise inaii@age of Critical
Race Theory (CRT) and Critical Discourse Analysis (CDA). On one hand, DrekiVa
addresses the problem of the color line by acknowledging that the “cesefi lihe “disease”
rather than the symptoms. Yet, he fortifies the power of a dominant ideologynlgy usi
language of superiority as he calls for action to address the educatiedslai¢he
“culturally disadvantaged.” While CRT recognizes the centrality of radkeakey to naming

the “disease,” CDA addresses the relationship between the power and langupgedtice

and sustain the superior-inferior relationship. Therefore, CDA becomes thateltest
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revealing the historical, economic, sociopolitical, and moral maladies igdrtirough
CRT.
Critical Theories

The two methods of CRT and CDA are united in that they are both critical theories
These theories fall within the realm of a larger set of critical tbed@r.e. post-structuralism,
post-modernism, neo-colonial studies) generally focused on issues of power aedyugtic
the ways social systems are constructed, reproduced and transformed threuglasac
gender, religion, education, sexual orientation and the economy. One common themge amon
critical theories, however, is a belief that thought is mediated by histpricaistituted
power relations. In other words, facts are never neutral and are alwagddadbn historical
contexts that are embedded in power relations. Some groups in society aggqutivand
this privilege leads to differential access to services, goods, and outcomes.

Another shared assumption of critical theories is that one of the most powerfsil form
of oppression is internalized hegemony, which includes both coercion and consent (Gramsci
1973; Ives, 2004). Brosio (1994) discusses the notion of hegemony as the dominant ideology
that continues to permeate through reinforced “correspondence” (languagd; herefore,
the dominant ideology is maintained largely through a structure that makediexe tie
“system” works for all, though a closer look would indicate it only works for somé&. &2id
CDA are designed to unveil and challenge the systems that lead to hegemony.

Critical Race Theory (CRT)

As education scholars, we have a duty to know and raise questions about race and

racism in society, as well as an ethical responsibility to interrogsterssy,

organizational frameworks, and leadership theories that privilege ceraipsgover

others (Capper, 1993; Donmoyer, Imber & Scheurich, 1995). We have a duty to

challenge oppressions in all forms, and an obligation to interrogate how schools and
administrators oftentimes silence students who are culturally differargdi, 1998;
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Larson & Ovando, 2001; Valenzuela, 1999). Indeed, we have a duty to transform
schools from being sorting mechanisms in the larger global market--pbepée of
color, women, and the disenfranchised are prepared to “fit” a particular role etysoci
(Anyon, 1980; Aronowitz & Giroux, 1993; Bourdieu & Passeron, 1977)--to
institutions of hope and social change. However we cannot adequately prepare future
leaders to achieve these goals if we avoid exposing them to race, racism, a&nd raci
politics. (Lopez, 2003, pp. 70-71)

Gloria Ladson-Billings and William Tate (1995) published a seminal piece &f wor
that continues to define key premises to the expanding theoretical framdarctiT.
Ladson-Billings and Tate (1995) articulated the following three central ptapsthat
continue to drive the work of an expanding realm of critical race theorists:

1. Race continues to be a significant factor in determining inequity in the United

States;
2. U.S. society is based on property rights;
3. The intersection of race and property creates an analytic tool through wich w
can understand social (and, consequently, school) inequity. (p. 48)
Property Rights

For the purposes of this study, it is particularly important to the highlight tbadec
preposition. Not only is U. S. society based on property rights, but “whiteness” in and of
itself is property as it has value that includes rights and privileges. Cheryl Harris (1993)
details while Whiteness as property is often subtle, it “retains its coaeaateristic—the
legal legitimization of expectations of power and control that enshrine the gtatas a
neutral baseline, while masking the maintenance of white privilege and dmomir(at
1715). Embedded in the “status quo” are the same types or privileges experienced by more
tangible property owners, including the “exclusive rights of possession, use, andtidispos
... the right to transfer or alienability, the right to use and enjoyment, andhhéorig

exclude others” (Harris, 1993, p. 1731). When examining the disparities betweemAfric

American and economically disadvantaged students and their White counterparts, this
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evidence of these property rights are clearly exemplified, espettiallyght to “exclude”
from being promoted to the next grade, racially identifiable advance@s)asw even the
ability to exit with a diploma.
The Tenets of Critical Race Theory

CRT includes five basic tenets that extend across the wide variations in
implementation: (a) the centrality of race and racism and their “ictevsality” with other
forms of subordination; (b) a challenge to dominant ideology; (¢) commitment to social
justice; (d) the centrality of experiential knowledge which acknowlediggtanization of
the perspectives of people of color through “counter-storytelling”; and (ahsdisciplinary
perspective that highlights the importance of contextual and historical sn@gsks, 1993;
Bell, 1995; Collins, 1991; Crenshaw, 1995; Ladson-Billings, 1995, 1999; Scheurich &
Young, 1997; Solérzano & Yasso, 2001; Villalpando & Bernal, 2002; Yasso, 2005). Bell
(1995) further details, what is often included as a sixth tenet, the notion of “tnteres
Convergence.” The following is more detail regarding each of the tenets.
The Centrality of Race and Racism and Their Intersectionality with Qtkerms of
Subordination

In addition to the significance of race in establishing inequities, CRT rexasgyrace
as a central factor in the marginalization of groups of people. It also cawhitheother
forms of subordination (i.e., gender and socioeconomic class) to form a “layering” of
oppression. Yet, even within this context, race pervades as the dominant factor. Though
differences between race and class are identifiers for subjectingssjgm, CRT scholars

propose that socioeconomic class analysis alone cannot explain what first amustore
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reflects racial oppression (Barnes, 1990; Russell, 1992; Sol6rzano & Yasso, 2001;
Villalpando & Bernal, 2002).
The Challenge to Dominant Ideology

Calmore (1992) articulates that CRT “challenges the traditional cthimhshe
educational system and it’s institutions make toward objectivity, meritqorakyr-
blindness, race neutrality and equal opportunity . . . traditional claims act @m®afleaye for
the self-interest, power, and privilege of dominant groups in U. S. society” (p. 7€ ehbt
critiques the assumptions, norms, backgrounds and paradigms of the dominant culture (Cook,
1992; Crenshaw, 1995).
The Commitment to Social Justice

CRT focuses its work on issues of social justice in an effort to empoweinalered
groups and, ultimately, eliminate racism, sexism and poverty. Solérzano sswl (2861)
further stipulate that the foundation of this process begins with an acknowledgkatent
“educational institutions operate in contradictory ways, with their potent@bpress and
marginalize co-existing with their potential to emancipate and empqpes98).
The Centrality of Experiential Knowledge—Legitimization of Perspeetiv

CRT also recognizes the experiential knowledge of marginalized groups as
legitimate, appropriate and necessary in order to understand, analyze aratelylfi
overcome racial and other types of subordination. In valuing this experiential kigawle
certain methods of study become particularly useful, including storytelinglyf histories,
biographies, scenarios, parables and narratives. These methods, though powdtfte,in na

are often challenged as means of valid study by those opposed to CRT (Bell, 1995; Collins,
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1991, Crenshaw, 1995; Ladson-Billings, 1995, 1999; Sol6rzano & Yasso, 2001; Villalpando
& Bernal, 2002).
The Counter-Story
Nevertheless, these methods create what is often referred to as the “stamgtér
the story of the marginalized group (Sol6rzano & Yasso, 2002). Solérzano and Yasso (2002)
broaden the definition of counter-story-telling as “a tool for exposing, analyzidg, a
challenging the majoritarian stories or racial privilege . . . shatt¢gomgplacency,
challeng[ing] the dominant discourse on race and further[ing] the struggbecfar reform”
(p. 32). Counter-stories (or counter-narratives) are deeply entrenched inittaa Afr
American tradition, and often exist in the form of personal accounts, the telling ' othe
stories, or through the composition of narratives that may be based on biographical and
autobiographical data from individual or multiple people (Delgado, 2000; Sol6rzano &
Yasso, 2002). These counter-stories have the following five pedagogical functions
1. Building community among those among the margins of society;
2. Challenging the perceived wisdom of the dominant ideology;
3. Exposing the new realities of those at the margins of society through shared
experiences;
4. Teaching others that, by combining elements from both the story and the current
reality, one can construct a new reality that is richer than either tlyeosttire
old reality alone; and
5. Providing a context for understanding and transform established belief systems

