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ABSTRACT: The purpose of this study was to investiigthe perceptions and beliefs of
teachers at a Midwestern suburban middle schoaltatodents, student learning, and
about teacher’s beliefs of their collective akeiito achieve the task of school
improvement. Saddleback Middle School (SMS) haeegpced low standardized test
scores since the implementation of NCLB. Of theosthlistrict’s five middle schools,
SMS consistently had the lowest scores in mathreading. The researcher sought to
understand the relationship between teacher belredsstudent academic achievement.
Eight volunteer teachers from SMS were intervietveide and observed twice in their
classroom settings. The findings of the intervielsservations, and information from
teacher lesson plans and grading procedures watgzad through the lens of Bandura’s
theory of collective teacher efficacy (CTE). Withdwledge of the collective beliefs of
the faculty, the leadership of the school couldlanment plans to improve faculty CTE
and student achievement. Analysis of the data atdita difference between what
teachers thought of their teaching practices andthey actually performed in the
classroom. They expressed knowledge of positivieiasonal practices to improve
student learning but did not practice those strategggularly in their classrooms.
Participants tended to have a critical view of pperforming students and of the abilities
of some of their colleagues. Findings indicate ednfer future research regarding school
culture and how it relates to CTE in school improeat and the limitations of case study
research alone in investigating CTE beliefs ofauliy.
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CHAPTER |

Introduction

Achieving student academic progress as mandatétbliyhild Left Behind has long
been the goal of public schools in the United StaEebe (2000) found in her study of
elementary students in Chicago that student ecanstaius had the greatest effect on
student achievement. Low income students scoredrlow the math achievement tests than
other students. More than half of the explainedavae in math scores on the lllinois Goal
Assessment Program was accounted for by studekgitmamd variables. Interestingly, after
controlling for socio-economic status (SES) andistu ethnicity, Erbe (2000) found that the
math scores of Chicago elementary children wer@iaftuenced by teacher beliefs about
students and parents, accounting for 23.83% o¥dlnieance. She posited that “the belief of
teachers that students’ capability to learn istlahihas devastating consequences for student
achievement in mathematics” (Erbe, 2000, p. 7).r@ea and Tourva (2007) studied teacher
beliefs about student achievement and found tleat tlelieved school achievement is
influenced significantly by biologically determinefiaracteristics, such as intelligence. They
said that teachers believe student effort is notigh to affect academic improvement and
that elementary school teachers identify socio-enua status and biological factors as

being primarily responsible for student achievensert teacher influence as minimal.



Bandura’s (1993) study suggested that even thowghaol may have a large population of
minority and low SES students, teachers who belieaethose students can be taught and
can achieve success will have a positive effectodent achievement. Significant to this
study was the fact that collective teacher effic@CYE) was a greater predictor of academic
achievement than was SES. Teacher beliefs abalgrgtlearning can be powerful
predictors of academic improvement. School leadiersas little direct effect on student
achievement, but may be able to indirectly affegbiovement by influencing teacher beliefs
about their collective abilities, and facilitatitgacher commitment to the school values
(Ross & Gray, 2006).Teachers who believe that thetk as a team with their colleagues
and can positively affect student achievement ayeerfikely to take responsibility for the

school outcomes (Ross & Gray, 2006).

Saddleback Middle School (SMS), one of five midsitbools in a suburban school
district, has experienced fluctuating state mathraading test scores since the
implementation of NCLB in 2001. The student dempbies of SMS suggest possible
assumptions about the potential for academic imgmmant. SMS’s student population
averaged approximately 540 in grades six throughteln the four years, 2005-2009, SMS
averaged 20% special education student enrollmbité whe district average remained
steady at 15%. SMS averaged 35% low socio-econsiméent enroliment while the
district’s percentage was 31. SMS offered speclatation classes to students with
emotional disturbances, learning disabilities, sedere cognitive disabilities. The Erbe
(2000) and Georgiou and Tourva (2007) studies waabkelementary teacher beliefs about
student learning. Possibly, the beliefs of midalea®l teachers about student learning

influence academic improvement.