(Delgado, 2000; Solérzano & Yasso, 2001).
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The Transdisciplinary Perspective

This tenet of CRT insists on providing a historical context to the analysis of
institutional practice. Solérzano and Yasso (2001) further illustrates @RTgpedagogy
“challenges ahistoricism and the unidisciplinary focus of most analyses astd oTsi
analyzing race and racism by placing them in both a historical and contemgamgayt” (p.
599). Analysis on this level mandates a transdisciplinary approach that encanipstesg,
sociology, law, ethnic studies, women'’s studies, and other fields to gain cleaybt iosi
marginalized perspectives.
Interest Convergence

According to Bell (1995), interest convergence involves the phenomena that the
interests of Blacks in achieving racial equality will be accommodatedndréy it converges
with the interests of Whites. On a broader spectrum, the argument can be expanded t
address the phenomena that change only happens within larger society whemests iofte
the dominant group converge with the interests of marginalized groups. Theadgafi
allow interest convergence to occur are often hidden, but may be obvious.

Critical Discourse Analysis (CDA)

CDA compliments CRT based on its tenets, including (a) a focus on social is¥gues; (
a recognition that power relations are discursive; (c) the idea that dsomnstitutes
society and culture; (d) a belief that ideologies are produced and rethftrough
discourse; (e) a focus on the relevance of a historical context; (f) aneakph of how the
connection between text (language) and society is mediated; and (graneitite and
explanatory premise (Fairclough, 1989, 1992, 1993, 1995; Fairclough & Wodak, 1997; Gee,

1992, 1996; Gee, Hull, & Lakshear, 1996; Gee, Michaels, & O’Connor, 1992).
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The Focus on Social Issues

While CDA focuses on language and language issues in general, it iglpdytic
committed to how language produces and reinforces social and cultural proC&saes
follows a critical approach to social problems in its endeavors to explicate powe
relationships which are frequently hidden. It aims to derive results which arectitpl
relevance to the social, cultural, political and even economic contextd@bgh& Wodak,
1997).
Power Relations are Discursive

CDA explains how social relations of power are exercised and negotiated in and
through text (written and spoken) (Fairclough & Wodak, 1997). Gee (2004) further
highlights different approaches to CDA by encouraging others to "treal poactices in
terms of their implications for things like status, solidarity, distributioroofes goods, and
power" (p. 33). Within CDA, discourse has even been defined as a social pratéce, T
discourse moves back and forth between reflecting and constructing the switdal w
Therefore, language in and of itself cannot be considered neutral (Fairé&oiMpdak,
1997; Gee, 2004), thus leading to the next two tenets of CDA.
Discourse Constitutes Society and Culture

Since language cannot be neutral, every instance of language use is imgaxthAnt
makes its own contribution to society and culture through the reproduction and
transformation of power relations (Fairclough & Wodak, 1997). Van Dijk (2001) costinue
by detailing how the relationship exists on a micro (language use, discoubse, ver

interaction and communication) and macro (power, dominance and inequality) level in
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analysis. Van Dijk highlights ways to analyze and bridge the levelsghroonsideration of
the following:

1. Members—groupd.anguage users engage in disco@smembers of (several)
social groups, organizations, or institutions; and conversely, groups thus may act
"by" their members.

2. Actions—processSocial acts of individual actors are thus constituent parts of
group actions and social processes, such as legislation, newsmaking, or the
reproduction of racism.

3. Context—social structureSituations of discursive interaction are similarly part or
constitutive of social structure; for example, a press conference may bea typi
practice of organizations and media institutions. That is, "local" and more
"global” contexts are closely related, and both exercise constraints on siéscour

4. Personal and social cognitiotanguage users as social actors have both personal
and social cognition: personal memories, knowledge and opinions, as well as
those shared with members of the group or culture as a whole. Both types of
cognition influence interaction and discourse of individual members, whereas
shared "social representations” govern the collective actions of a group. (p. 354)

Ideologies are Produced and Reinforced through Discourse

Ideologies are also produced through discourse. In addition to analysis of text, the
discursive practice of how the texts are received and interpreted muisé asonsidered
(Fairclough & Wodak, 1997).
The Focus on Historical Context

Discourses can only be understood fully in reference to their historicaktoDi2A,
therefore, refers to extralinguistic factors such as culture, socidtiglaology in historical
terms (Fairclough & Wodak, 1997).
The Connection between Text (Language) and Society is Mediated

CDA is concerned with making connections between sociocultural processes and
structures along with properties of texts (Fairclough & Wodak, 1997; Gee, 1999, 2004; van
Dijk, 2001). CDA also acknowledges the complexities by recognizing that thiemskap

not necessarily be deterministic but a type of mediation (Fairclough, 1992, 1898pugh
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studies this mediated relationship between text and society by looking & ofdéscourse
(Fairclough, 1992, 1995). Van Dijk (2001) also introduces a sociocognitive level to CDA.
The Interpretive and Explanatory Premise

CDA goes beyond textual analysis. It is not only interpretative but explanatory i
intent (Fairclough & Wodak, 1997).
Discourse is a Form of Social Action

A final tenet of CDA uncovers power relations. Therefore, it strives to inghactge
through examining ways of communication and social action (Fairclough & Wodak, 1997)

Critical Racial Discourse Analysis

Therefore, CRT and CDA combined examine and challenge cultural assnsnpti
through the selection of research questions based on the work of scholars who highlight
contradictions between points of leverage (i.e., accountability vs. equity), fodus issues
of their marginalized clients, and declare that only the critical consciaiehes
administrators, teachers and students will foster social change rathezghastuction
(Achinstein et al., 2004; Apple, 1996; Banks, 1999; Brosio, 1994; Nieto, 1999a, 1999b). If
we truly believeall children can learn, how do our actions within the educational system
match our words? If we are to transform, we must begin by recognizingteatt of race in
America in order close the gap between our words and our actions and ultimately the gaps
between our students’ opportunities for success.

Therefore, a combined model for research would utilize the six tenets ofdCRT t
encompass Fairclough’s three-dimensional analysis of text (languagejoégh’s analysis
is based on three components, including description, interpretation and explanation.

Linguistic properties of texts (spoken word) will be described and analyzewl. thiee
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relationship between the processes of discursive practice and theitebésimterpreted.
Finally, the relationship between discursive practice and social praglide explained
(Fairclough, 1995). As Fairclough’s model attempts, this establishesearsmtic method for
exploring the relationship between text and its social context. On the pergihibey
combined CRT-CDA model are the categories from the interview protocdidonitial
study (i.e., Hallinger and Murphy’s (1985) Principradtructional Management Rating

Scale).
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Figure 2.1. Theoretical Framework: Critical Racial Discourse Analysis
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CHAPTER 3