Purpose of the Study

The purpose of this qualitative study was to itigase the perceptions and beliefs of
teachers about their students, student learnirtdyabout teachers’ beliefs of their collective
abilities to achieve the task of school improvem#Vith an understanding of the perceptions
that teachers have about students and their taglaching, the administration can make the
necessary changes to influence school improvenfdeachers have negative beliefs about
their students, their students’ abilities to becgssful in school, and the abilities of their
colleagues to promote academic improvement, pragtarfacilitate improved faculty

commitment to the goal of improved academic achrex® could be introduced.

Theoretical Framework

Social Cognitive Theory

Goddard and Goddard (2001) explained that the cbpéople exert over their lives is
influenced by their efficacy beliefs. This fundartedrbelief that people can control the
actions of their lives for beneficial outcomeshie tore of Bandura’s (1986) social cognitive
theory. “The self-regulatory social, motivationahd affective contributors to cognitive
functioning are best addressed within the concéptaimework of the exercise of human
agency” (Bandura, 1993, pp. 117-118). Martin (2084)lained agency as the ability of
people to make the necessary choices in their imelsact on those choices in ways that best
fit their needs. Bandura’s (1986) social cognitiveory describes people as being motivated
by both internal and external factors, where bebraziognitive abilities, and environmental

factors interact with each other to help deternfinman functioning.



The nature of people can be described in termemdia capabilities. “Symbolizing
capabilities” (Bandura, 1986, p.18) refers to thaity to use symbols to serve as guides
when making decisions on future actions. Purpdsefion is regulated by the capability of
forethought which allows the person to anticipatesequences of actions, set goals for
themselves, and establish plans for action. The tlkdat certain events and behaviors will

bring about positive outcomes produces the mobwadind inspiration for action.

Through vicarious capability, the ability to ledram the successes and failures of
others, people are able to acquire task informdtmm observing others, which “enables
people to acquire rules for generating and requdabehavioral patterns without having to
form them gradually by tedious trial and error” (Bara, 1986, p. 19). People have the
capability to “self-regulate” (p. 20) their beharsdased on their own personal standards,
and are “self-reflective” (p. 21) in their evaluatiof the outcomes of their actions (Bandura,
1986). People are able to purposefully direct araduaite the effectiveness of their actions to

accomplish a task.

Collective Teacher Efficacy

Bandura (1997) defined CTE as “a group’s share@ial its conjoint
capabilities to organize and execute courses ajractquired to produce given levels
of attainments” (p. 477). CTE represents the le¥elonfidence a group emanates in
its ability to organize and implement the tasksassary to reach a common goal
(Goddard, Hoy, & Woolfolk Hoy, 2004). Social cogné theory posits that teachers
act collectively within an organization rather thesisolates (Bandura, 1993).

Positive CTE in schools refers to the judgmentathers that the faculty as a whole



can organize and put into operation the necessdiona to achieve a common goal

that has the greatest benefit for the students.

This collective belief in the abilities of the fdtyuas a whole to achieve goals of
the school organization is at the heart of the wansof CTE. Teachers with high
levels of CTE may be able to influence the actiohsther faculty members. A high
degree of CTE within a school organization is igfitial to the degree of effort that
teachers put into everyday tasks and goal accohmpéat. Collective teacher efficacy
properties are reciprocal in that higher studehtea@ment positively influences the
feelings of teacher efficacy, which in turn poslivinfluences student achievement.
True also then is the adverse effect of low coNecefficacy on student achievement.
Faculty who believe that students cannot achiead@mic excellence set the stage

for schools to experience low improvement.

Statement of the Problem

The problem faced by many schools is that acadenpoovement is more difficult
to achieve than to explain. SMS, one of five midstibools serving a large suburban
Midwestern community, has experienced minimal académprovement since the
implementation of NCLB. Of the middle schools, Sk consistently scored lowest on the
state’s curriculum exams in math and reading. Theal not only scored the lowest of the
district’s middle schools, the 2008-2009 acadereidggmance index (API) scores were the
lowest of all the district’s 14 elementary schobthg) intermediate high schools, and one
senior high school. SMS’ API score in 2008-2009 tineslowest of any school among four

area suburban school districts. The eighth grade arad reading state curriculum-



referenced test scores have been consistently libkdistrict averages. One area of
achievement worth mentioning is the 2008 End-Ofruredion (EOI) algebra 1 proficiency
percentage. All students in all five middle schaolghe district who took this exam scored
proficient or above. The API score for SMS increb$63 points in 2008 only to decrease by

29 in 20009.