METHODOLOGY

Introduction
This chapter outlines the research design and methods for the study. Fodosving
details regarding the purpose of the study, site and participant selecteonpliiedtion and
methods for analysis.
Purpose of the Study
The purpose of this research is to examine how teachers and principals priwgitize t
needs of African American and economically disadvantaged students when focusigg on ke
categories identified in successful schools. The study will utilize a caulfiamework
incorporating Critical Race Theory (CRT) and Critical Discourse ygis(CDA) to
determine the degree to which identified schools with significant Africaarisan and
economically disadvantaged populations verbalize their prioritized need to focusesags
marginalized groups. Are they silenced when it comes to discussing issaesDo
teachers and principals reflect the same commitment to goals directediag) the gap? Do
these schools become trailblazers of success or reproducers of prescrigtdl pogitions?
Theoretical Framework
In the construction of the counter-story, a combined model for research utilizes the
six tenets of Critical Race Theory to encompass Fairclough’s (19@&®)-timensional

analysis of text (language). Fairclough’s analysis is based on thr@g®gents, including



description, interpretation and explanation. Linguistic properties of tgpakéa word) will
be described and analyzed. Then, the relationship between the processes ofaliscursi
practice and the texts will be interpreted. Finally, the relationship betdiseursive practice
and social practice will be explained (Fairclough, 1995). As Fairclough’slratidmpts,
this establishes a systematic method for exploring the relationship baexeand its social
context. CRT will then be used to interpret the results of the textual an&ysike
periphery of the combined CRT-CDA model are the categories from the intgroévcol
for the initial study, adapted from Hallinger and Murphy’s (1985) Praidmstructional
Management Rating Scale.
Research Design
Within the context of CRT and CDA, this study will utilize the counter-stogy as
methodology for deconstructing the HSRA interviews. This research borromwgtie
methodology implemented by Sol6rzano and Yasso (2002), creating counteyfston€a)
data gathered from principals and teachers for the HSRA study (ingludiscriptions and
notes; (b) existing literature; (c) my professional experierangsd) my personal
experiences. They further highlight the use of a concept called “thebsetistivity,”
which is referred to as:
a personal quality of the researcher. It indicates an awareness of tagesibt
meaning of data. One can come to the research situation with varying degrees of
sensitivity depending upon previous reading and experience with or relevant to the
data. It can also be developed further during the research process. Theoretical
sensitivity refers to the attribute of having insight, the ability to givammg to data,
the capacity to understand, and capability to separate the pertinent from tttat whi
isn’t. (p. 33)
In addition to the interview transcriptions, existing literature, my prajeasand

personal experiences as the researcher, basic demographic and achidaémeare also
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utilized. The use of the quantitative data was triangulated with the qualitktia for
verification purposes. Utilizing of the broader definition of triangulation, thisareke
incorporated multiple researchers from the original study and the combinationtiplenul
theories in the establishment of the theoretical framework.

In reviewing the transcriptions, connections were drawn with the litensuiev and
the individual school data. The information was filtered for statements relatezl Adrican
American and economically disadvantaged students. Once these various souatzsvefel
compiled, examined, and analyzed, two composite schools were developed to draw
comparisons, protect individual school identities and enhance the ability to tell thereount
story.

This study focused heavily on description, identification of themes and inteiqumetat
coupled with researcher reflexivity, as language is examined to detdfmaidegree to
which teachers and administrators prioritize the educational needs airA&raerican and
economically disadvantaged students. The study is designed to examine cengalttiadt
arise when discussing key aspects of school improvement planning and decisiog witki
teacher and principals from HP and BTO high schools.

Major Research Questions

In an attempt to meet the detailed purpose, the study is designed to answer the
following question: How do North Carolina teachers and principals in “Beatingdts’O
and “High Priority” high schools prioritize the needs of African American anda@uically
disadvantaged students across six categories of the Principal Instiudizor@eement

Rating Scale (PIMRS):
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5.

6.

Goal Setting and Communication of Goals;

Coordination of Curriculum and Instruction;

Teacher Recruitment, Assignment and Retention;

Supervision and Evaluation of Instruction;

Monitoring Student Progress and Providing Incentives for Learning;

Promoting Professional Development and Building Community

To build a framework for answering the main question, the study will also focus on

answering the following distinct subquestions:

1.

How do North Carolina teachers and principals explicitly target the needs of
African American and economically disadvantaged students in “Beating the
Odds” and “High Priority” high schools across six categories of the Principal
Instructional Management Rating Scale (PIMRS)?

How do North Carolina “Beating the Odds” and “High Priority” high schools
address the needs of African American and economically disadvantaged students
differently across the six identified categories?

How do the words utilized by teachers and principals in North Carolina “Beating
the Odds” and “High Priority” high schools reflect the trends in the academic
achievement of African American and economically disadvantaged students?

Rationale for Qualitative Approach

Creswell (2008) defines qualitative research as that “in which thecbseaelies on

the views of participants; asks broad, general questions; collects datainghasigely of

words (or text) from participants; describes and analyzes these workerfees; and

conducts the inquiry in a subjective biased manner” (p. 46). The deep reliance ondte wor
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and positions of the participants drives this need for the study to originate fromtatiyeali
perspective.
Role of the Researcher—Researcher Reflexivity

As mentioned earlier, Creswell (2008) recognizes researcher reffeasvé key
characteristic of qualitative research. In this method of study, the rtle oésearcher is
recognized as being critical to the process itself. Creswell ex@sphis concept in the
following passage:

As individuals who have a history and a cultural background themselves,

[researchers] realize that their interpretation is only one posgilaitil that their

report does not have any privileged authority over other interpretations tthets,ea

participants, and other researchers may have. It is important, therefore, f

ethnographers to position themselves within their report and identify their standpoint

or point of view. (p. 485)

Therefore, my role as researcher begins with my position as an individualfirist
and foremost an African American woman. This positioning drives my interessisttialy.
Having experienced the American educational system from the mdrgmsnvested in the
research from a very personal perspective.

Secondly, in the wake of Judge Howard Manning’s decision iheéhadrocase,
about 10 percent of the state’s high schools were identified as “failing” or lowrment)
(high priority) based on the End of Course (EOC) testing. In these high schaothale€0
percent of the students are proficient on EOC testing. As part of a teaminwited to
participate in the HSRA Study designed to determine whether the levebofces provided
to school districts and the use of the resources within the schools accounts failtiteitd
produce adequate student performance. The study was interested in pofériaagis in

how higher and lower performing schools utilize these allocations. Secondly, thfeteg

study in which | was actively engaged was the qualitative piecéyatgrhow the high
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priority schools differ from higher performing schools with similar derapgics, and
determining what improvement strategies have been selected in thess,sehabkvidence
supported the selected strategies and whether they have been fully funded ameitgale

While | wholeheartedly agree with the clear rationale for a need to tabk a
differences between the higher and lower performing high schools, on a mamapérsel,
| had additional motives for getting involved in the study. When looking at the schools on
Judge Manning’s list, all were schools with 50 percent or more of the population being
African American students. In more recent times, a great deal ofekdess focused on the
role of socioeconomic status in student learning, often to the degree of dedladteng s
achievement is not as related to race as to whether or not the child lives in pogtrag, Y
the schools that are on the list have an updated average African Americanipoodlat
approximately 80 percent, the average free and reduced lunch populations is appsoximate
70 percent (see Table 3.1). Why are the schools with higher concentrations etlotine
groups (especially White students) not on the list? Why are schools in theidtategher
percentages of free and reduced lunch students and higher percentages otidénte sbt
on the list? It is important to investigate what teachers and principalsdsag, tor danot
have to say, about this in the context of the study.

Site Selection and Participants

Initial site selection and the identification of participants were limitethb selection
and identification criteria for the HSRA Study. Within the initial study,tézan identified
four sets of schools, based on demographics, financial expenditures, teacher quality, and
academic performance. This was not a difficult task as there are mamcesbf natural

grouping largely determined by the demographics of the schools.
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Table 3.1 Summary of Demographics and Academic Performance for High Priority High

Schools in North Carolina

Performance Composite ( percent)

2006-07

2001- 2002- 2003- 2004- 2005- 2006- Percent Percent

School 02 03 04 05 06 07 ADM Needy Black

HP 1* 49.30 50.50 56.00 53.70 46.50 39.50 1070 66.17 61.12
HP 2 43.80 41.40 44.10 4550 47.50 35.50 1347 72.98 73.69
HP 3 4410 50.70 52.50 53.20 42.70 41.80 946 92.60 84.44
HP 4 45.10 42.00 46.50 45.60 39.50 36.70 1004 57.77 68.58
HP 5 37.20 48.50 45.60 50.90 51.70 44.50 1473 66.46 95.54
HP 6 50.20 54.20 54.70 51.20 52.90 49.40 1214 67.71 88.13
HP 7 40.20 42.40 40.70 48.40 49.30 48.20 1151 64.99 56.55
HP 8 36.70 39.00 4490 42.70 45.50 50.00 1518 78.46 67.41
HP 9 45.10 52.80 50.40 53.50 52.80 42.90 645 96.43 98.01
HP 10* 36.20 46.80 39.90 48.30 41.30 35.40 1058 59.17 81.91
HP 11 46.50 49.00 49.80 47.30 43.50 40.90 1376 58.72 91.96
HP 12 46.10 48.00 56.90 50.70 51.60 43.40 815 60.74 55.87
HP 13 39.90 47.80 49.80 46.40 46.50 57.90 348 72.70 94.25
HP 14 40.90 4440 43.70 39.10 35.20 30.90 854 58.55 86.10
HP 15* 39.70 42.00 54.00 50.60 49.00 42.20 521 66.03 83.45
HP 16 29.70 35.70 43.70 37.20 34.70 38.30 560 79.46 98.05
HP 17 52.80 54.90 53.10 54.10 44.80 39.90 1456 47.80 76.05
HP 18 31.20 25.50 31.00 37.10 40.40 46.10 1790 75.36 87.87
HP 19 48.10 44.00 48.00 47.90 48.00 52.20 1964 67.46 64.19
AVG 42.25 4524 47.65 47.55 4544 4293 1111.05 68.92 79.64

HP 20* 50.90 56.60 58.20 59.20 53.10 42.30 1483 52.66 64.65
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Sites

Data from the 2004-2005 school year was used to distinguish three different
categories of North Carolina high schools—High Priority, Beating the Oddsighed H
Performing. The data reviewed included seven variables used to predict NC higls’school
performance composites: eighth-grade reading and mathemats&®@es and the
percentages of free and reduced lunch, Black, Hispanic and disabled studentshodhe s
These areas were identified based on prior research indicating théicarg impact on
achievement scores. The regression analysis also revealed thetedet background
variables that accounted for the largest shares of variation across higlss¢hese
variables were eighth-grade mathematics scores, the percentaggeotsteceiving
federally subsidized free lunches, and the percentage of students who are Black

The quantitative team used ranked standardized residuals from a multipésicegre
procedure to identify several schools with high proportions of minority and low-income
students that performed well above the expected growth benchmarks. This pieldesis
the first nine schools included in Table 3.2. After removing schools that failed to show
consistent improvement over a five-year period, this procedure yielded a setsuioas
with challenging populations that were focused on for the study.

High priority schools were chosen based on demographic similarities to¢H&TO
schools of focus in the following areas: (a) the percentage of students ptngcipdhe
Free Lunch program; (b) the total percentage of students who were Afnoarnean,
Hispanic, or Native American; (c) mean eighth-grade math scores; aneédd)eighth-grade
reading scores. Tables 3.1 and 3.2 illustrate that while these attempteaderethere are

still significance differences in the demographics of the high priantyBTO schools.
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Table 3.2.Summary of Demographics and Academic Performance for “Beating the Odds”

High Schools in North Carolina

Performance Composite 2006-07

2001- 2002- 2003- 2004- 2005- 2006- Percent Percent
School 02 03 04 05 06 07 ADM Needy Black

BTO 1 51.00 61.00 79.20 76.80 66.20 50.60 195 55.90 41.81
BTO 2 51.70 59.70 65.00 69.50 57.80 4350 677 73.26 63.25
BTO 3 62.80 71.20 72.50 75.40 68.90 61.00 738 72.90 42.93
BTO 4 62.40 67.30 77.50 78.10 63.80 57.40 859 54.83 52.81
BTO 5* 56.60 55.80 6540 73.50 6840 56.70 343 84.84 88.65
BTO 6 51.50 50.30 60.40 65.40 57.00 49.10 342 74.56 78.70
BTO 7 46.60 55.70 63.50 72.00 73.80 66.90 907 68.36 34.68
BTO8* 66.50 6850 73.10 71.20 68.90 56.00 803 58.90 64.43
BTO9* 76.80 7230 7490 71.30 65.20 5550 710 57.32 56.68
AVG 58.43 62.42 70.17 7258 65.56 55.19 619.33 66.76 58.22

BTO 10* 79.30 83.30 89.10 90.70 85.30 83.50 1831 27.31 39.65

Although the two sets of high schools correlate favorably regarding their
economically disadvantaged populations, there are significant differences evhparig
the percent of Black students and student enrollment (ADM).

The selection process yielded twenty high schools for study. The teamsnabte
to visit two of the identified high priority schools, resulting in a total sample ofi@&ots for
the project.

For the focus of this study, additional considerations had to be made to conduct the
secondary analysis. Some principals and teachers refused recordinglaeiiimegrviews, so
these high schools were removed from the sample. Interviews from other scheofower

recorded successfully, further restricting the sample. A total of eightdthools are
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included in the sample, two being outliers. On Table 3.1, HP 20 is a high school that
provided complete data, but it has been removed from the list of identified high schools.
Nevertheless, a closer review of the deemed it appropriate to be included inphee #am
was not included in the averages for the sample. Also, on Table 3.2, HP 10 is actuglly a hi
performing school, but its demographics and academic results are sighjfditiatent from
the other BTO high schools. HP 10 is also the only high performing high school with a
significantly diverse population. For comparison purposes, however, it is affiiatie the
BTO schools for sampling. It was not included in the averages for the sample.

Access

Access to participants in the initial HSRA Study was arranged bydhe fEhe study
was commissioned by the Governor in conjunction with the State Board of Education and the
NC Department of Public Instruction. Therefore, schools tended to be more reaeptive i
response to the study’s affiliation these state agencies. On the other hacahrleistion
made some interviewees cautious of their remarks.

Also, the principal at each site was responsible for selecting the tetxhers
interviewed. For smaller high schools, such as the trend for the BTO Schogbasisno
significant challenge (see Table 3.2) for average daily membersbijdYANith smaller
faculties and the initial selection criteria of teachers from core dudnjeas, most of the
faculty was interviewed. For larger high schools, as is the case for most ajlhgibrity
high schools, the number of teachers interviewed was a much smaller repi@sehtae
entire staff (see Table 3.1 for ADM).

When determining access to the data for a secondary analysis, however, additional

challenges arose. First, permission had to be granted for a secondary aDalysis
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permission was granted, | had to obtain copies of all the digital recordingshieom
interviews. Due to computer error, several of recordings are no longesiatEa®stricting
the population to be included in the study.
Data Collection

The study involves several levels of data collection. As part of the HSRA, $tud
participated in a group that conducted two-on-one private interviews with preCljpedse
interviews generally involved two team members, in which one served azdered-ocus
group interviews were conducted with teachers of core subject areas wtlsane
identified sites. An interview protocol was developed for both groups (see Appeiaid A
Appendix B).

Additionally, the study will incorporate document review and amalyi$e document
review involved a brief analysis of the following information for each school:

e Student Population

e Free & Reduced Lunch Rate

e Student Race/Ethnicity Rates (including Black, White, Hispanic,ergan

Indian, Multi-Racial and Asian)

e Per Pupil Expenditure

e Cohort Graduation Rate

e SAT Average/Participation Rate

e 2002-2003 through 2005-2006 EOC Proficiency Rates

e 2004-2005 and 2005-2006 School Designations

e 2004-2005 and 2005-2006 Growth Status

e 2004-2005 and 2005-2006 AYP Status
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e Percentage of Fully Licensed Teachers

e Percentage of Classes Taught by Teachers Designated as “HighljeQuali

e Percentage of Teachers with Advanced Degrees

e Number of National Board Certified Teachers

e 2004-2005 and 2005-2006 Teacher Turnover Rates

e Percentage of Teachers with 0-3, 4-10 and 10 plus Years Experience in Teaching
This information was initially utilized to determine the full picture of theost's current
status, to develop additional questions that may need to be addressed during the interviews
and to verify information obtained through interviews. Supplementary materials (i.e.
handbooks, lesson plan templates, school improvement plans) were also collected at the
school site based on questions asked and information volunteered by the participants. The
information will be updated to be utilized in the study to verify and analyze infamati
obtained in the interviews.