All minority and low income students and studenithwlisabilities have made
adequate yearly progress (AYP) at SMS since 200&gker, since the school consistently
falls below achievement levels of the other fouddté schools in the district, as well as
other schools in neighboring communities, the adstristion must look to new and
innovative ways to meet the needs of the studeritsster academic improvement. Under

NCLB, all schools must reach an API score of 159Q®14.

Teacher perceptions about students and studentrigazan have a tremendous effect
on school improvement (Erbe, 2000; Georgiou & Tayu007). This purpose of this study
was to gain understanding of the beliefs the SM8Ifg have about student learning through

these questions:

1. What are the faculty beliefs about student learning

2. What are the faculty beliefs about students at SMS?

3. What are the faculty beliefs about the abilitylod school to effect student
academic improvement?

4. What other phenomena are not explained by Bandtlrats'y of collective

teacher efficacy?



CTE helps one understand the effect of teacheefisedt SMS on student academic
improvement. Because SMS has experienced littldeana improvement since the
implementation of NCLB, it is important that schéehders understand all aspects of the
school organization, including the attitudes ankelsof faculty and administration of the

school itself.

Researcher

With over 25 years experience in public educatidrgve been a classroom teacher,
guidance counselor, and school administrator. &begy career teaching social studies and
science in 1984 at one of two intermediate higloetshin the community, and pursued my

Master of Counseling Education degree part-timénduthis period, completing it in 1989.

In 1991, | became a guidance counselor at themaediate high school where |
taught. For the next nine years, | worked closaly the administration of the school
developing and planning the master teaching sckedund collaborating with the teachers to
help students achieve success in the classrocaosed as liaison between the school and
parents, facilitated conferences, provided one+o@and group counseling with students,
and provided guidance to teachers dealing withadiltf or challenging students. While in

this position, | continued taking coursework to dm@e certified in secondary administration.

In 2000, | was appointed assistant principal atirmdk Middle School (HMS) in the
same school district. | was one of two assistaintisia school and specifically worked with
the faculty and students on academic and curri@dacerns. The position required me to
analyze student academic test results from the staérion referenced tests (CRT), the

district benchmarks, and the Explore Tests to $imdngths and weaknesses in student



academic performances and then use this knowledgssist in curriculum planning and
implementation. Assistant principals in the didtwere transferred to different school sites
in 2008, and | was placed at Saddleback Middle 8icl8MS, because of its lower student
population, had only one assistant principal. | aasre that SMS had lower state testing
scores than HMS, but was not aware that the sodters were the lowest in the school
district. SMS students consistently scored belosvdistrict average in most of the test
results for multiple years. My immediate questicaswWWhy? SMS offered the same core
academic courses as the other middle schools &hddakimilar extra-curricular activities.
All faculty members demographically appeared ndidgignificantly different from the
faculty at the other middle schools. In additioriite low comparison within the district, the
API scores were among the lowest of the surrounsiutgirban communities. This
gualitative study was conducted in an attempt tewstand this phenomenon so that

improvement measures could be taken to help tlieests at SMS achieve academic success.

Definition of Terms

APl Scores

The Academic Performance Index (API) is a scoregasd to schools based on
several factors including academic progress amshasnce. API scores for middle schools
are determined using results from the state maddagts in reading and math. Other
components used for determining API scores for Bigiools include attendance, dropout,

and graduation rates.



Adequate Yearly Progress (AYP)

For schools or districts to reach AYP they mustsistently improve their API scores
not only for the majority population, but also foe marginalized subgroups, including
major race/ethnic groups, special education stgdamnid children who qualify for free and
reduced lunches. The purpose of determining AYIB ilmeasure school success and initiate
growth in student achievement. Every subgroup mgsst NCLB expectations yearly for the

school to maintain AYP.

Benchmark Exams

District-designed exams, modeled after the statectum tests to measure student
academic progress in the core subject courses (meatthing, science, social studies), are

administered to students every six weeks.

End-Of-Instruction Tests (EOI)

EOI tests are given to students at the end of stnuctional year to determine
proficiency in the various subjects. For studeatgraduate from high school with a standard
diploma, proficient scores on EOI tests are reguineEnglish Il, algebra I, and two of the
following: English I, algebra 1l, geometry, biag I, and U. S. history. The algebra | EOI

test is the only one offered at the middle schewtl.