The final level of data collection involves digital recordings and transmmgpbdf the
four HP and four BTO high schools. Glesne (1999) highlights the benefits of recoyding b
indicating that it “provides a nearly complete record of what has been said ants sy
attention to the course of the interview” (p. 78). Due to the establishment ofcalRicial
Discourse Analysis framework, the digital recordings are invaluable pourcag the
language that will be analyzed and interpreted.

Data Analysis
Corresponding with the collection of different types of data, the study also iewalve

layered approach to analysis. Creswell (2008) confirms that all ethnograptéesges
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develop a description, analyze the data, and provide interpretation regarding thegméani
the data. He further states:

In a critical ethnography, you need to consider a balance among descripdigysisa

and interpretation so that each becomes an important element of your analysis . . .

Specifically, you need to interpret your findings in view of the changésideal to

occur. (pp. 489-490)

Therefore, the three models contributing to the development of the theoretical
framework assist in the balance of the description, analysis and integor@t@icesses. The
PIMRS-based framework from the interview protocol will largely be used twidesvhat
teachers and principals stated in general regarding key processes ttiatiteottt the
success of schools. CDA will be used to analyze the degree to which teachers @palprinc
discuss the needs of African American and economically disadvantaged students whe
considering strategies evidenced to be successful. Finally CRT will pribdens through
which the findings are interpreted in terms of impacting change.

Establishing Trustworthiness

The trustworthiness of this study exists on several levels. Trustwosldaesde
defined as the degree to which qualitative inquiry is “worth paying attenticactwtrding to
Lincoln and Guba (1985, p. 290). This is quite different from the qualitative methedsme
show validity, soundness, and significance. Trustworthiness is based on credibility
transferability, dependability, and confirmability. Credibility is anleation of whether or
not the research findings represent a “credible” conceptual interpretatiom ddta drawn
from the original data (Lincoln & Guba, 1985). Credibility was obtained through the
triangulation of transcriptions, existing literature, personal and professxpatiences as

the researcher, basic demographic and achievement data. Transyasathié degree to

which the findings of this inquiry can apply or transfer beyond the bounds of the project
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(Lincoln & Guba, 1985). As part of the HSRA Study, | was able to compare my fsmohing
reviewing the transcriptions to those from the qualitative portion of the latgby. st
Dependability is an assessment of the quality of the integrated procedsés abllection,
data analysis, and theory generation (Lincoln & Guba, 1985). This study incodporate
multiple theories in the use of the PIRMS as a framework to utilize the combRiEcuiz]
CDA methods. Confirmability is a measure of how well the inquiry’s findings@#peorted
by the data collected (Lincoln & Guba, 1985). My findings were also reviewpedravho
served on the HSRA Team. In addition to these attempts to establish trustweritheese
of the Critical Racial Discourse Analysis framework warrants thaid on the experiential
knowledge of the researcher.
Limitations

This study has a number of limitations beyond the control of research. First, ssnce thi
research involves a secondary data analysis, numerous factors are unddoyrtiike
researcher. While | participated in data collection for the initial HSRB\S there is also a
reliance on data from other interviewers. Interviewees were asked qgeastyarding the
seven identified categories mentioned above, therefore limiting the possibdigper
inquiry or additional questioning. There was also no control over the interview protocol.

Additionally, participants were asked specifically about students froroakiri
American or lower socioeconomic backgrounds. While the interview protocol provided an
opportunity for them to have an open forum to discuss issues of race and socioeconomics as
priorities, it also did not specifically give them the opportunity to expand on thoughts and

strategies they may actually posses and utilize regarding thesedaygmips.
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While incorporating a framework that combines Critical Race Theory ahdaCr
Discourse Analysis provides the platform for a unique perspective, it alss fimaistudy. A
tenet of Critical Race Theory is the counter-story. The counter-stting istory of the
marginalized group (Sol6rzano & Yasso, 2002). Yet, the HSRA Study does not incorporate
the voices of African American and economically disadvantaged studentst ibhgi@es not
even include the voices of their parents. Sol6rzano and Yasso (2002) broaden the definition
of counter-story-telling as “a tool for exposing, analyzing, and chatigrihe majoritarian
stories or racial privilege . . . shatter[ing] complacency, challengfregdominant discourse
on race and further[ing] the struggle for racial reform” (p. 32). Thegeewt value in the
counter-story, but it will be limited in this research in terms of hearing tlhevoif the
students and parents. While the methodology implemented creates a countehnestory, t
construction of the point of view includes the words of the principals, teachers and the
researcher. The study also did not include interviews with counselors or otherauhlcati
personnel.

Positionality

Walking through the hallways of the HSRA study high schools in jeopardy and the
ones wearing a badge of honor (yet still not being so far away from the jeodat@itzes
themselves), | saw many faces that were like looking a mirror at ingsdl walk through
the hallways of other high schools doing my daily work, the same images call me. In the
wake of Judge Howard Manning’s decision in the Leandro case, about 10 percent of the
state’s high schools were identified as “failing” or low-performing Basethe End of
Course (EOC) testing. In these high schools, less than 60 percent of the stiedents a

proficient EOC. When looking at the schools on Judge Manning’s list, all were schdols wit
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50 percent or more of the population being African American students. In more nest t
a great deal of research has focused on the role of socioeconomic status inesancien, |
to the degree of declaring student achievement is not as related to raceasseth@on to
whether or not the child lives in poverty. Yet, the schools that are on the list, whihg 58vi
percent or less free or reduced lunch populations, all have more than 50 percent Africa
American students. Why are there no schools with more than 50 percent White, Hispanic
Asian students? Why are there no higher performing schools with more than &t perc
African American students? Interestingly enough, the high scho@ndstl could have been
on the list except for the fact that enough African American students did mat. attt, the
city high school had all of the markings of the high priority schools.

My positionality is the center of this project choice. | what to creategiialabout
the “elephant in the room” . . . that our history of racial division still plays ineatile in
determining the opportunities for our children. | want the disenfranchised “btbesse the
value of their positions . . . along with the choices that are often too difficult to sde.IW
have taken advantage of the opportunity education has afforded via honors and advanced
placement classes in high school to my current efforts seeking this tedegrak, for all the
successes | can document that happened largely due to the educational systere ther
numerous accomplishments achieved—while not without suppddspitethe system.

Significance of the Study

This study strives to begin construction of the counter-story for African idamer
students within the context of North Carolina high schools. In the construction of the
counter-story, however, there must first be a call within research to hearnoic¢he of

those impacted most by the discussion. Although parts of the counter-story reflect
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generations of inequities for African American and economically disadyeshtgtudents, it
is critical that America acknowledges the degree to which it trulg\es thatll children
can learn. Brown (2008) asserts:
Changing demographics of the student population of the nation’s schools (i.e., more
students of color), the stable demographics of the teaching force (i.e., Whitee middl
class, females), and the growing contrast between the two sets of demzsgraphi
support the need for all educators to increase their knowledge and social
responsibility toward diversity and equity related issues. (p. 9)
This process begins with awareness and acknowledgement of the majoritarian
assumptions and how they impact the process of education. As the autobiography of how
America educates its “stepchildren” is written, however, this awaramess

acknowledgement must be translated into action if the legacy is going to be ares of tr

change.
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CHAPTER 4

DATA ANALYSIS

Introduction

Whether told by people of color or Whites, majoritarian stories are not often
guestioned because people do not see them as stories but as “natural” parts of
everyday life. Whether we refer to them as monovocals, master narraivesrd

stories, or majoritarian stories, it is important to recognize the power oéWhit

privilege in constructing stories about race . . . [T]his standard distortsl@mcksi

the experiences of people of color. Using “standard formulae,” majoritaesmods
purport to be neutral and objective yet implicitly make assumptions accooding t
negative stereotypes about people of color. . . . For example, when White middle-
class people fall victim to violence in their own neighborhoods and their schools, the
shock comes from the standard story: “How could this happen? This is a good
neighborhood” or “We never thought this could happen here. This is a good school.”
... [A]t the same time, the standard story infers that communities of color and
working-class communities may be more accustomed to violence . . . Within the
silence ... the unspoken discourse is that White communities are “good” communities
that house “good” schools, and these “good” places do not experience such tragedies
... “other” communities, “colored” communities, or those “bad” communities are the
ones who experience such events. (Solorzano & Yasso, 2002, pp. 28-29)

For the purposes of this research, | developed a structure for organizing and
ultimately constructing the dominant themes revealed through the data.dtagopr
followed the tradition of CRT through the creation of the counter-story, which also
incorporates CDA of the interviews from the HSRA Study. The methodology sfaught
examples in which the majoritarian story hid the counter-story. As the BTO andgHP H
Schools, respectively, are blended into the illusion of one, | utilized some poeteate ar

portrait of the collective story and the silenced story. Therefore,hgags$earcher, played



an active role in listening, looking and questioning in search of counter-story. Thes radi
incorporates my professional expertise as well as my personal expsrienc
Data Collection

My primary data collection method involved the use of digital recordings from the
HSRA Study. | was limited by access to the complete sets of both priacigpaeacher
recordings. In narrowing the scope, | limited my span to four identified ifgptte Odds”
and four “high priority” schools. The HSRA Study Interview Protocol (See Appenyixa&
utilized to interviews, with the interviewer maintaining the freedom to expand on the
interviews based on responses, yet ensuring that the six main categude®wered. The
interview protocol also streamlined the data collected among nine differenignters.
Additional data collection methods included observer notes from the differentrgites a
document review and analysis of the following information for each school:

e Student Population

e Free & Reduced Lunch Rate

e Student Race/Ethnicity Rates (including Black, White, Hispanic,ergan

Indian, Multi-Racial and Asian)

e Per Pupil Expenditure

e Cohort Graduation Rate

e SAT Average/Participation Rate

e 2002-2003 through 2005-2006 EOC Proficiency Rates

e 2004-2005 and 2005-2006 School Designations

e 2004-2005 and 2005-2006 Growth Status

e 2004-2005 and 2005-2006 AYP Status
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e Percentage of Fully Licensed Teachers

e Percentage of Classes Taught by Teachers Designated as “HighljeQuali
e Percentage of Teachers with Advanced Degrees

e Number of National Board Certified Teachers

2004-2005 and 2005-2006 Teacher Turnover Rates

e Percentage of Teachers with 0-3, 4-10 and 10 plus Years Experience in Teaching.
These combined data in conjunction with existing literature and my personal andipratkes
and personal experiences were filtered through the Critical Rac@se Analysis
Framework to answer the established research questions.

Data Analysis

Creswell (2003) indicates, “The process of data analysis is eclecte;jshe ‘right
way” (p. 153). Data analysis for this study illustrates the unique approdeitesan be
utilized in data analysis. In addition to utilizing data that was framed aroundMiRSPthe
data was then tested against the tenets of CRT through CDA. Transcripts ofttie digi
recordings were saved as rich text files and imported into the computer-bEs&8 A
program. This programming was used to first go through the data for all eightssalittoh
coding protocol that was the six PIMRS categories. Once all the dataraagear into the
six categories by school types and principal/teacher responses, | theed wtgen coding to
identify themes that emerged within each category. Upon identifying thtecoropelling
themes, | then condensed the most salient quotes, memos and notes exemplifying those
themes into one document. These themes were then tested against the observer notes and
document reviews. The interview data were given more weight in the arthisisbserver

notes and the document reviews. In an effort to build comparison, construct the counter-
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story, and maintain the identity of the individual schools, raw data from the combination of
each of the school types was condensed into two “stories” that combined the gecurrin
themes for each category, creating the “BTO High School” and the “Hight{?kbgh
School”. The thematic coding results were then compared to the results fremgheal
studies included in the literature review. Finally, I, as the researdhenedithe themes
through the Critical Racial Discourse Analysis framework to identify figslithat help
address the performance results differences in African American and ecaliym
disadvantaged students.

Evidence of the Master Narrative

Culture
buses — here vs. there, us vs. them

downtown — poor, violent, perpetrators, housing projects, jail
diversity? Black? poverty? or Poverty? black? — difficult, challenging

Good, Suburban, Honors
International — exotic, intriguing
Values, Respect, Motivation
Ministry
Savior
Interviews first revealed evidence of the master narrative in dieogss which the

interviewees actually interjected the issues of race or economic digade. Yet, one of the
major observations that arose was the limited discussion of race given tirenpexde
results of both schools. Although some references were more substantive than otloérs, use
ATLAS.ti's word analysis feature revealed only twenty-five refeesrto race. A more in
depth analysis revealed more references through the use of race code wahdsqE2003),
such as those found in the poem. The poem outlines a foundational piece as it is structured

like a fraction, a mathematical of representation of a proportional relationshipn\tthie

fraction, numerator includes code words associated with African Americarcamnoneically
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disadvantaged students and the denominator encompasses language associated with m
“positively” viewed groups in the schooling context. In the spirit of these ofteagased
perceptions, it is notable that the numerator can be—and often is—decreased to zero, the
denominator cannot. The expanding language of race code words works in the same manner
as the rhetoric of education has adopted words that reinforce power structupewitbge
some and marginalize others—giving “value” to the foundational denominator while the
value of the numerator may be non-existent (zero). Some race code words teaiensés
that further limit our possibilities of achieving progress with the comfort cdmifartable
silences.
Principal Instructional Management Rating Scale (PIMRS)

Since the initial interview protocol (see Appendix A) did not include questions
specifically asking about race, it is important to build the context of what thieiicedn
sample groups revealed about each of six categories: goal setting and the catomuoi
goals; coordination of curriculum; teacher recruitment, assignment antiorfesupervision
and evaluation of instruction; monitoring student progress; promoting professional
development and building community. Table 4.1 outlines the comparisons of the two schools
in each of the categories, followed by a detailed analysis.

Goal Setting and Communication of Goals

An understood goal that he does not come out and say is obviousgst scores.

Wewon a national award for closing the gap among African American students.

Academics iour focus in the classroom.

They also expeaisto be just that good in everything thes do.

Weare not to do poorly in anything.

The voices of teachers expound with a sense of pride on the success as they exclaim

all the reasons for their success. At the BTO High School, teachers ctmdiprincipal’s
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leadership in the establishment of school goals, which are recorded in the school

improvement plan. The principal identifies goals, generally related/® @nd growth (via

percent proficient) as well as a focus on the attendance rate. Thegoalt as the

ownership of those goals are embraced across the school. Additionally, theneténsa i

and strategic focus on the data. This finding corresponds to what Billig et al. (2005)

discovered in high-performing schools, nothing that (a) Change is difficult buigsaege(b)

Leadership and resources exists at all levels to meet goals; and€cilFend state policies

serve as catalysts, but strategies of reaching the mandates isdoe@lty In the BTO High

School, teachers routinely acknowledged the single factor impacting thesssube most as

leadership.