Explore Test

The Explore Test is a practice version of the ABIT of the district’s eighth grade
students are required to take this exam that meaguioficiency in the core subjects and

gives students an indication of how they might eamr the ACT. A career portion of this



exam measures the interests of students and psothden an inventory of possible

occupations for future reference.

Highly Qualified

According to NCLB, highly qualified teachers irrlgachildhood and elementary
education, and secondary teachers of core sulgeethiose who hold at least a bachelor’s
degree, possess a license/certificate in the dslijeght, and have at least one of the

following options:

1. Pass a state certification test in the level/suligagyht.

2. Complete 24 credit hours of university coursewarkhie subject taught.

3. Complete a graduate degree in the subject taught.

4. Hold certification through the National Board faoRessional Teaching
Standards in the subject taught.

5. Demonstrate competency in each subject taught ghreatablished state
standards.

Summary

The mandates of NCLB charge school districts vhhresponsibility of academic
improvement. All schools must meet a 1500 API styr@014. SMS has experienced
continued lagging scores on state mandated stedt@ms. The study seeks to investigate the
beliefs of the faculty about SMS students, studtearining, and about their beliefs of the

collective abilities of the faculty to achieve sohonprovement.

Chapter Il is a review of the literature regard®igE and the affect it has on student
achievement. The constructs of CTE will be examiaethey relate to previous research.

10



CHAPTER Il

Review of Literature

This review of literature about successful midaiea®ls includes studies of the
characteristics of schools with high student acteent. Collective Teacher Efficacy
(CTE) is examined through the review of text altbetproperties of highly efficacious
organizations, characteristics of faculty with haggrees of CTE, and the relationships

of school climate, teacher commitment, and respitgito CTE beliefs.

Successful Middle Schools

Middle schools became prevalent in the 1970’s ag began to take on standard
characteristics regarding enrollment and curricu(Miles, 1995). In a study that
investigated middle schools, Petzko (2004) foundtmaddle schools had fewer than
600 students; however, 49% of highly successfubsishhad enroliments of 800-1400.
Most middle schools provide opportunities for cheld to experience creative activities
through enrichment and exploratory programs, sscira music, and physical education.
Although some districts consider sixth grade as glaelementary school and include
ninth grade in the middle level, 54% of highly sessful middle schools include grade

levels 6-8 (Petzko, 2004). According to Georgiadd omano (1992), middle

11



schools should provide opportunities for studentsteive help in basic skills, use a
variety of instructional materials, and allow stot$eto progress at their own rate,

regardless of their ages.

Petzko (2004) found that in 2000, the majority wésessful middle schools
implemented teaming. Teaming involves a commonuificore subject teachers
serving the same group of students throughoutdhed day. Core subjects include
literature (or reading), language, social stucheath, and science. When the students
attend exploratory classes, their core teachersqlaiculum during a common period
and sometimes share common teaching areas asTaaith teaching involves
interdisciplinary instruction with teachers devetapunits of study involving several
subjects (Georgiadi & Romano, 1992). In PetzkoG0@ study, the majority of both the
highly successful and the national sample of schpadvided their teacher teams with
common plan periods. Georgiadi and Romano (199®)rted that middle schools often
required teachers to teach more than one subjélcetsame group of students, known as
blocking, to reduce the number of teachers a stuugsh Highly successful middle
schools tend to group students into ability groaipd are more likely to have a slightly

larger teacher-student ratio than the nationalagee(Petzko, 2004).

According to Wiles (1995), middle schools target turricular areas of
academics, learning skills, and personal developniErsonal development includes
services provided through the guidance departnfestlmols. In Petzko’s (2004) study,
forty-seven percent of highly successful schootihglemented programs where
students were paired with faculty members or achllinteers for advising and

mentoring purposes. Georgiadi and Romano (1992sedvhat middle schools provide

12



students with services including health, counselbagh individual and group), testing,

and personal development.

Collective Teacher Efficacy (CTE)

Goddard, Hoy, et al. (2004) concluded that CTEniSaganizational property”
and that “teachers have not only self-referentadly perceptions but also beliefs about
the conjoint capability of a school faculty” (p. 4§oddard et al. (2000) theorized
teachers with high CTE will accept challenging gaahd will be persistent in exercising
effort to achieve those goals. They studied thatieiship between student achievement
and CTE and found results showing that CTE is dipter of student achievement in

math and reading.

The constructs that enhance CTE beliefs in a facodlude mastery experience,
vicarious experiences, social persuasion, andtafeestates (Bandura, 1997; Parker,
Hannah, & Topping, 2006). Mastery experience istleef that one has been successful
at achieving a task. If teachers have had succi#issaising student achievement in the
past, then they will expect to have the same resuithe future. The same holds true for
teachers who have experienced failures in therdass If they have not had success in
raising student scores, then they expect to haaeame results in the future. “Teachers
as a group experience successes and failuresséPastl successes build teachers’ beliefs
in the capability of the faculty, whereas failutesd to undermine a sense of collective
efficacy” (Goddard, Hoy, et al, 2004, p. 5). GoajdroGerfo and Hoy (2004) found in a
study of urban elementary schools that masteryrexpee was a positive predictor of

CTE. The researchers defined mastery experientsgrs of previous student

13



achievement. Goddard, Hoy et al. (2004) were mpeeific in their definition stating
that “mastery experience is the most powerful spwifeefficacy information. The
perception that a performance has been succeestfis to raise efficacy beliefs,
contributing to the expectation that performanck va proficient in the future” (p. 5).
The opposite would also hold true: if a teachecpeed a performance to be a failure,

the expectation would be that future performanceslafail as well.

The experience one gains after watching anothdéompera given task is called
vicarious experience (Goddard, Hoy et al, 2004yaDizationally, schools that wish to
improve student achievement can observe the aatiosishools that have experienced
higher achievement. The assumption follows thaanatis experience could occur within
a school. If a teacher observes the successeblarsowithin the same school, positive

classroom practices are reinforced.

Social persuasion involves encouragement or sujpyarolleagues or principals
to teachers or “...it may involve discussions inté&cher’s lounge, community, or
media about the ability of teachers to influeneelshts” (Goddard, Hoy et al, 2004, p.
6). Encouragement and support can come in the édqpnofessional workshops and
feedback from the administration about teachergperdnce. Goddard, Hoy, and
Woolfolk Hoy (2000) concluded that the beliefs dhaulty to successfully educate
students create normative behavior among teachleesexpectations created by the
group’s goal setting behaviors tend to be motivatar all teachers to participate in the
same fashion. Further, they state that CTE sha@aeheérs’ behaviors and that student

achievement can be positively influenced by botlE@hd normative behaviors.

14



New teachers learn from the school’s social stmectin a school with high CTE,
teachers learn that effort and persistence to ¢édwstadents are expected behaviors.
Goddard and Skrla (2006) found that schools witihér numbers of students enrolled in
gifted education programs also had increased CTHEy posited that enrollment in these
programs have “the potential to send a strong ntiweanessage to faculty regarding the
capability of teachers to coordinate their effamsl foster high levels of student
learning” (Goddard & Skrla, 2006, p. 230). Goddatdy et al. (2004) said that a strong
sense of CTE creates an expectation for teachenstimpate a positive collective student
group performance. Teachers learn what is expaotadhieve any given task by

observing the actions of others within the schettisg.

Goddard et al. (2004) postulated that “the levedroiusal, either anxiety or
excitement, adds to individual’s perceptions of-sapability or incompetence” (p. 6).
Pressures and crisis from outside the school dantafchool performance. A faculty that
has high CTE can withstand negative pressures amaheet the disruptions that arise.
Such challenges may come from variables outsidedh&ol of the teacher or school,

such as low socio-economic level of the studentewrparental support.

Poor past academic achievement, student absentdeigrsocio-economic status,
and low teacher efficacy all affect the abilityaoéchool to achieve current and future
academic success, according to Bandura (1993) isbesaggested that “student body
characteristics reflecting low racial compositiordathnic diversity are weakly linked to
schools’ prior achievement but have no direct irfice on schools’ collective sense of
efficacy or on subsequent achievements” (p. 14&kd? et al. (2006) posited that CTE

and SES are inseparable constructs. In their sttidiementary schools they found that
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when SES was controlled for, CTE did not accoungfsignificant variance in student
achievement, although it had a larger impact otingriachievement than did SES, and a
small independent impact on reading achievemergefher, CTE and SES had the

greatest effect on student achievement.