Table 4.1.Summary of the BTO High School and the High Priority High School

Comparisons
The BTO High School The High Priority High School
Goal Setting Principal guides goal setting, ¢ While principal still largely
and the clearly communicates goals to  guides goal setting, not
Communication stakeholders and cultivates meaningful to a significant
of Goals buy-in percentage of stakeholders

Goal setting and o
communication regarding
progress is based on data

Teachers are vested in goals e
and often lead the progress at
school, departmental and
classroom levels

Development of a common e
language regarding goals—it is
like a mantra

Goal setting is based on
performance measures and
external pressures

Teachers tend to be passive
players in the process, yet feel
a tremendous amount of
pressure to meet external
demands

Teachers and principals alike
exhibit a lack of ownership
regarding the future

73



Principal clearly articulates thee
incorporation of goals
addressing racial/
socioeconomic goals

Blame tends to be placed on
the demographics of the school
in relation to not meeting goals

Coordination of

Teachers are actively engagede

Disconnectedness from

Curriculum in the coordination of coordination of curriculum
curriculum with the leadership process—handled by
of the principal department heads, principal
and district
Teachers follow the guide of e Focus on pressures of test and
the North Carolina Standard the feeling that so much testing
Course of Study, and mastery does not allow time to
of the standards (preparation adequately teach the
classes) curriculum; focus on NCSCOS
Sense of control over the e Lack of feeling of control over
curriculum and room for the curriculum and little to no
creativity room from creativity
Strategic assignment of e Although there is lots of data
students to classes and teachers available, decision are not
based on performance (best always made on the results
teachers have challenging
classes)
Teacher Collaborative culture assists ine Recruitment is challenged by
Recruitment, the recruitment of teachers— negative perceptions of the
Assignment, sense of community school environment

and Retention

Leadership focuses and o
provides support to new
teachers

Teachers are often assigned to
classes based on experience
and fear they may leave

Supervision
and Evaluation
of Instruction

Supervision is differentiated o
based on the needs of teacher

There is a comfort level with
others entering classrooms

Non-punitive methods to
address areas needing
improvement

Feeling that administration is
more visible due to negative
aspects of the environment

Demands on principal often
take them out of the building

Management issues often
supersede instructional needs

Monitoring
Student
Progress and
Providing

Formative and summative
assessments are utilized and
the teachers find them
meaningful

Presence of benchmark testing
but not fully developed or
utilized to alter instruction
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Incentives for e Positive reinforcement e Negative views of students and
Learning provided to students their homes articulated
e Evidence of principal e Evidence of principal
relationships with students disaggregating scores, but little

teacher involvement

Little effort to relate instruction

e Efforts to relate instruction to

student experiences to student experiences
Promoting e Evidence of developing and e Professional Learning
Professional advanced Professional Communities are in the infancy
Development Learning Communities stages
and Building
Community ¢ Meaningful professional e Professional learning is
learning occurs within the uncoordinated and often from
school community external sources

e Common planning times are Common planning times are
effective in planning for not utilized
student success

More importantly, this leadership did not simply reside within the realm of the
principalship, as teachers confirm the establishment of departmentabgaakaningful to
the everyday work. These goals are developed by the teachers and supported by
administration. They define the percentage point gain to be achieved in each suéject are
While some teachers believed that the school has clear test-based gtzalksam overall
vision for the future, they also recognized a joint vision for the school that credtieel by
faculty. This vision has existed for a number of years and survived the changisgdfel
leadership. As defined by the principal, most school goals are focused on higheoitest

Other goals are based on building teams and developing effective workingarmditi
The faculty knows how many students must score proficient to achieve AYFhin eac
subgroup. Remediation is also constant and built into the original school planning. One

teacher stated the following:

75



Everyone is bombarded with the message [that] it is important to achievdl thes a
time . . . all the time . . . The kids know from tHéd@rade on that EOCs are
important, those scores are important, that SAT’s important, you need to get your
information into the guidance office. There are scholarships availablellithe a
time. It never stops.
The message of success extends beyond the measure of test scores into arsateahd
culture that maintains high expectations, which is another characteristitefimags high-
impact and higher performing schools (Billig et al., 2005; Education Trust 2005a).
Teachers also expressed great acceptance, and even desire, relgairdinggetse
population. They strive to see things from the perspective of their students. Thegbrinci
intentionally mentioned the goal of “targeting” an identified population etthgoiow
performance within the school. He even states, “I want the faculty to reftedtversity of
the student body . . . White males have white male teachers they can talk to andcaar Afr
American males have African American male role modéiat's been important in the

relationships that our teachers try to cultivaieachers further highlight the involvement of

leadership in the process:

He looks at data. He looked at for instance last years test scores and attdndance
don’t know how many hundreds of students, he looked at and he said, “You gotta to
keep these students in school because we want them to be successful because these
are the ones that are not being successful.”
This type of targeted focus is revealed in the performance measuresdohdiog (i.e. AYP,
growth, “gap” analysis).
When the principal and teachers were asked about their goals at the HP High School,
their objectives were also related to student success. The teachetatadithe principal’s

primary goal as achieving AYP and the minimum proficiency to be remowsdthe list.

Test scores are still largely the focus, but from punitive standpoint. Inititeogpeficit
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thinking, the following exchange illustrates the lack of internalization of thisgmd their

application to building student success:

Teacher: Yes, our school improvement team...our school improvement plan is very
specific. Per department with goals and benchmarks to get us to 50, 60, 70 percent
proficiency over the next few years, it is spelled out. The school improveraemt te
constantly monitors us and [the coordinatorjshe would really be a good person for
you to talk to and she is here today.

Interviewer: And it recognizes problems and it sets goals, but the question is how
broad is the buy in? Itis a sense of is it all buy in or is it no buy in? What would you
say in terms of? Is there a...

Teacher: 25 percent. And it is discussed departmentally. It is discussaid at st
meetings. We have our committee meetings every month. It is plenty of atform
exchanged with teachers and teachers are allowed feedback and input. has just
excuse. If you have the opportunity for input and you choose not to then | don’t
understand how you can 1) complain and 2) refuse to buy in.

Teacher 2: It's been communicated in staff meetings. Everybody gepy afcthe
school improvement team’s plan. Whether they read it or not of course is a whole
other issue. | think they know I really, talking to staff, | think there’s bfesding
that 60 percent is not reachable here with the current set of circumstatiees at
school. And | hate to say that because | believe in hope and | believe in faith that
students are going to do well, but with many of the challenges that we see gn a dail
basis, | think that EOC results at 60 percent, | don’t think many people are lityying
to be honest. | try to hope and pray for the best and try to prepare my students for the
best, but 60 percent in my regular US History will be unbelievable.
Some teachers mentioned a technology goal and grant-related goals. Adgitibeal
principal mentioned goals related to specific programming, such as Le&awinged
Schools and Balanced Literacy that are largely directed by the distrmugh the teachers
acknowledged the existence of a three-year plan and verified that the inéormvakin the
plan was shared with teachers and students, it did not appear to be very personal to them.
Even the principal’'s description of goals often included statements regardicentie

office starting an initiative or the goals from grants that began prior to hialakhile the

teachers at the BTO High School felt a sense of empowerment, the prin¢igaHe High
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School even acknowledges the need for increased teacher empowerment in thegfollow
quote:

We do try as best we can to get our best teachers in those EOC classeth&ith
constraints that we don’t want teachers teaching three preparationscamdgea

three different rooms, three different periods, those sort of things, but we do try to
give the departments a lot of voice about who teaches what and we do try to oversee
that and say this person maybe doesn’t need to be teaching Algebra I, theyethay ne
to be teaching Geometry instead or whatever. Other decisions as famasgral so

forth, they come from Central office.

The HP teacher groups were particularly expressive about the extdaidishment
of goals and the impact the pressure is having on the school environment. When asked to
articulate the goals, one teacher, said, “We would like to control our own futuselhsa.”
Another continued, “We would like to not be told what to do all the time and maintain our

own setup design.” A third continued:

We don’t want to be taken over. | think | can speak for everybody, but we want to
change the climate that the kids feel. It's not that we just want to chamgembers.

We want the kids to want to change the numbers. It's not just; | mean it's not the
same thing to me. | think that our ultimate goal is that it's not the numbersait’s t

the kids would want the information and value the information, but the numbers take
over.

Finally, a teacher summarized the sentiment in the following statement:
Yeah, the numbers take over ... The pressure on us to reach certain numbers. We turn
around and teach classes differently, | mean maybe with a differemdatbit
atmosphere that the kids might feel when they come into the room the pressure in we
have jobs here and we have stake in that. A lot of times the kids will shut down if you
over pressure them and | think they might be feeling that, but that is what we are
hoping doesn’t happen.

The feelings expressed by the teachers, and to some extent the principed, @dgtk of

ownership regarding the future of the school. Though the desire is strong to do whaois fel

be in the best interest of students, the teachers do not sense they have the powerite dete

what is done in their classrooms.
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Within the walls of schools across American that are rising to the occesloer
than just “beating the odds,” the centrality of race is recognized aseaviith which we
must be reckoned. These schools are willing to have the “crucial conversafiomgéton,

2005) necessary to drive change for all.