Parker et al. (2006) identified factors contribgtio positive teacher beliefs
including mutual respect between teachers and stsdeositive school climate,
motivated staff, and administrative support throatgif-development opportunities.
Factors seen to hinder CTE included discipline femois, lack of support from principals,
lack of parent support, stress, low morale, ankl tddeacher influence (Parker et al.,
2006). These authors surmised that when CTE Iy kg effect of SES is reduced,

particularly in the area of writing. They found CTdast effective in the area of math.

Academic Optimism

In their mixed methods study, Henderson, BueleinSDalton, Robinson, and
Anfara (2005) found a positive relationship betwaeademic emphasis and national
percentile scores. Schools that maintain high exwécistandards can expect higher
achievement on standardized tests. Hoy, Tarter\Woalfolk Hoy (2006) stated that
there are “three organizational properties thatseemake a difference in student
achievement: the academic emphasis of the schmotdllective efficacy of the faculty,
and the faculty trust in parents and students4p6). Academic emphasis is the degree
to which a school is driven to achieve academieksece. They further suggested that
the three properties are interrelated and form et refer to as “academic optimism”

(p. 430). The properties of academic optimism @géther as one construct that affects
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student achievement. Additionally, they reporteat ticademic optimism can be learned
by schools that formerly did not experience highels of academic emphasis, collective
teacher efficacy, or faculty trust in students argmts. Hoy, Sweetland, and Smith (2002)
found that academic press is a characteristiclud@s with high CTE and that it is

linked to the normative and behavioral environmeAtademic press and student
achievement have a reciprocal nature in that thpgamement in school performance
through high academic standards encourages teachfetbow those standards in their

teaching practices.

School Climate

Sweetland and Hoy (2000) defined a positive orggional climate as being
necessary to achieve higher student achievememboSclimate consists of
characteristics unique to that organization, anduas the distinctiveness of the school
atmosphere. Positive relationships among stude#shers, and administrators are
characteristic of a healthy climate (Sweetland & H2000). Teachers enjoy their jobs,
speak highly of their colleagues, promote high aocad goals, and have positive feelings
of self-efficacy. Principals provide the necessasources to their teachers for student
instruction. Schools with a healthy climate lackizoversy and conflict within the
faculty. Sweetland and Hoy (2000) found that higttedent achievement was linked to
teacher empowerment. Schools with empowered testiaee high academic goals, are
able to withstand outside pressures, and are alfgmvide teachers with necessary
resources. Collegial leadership and academic englugpress (Sweetland & Hoy,
2000), were found to be positively related to teama@mpowerment. They concluded that

an open, collegial, and professional climate fodus® student achievement offers an
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atmosphere for teaching and learning decisiondtiegun productive teacher
empowerment (Sweetland & Hoy, 2000). Further, Slaadtand Hoy state that CTE is
positively affected by a positive school climatel dnrough the empowerment of

teachers.

Weisel and Dror (2006) proposed that self efficatteachers and school climate
are related to teacher attitudes about the inatusigpecial education students in regular
classrooms. The belief of an individual teachenalinis/her own abilities is influenced
by school leaders and colleagues. Self efficacietsellike collective efficacy beliefs,
affect how teachers view their students and ttadiosl, resulting in becoming the reality
of the school. School climate is defined by We#a Dror (2006) as the “sum of the
opinions and attitudes of the school personnel tdwze school” (p. 159). Weisel and
Dror found that teachers who believed they could bidents achieve academic success
had a higher sense of self efficacy. Teachers positive feelings about their abilities
also had positive feelings about special educaiodents in their own classrooms. The
variables included in their analysis of school @tmwere supportive leadership, teacher
autonomy, prestige, adoption of new ideas, teasioekload, and the relationships
between teachers. All of these variables were shovaccount for teacher attitudes about
including special education students in regularcatian classes. Teachers’ sense of
efficacy amounted to one-fourth of the variancéheir attitudes about inclusion. The
higher the feelings of positive efficacy, the mpuwsitive the teachers felt about
inclusion. Teachers with positive self efficacylfiegs received training in matters

dealing with special education, had supportive éesltip, were autonomous in their
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teaching task, had common goals with their colleagand experienced cooperation with

other teachers (Weisel & Dror, 2006).