Am | included in your promise?
Am | a priority or an afterthought?
Should | be one to sit at the table
With brothers and sisters to share the lot;
Or must | wait until all are finished to see what scraps are left?
As we enjoy the fruits of democracy,
Am | able to discuss my contributions to the successes of the day,
Or is my story lost in on the ears of the lighter tradition that everyone longs to hear?

Coordination of Curriculum and Instruction

At the BTO High School, principal and department chairs make curriculumategisi
Teachers acknowledge that they are given opportunities for input andsl@pdesponds
positively to their ideas and preferences. Though leadership sometimes hae tegisions
without teacher input (or in spite of teacher input), teachers and the principatctvet
these times are rare. Billig et al. (2005) highlights the differendestizh collaborative spirit
in “closing the gap” efforts, noting particularly the collective responsilalitgt
unwillingness to accept excuses for failure. Leadership in the BTO High Salkodties to
match strengths and preferences with student needs, and with considerationdiesicte
Education Trust (2005a) notes that high-impact schools consider multiple factfiostitoe
match students and teachers. Departmental leadership is selectegiydipal and is
viewed by teachers as having great influence in making curricular decigibrtfie

principal. The principal acknowledges that while he has the final say ttieeteare the
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curricular experts. He defers to them on student-level decisions, and dtdtesy tveren’t
experts, | wouldn’'t have hired them.” The curriculum facilitator also prevédsistance.
Teachers are expected to follow the NC Standard Course of Study (NCS@O6) a
adhere to pacing guides aligned to the NCSCOS. The school places a tremendous focus
the basics first. They offer few electives and few AP courses. Durirguthener, leadership
engages in intensive collaboration to work on pacing guides, prioritize the currj@ardm
create reading lists, and all the other things necessary to be prepared to begitoimstn
the first day. In implementing standards-based instruction, the curriculurgns@land data
is used consistently in making curricular decisions, as observed in high-imipaaissc
(Billig et al., 2005; Education Trust, 2005a). The principal constructs a detaikeditpoir
the depth of these processes in the following passage:

It starts for us in the summer. And what we do differently at this high school than
probably most high schools is that we—me and the rest of the assistant principals
myself go through every registration form ourselves. You see, startinglstis
unacceptable . . . for even one student to even be short one class . . . And I've been to
schools and on the first day of school and they have a 150 kids in the auditorium
because they don’t have schedules or they have long lines . . . We also start
establishing relationships. We eat lunch together. We talk. And then everyrdssista
principal understands about scheduling. We go through every schedule and after we
go through every schedule we make sure that kids are signed up for what they've
asked for and for what they are eligible to take. For example ifjbt@ student who

has signed up for Chemistry, but yet failed geometry . . . the prerequisite for
geometry is Algebra 2. After we get the schedules then | make the rasgistaipal

go through and mark the core classes So, we balance every schedule. Now, what
happens when you balance their schedule, well it is much easier for a kid to do well
because they are not overloaded.

This process is described as “organizing for success.”
One teacher stipulates:
This school’s success is based on focusing sharply on the basic NCSCOS [North
Carolina Standard Course of Study]. Some students need a bit more or a bit less, but

the focus must remain on ensuring that every student first masters thelmater
outlined on the SCOS. For students’ who are not reading at grade level, they do not
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need any more than what is required until they have mastered the basics. Many of
[BTO High School] students do not have the home support to review what is being
taught at school.
This focus on the basics is highlighted by the fact that a large percefnttgeents at the
BTO High School take introductofasses or participate in Success Academies. For
example, Introduction to English I, a remediation course to prepare for lEhgisaken in
the first semester of ninth grade. If students pass the introductory cbessare able to take
English I in the second semester. Algebra I, English Il, Physicah&ej and Biology also
take introductory classes. The introductory classes are essentiahsingestudents are
reading at the fourth- and fifth-grade level upon their entrance into higlols©n the other
hand, the implementation of these remediation classes decreases opporturlezsives.
The introductory classes and academies models are racially identifeddex Nevertheless,
the teachers feel the sacrifice is producing the results they neettjesced by the
following statement:
The size of the classes, the size of the school, and the size of the district are
important. Struggling students get the vast majority of resources and timeajasty
of time. Best students are targeted to those students who need remediation. Twelve
students are in the English | course. No matter how they begin, you can catobf m
them up because of the amount of one-on-one time with them. While the small size,
does limit the number of elective and AP courses, it helps us with the vast mafjority
our students who need remediation.
This is one notable difference that could impact the degree to which schools assfsliate
closing the gap. Education Trust (2005a) discovered the following:
In both high- and average-impact schools, students who arrive behind get extra
instructional time in English and math. [H]igh impact schools provide help in a way
that keeps students on track with college-preparatory requirements. Avegzayd

schools provide the extra help in a way that delays entry into grade-level ¢courses
making it harder for students to complete college-prep requirements. (p. 5)
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This system of tracking largely explains continued disparities in the schabksré “beating
the odds.” Additionally, the interests of other stakeholders are vested in thededeli
students that occurs when preparatory courses separate “honors” studentagsoooici
that are largely filled with African American and economically disachged students, while
majoritarian stories tell us this is a “necessity” to “prepare” thegkests for grade level
work. The Education Trust saw the results of high-performing schools that keemtstmale
“track” with higher level courses.
Another key point highlighted by the BTO High School teachers was the fact that
they still feel they have some degree of control over what is taught. Onerterpressed:
Teachers have a lot of flexibility for the material to be taught withim greritized
curriculum. That is a crucial reason why some of them stay at the schogpl. The
appreciate the respect for their judgment. They also know that the abilitpfetieir
students vary widely from student-to-student and class-to-class and tideheee
flexibility to adjust their coursework accordingly.
EOC courses are assigned on the basis of performance. If a teacher is asskE@€d a
course and does not do well, they may be reassigned and teamed with a more experienc
teacher as a mentor. The principal and teachers also reported a corftattethech the
lowest performing students with the best teachers. The principal wotkslepartment
chairs to assist with the assignment of teachers and students. Findbyteabhers express
similar frustration to the BTO High School regarding testing, there & e@ptance and an
approach that seems to be the sentiment of the school in general, as expréssed in t
following quote:
Testing is stressful, but is makes us teach the kids. | think that’s the gtzdk'sVe
would love to think that teachers would teach the curriculum without the stigma of
the test standing over their head but we know that we are not in a perfect world. We
allow ourselves to slack up. | have to say myself sometimes we will. But we know

there is something at the end that we are going to be accountable for. It kinetsf dr
us.
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At the HP High School, teachers expressed concerns about disconnectedness and
feelings of being overwhelmed. When asked about curricular decision-makingrausm
responses were given related to departments, principal perspective and<daféat
potential resides in the action groups, based on subject taught, that meet monthlggegardi
curricular issues. The teachers felt these opportunities were helpful anbdeavia
existence for a few years. The principal, however, stressed that teathersore than one
subject only had to attend one meeting. Therefore, these valuable collaborations did not
necessarily reach all teachers for all subjects taught. The pringpaliacussed efforts to
increase the involvement of teachers, particularly department chairs,devblepment of
the schedule and the assignment of teachers to sections of courses. Someegaressed
a failure to include this type of involvement for certain departments.

A number of teachers and an instructional coach addressed the barriers to making
curricular decisions, particularly testing. One expressed:

... I have tested every single day since sometime in November and even though

sometimes in small groups of students you are talking about students whoraye losi

instructional time simply because | have to pull out to test them. Whether that be

eighth-grade competencies that they didn’t pass or computer skillgyl tmere is a

list a mile long that they have to be tested for and | just don’t know if it is fdieta t

as teachers or to our students to take them out of class and say, “Well youngre goi

to miss two hours out of first and second period because it takes more than one period

to test.”
Another teacher continued:

Typically it's your lower level students that get tested again 