Teacher Commitment and Responsibility

Chan, Lau, Nie, Lim, and Hogan (2008) stated thather self efficacy was
related to teacher commitment, and that was netediedild a positive school climate. If
teachers commit to the school organization, thenmon goals can be met more readily.
Chan et al. (2008) defined teacher commitment adrtang belief in and acceptance of
the organization’s goals and values” and a “williegs to exert considerable effort on
behalf of the organization” (pp. 598-599). One doednclude then that if an
organization’s goal is to improve student learntegchers must exercise a commitment
to the task to experience success. Chan et al8j3@&ited that teacher efficacy is a
predictor of teacher commitment and found thattprove teacher commitment to the
goals of the school organization, teachers ned&e table to engage with one another
about teaching and learning, a process known kectige dialogue. This type of
communication strengthens self efficacy, commitmant enhances a sense of
belonging among the faculty. These researcherdalswl that teacher commitment to
organizational goals is negatively related to oizgtional politics. Teachers who feel as
though they have no voice in decision-making fairtschool and see the school
organization as politically managed have lower catmant to the goals and norms of

the school.

Halverson, Lee, and Adrade (2009) investigatecudnrrly elementary school

teachers’ attitudes about working in low-incomeasith and the relationship of those
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attitudes to student learning. They focused orctimeept of responsibility, or how
teachers collectively worked together to suppod another, and found that students who
had highly responsible teachers scored higher atimg achievement assessments than
students with teachers with lower responsibilitgsponsible teachers set high goals for
their students, are more prepared, attend profesistonferences, receive more paid
planning time in their schools, and have suppofagership (Halverson et al., 2009).
Like Chan et al. (2008) who suggested the impadaf commitment to the
organizational goals, Halverson et al. (2008) psagicthat highly responsible teachers
commit to influencing the curriculum of their scthobhe more influence they have over
school policy, the more responsible they feel far ¢completion of goals. Also, similar to
results found by Weisel and Dror (2006), Halversbal. (2009) determined that highly
responsible teachers attend professional developwakshops, including literacy and

leadership training.

Interviews

Patton (2002) described a good interview as one'ldngs open thoughts,
feelings, knowledge, and experience, not only &itiberviewer but also the interviewee”
(p. 405), and “an opportunity to investigate fegéinthoughts, and intentions” (p. 341) of
research participants. Patton (2002) identifiederapproaches to interviewing in
qualitative research: “the informal conversatiansrview, the general interview guide
approach, and the standardized open-ended intérge842). The informal
conversational approach allows for the researahask spontaneous questions over an
extended period of time. The questions are notptermined but are focused on an

overall purpose and because the information gadhfeoen each participant is different
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the questions asked are not the same for evenyiewe Informal interviews are
unstructured and allow for questioning techniqunes are flexible according to the
emergent information provided in the answers. Pdticther suggested that the informal
interview could allow for the researcher to askdlag questions of the interviewee and

organization and analysis of the data could becditf

Using an interview guide creates a framework incwhiid develop sequenced
guestions and allows the researcher to determimghwlsponses to pursue in depth. A
list of questions would be included along with dddial topics of interest that could be
explored. The interviewer not only can commit te #stablished questions for every
participant, but also has the flexibility to pursasiditional topics as they arise from the

responses.

The standardized open-ended interview approachpreesetermined interview
guestions and is highly focused. “Collecting themeanformation from each person
poses no credibility problem when each person tetstood as a unique informant with
a unique perspective” (Patton, 2002, p. 347). Ushis approach allows for standardized
data collection; however, it does not permit theesgcher to follow other topics that were

not anticipated before the interviews were condiicte

Observations

Patton (2002) explained that the purpose of usbsgrvational data in qualitative
research is to provide an accurate and thorougtrigéen of “the setting, the activities
that took place, the people who participated, &iedeanings of what was observed

from the perspectives of those observed” (p. 2&eswell (2003) and Patton (2002)
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identified two types of observations, each defibgdhe extent to which the researcher is
involved in the setting being observed. Participatraries from being totally immersed

in the setting, acting as a full participant, tongdete separation from the activities,
acting only as a spectator. Adler and Adler (1984 Patton (2002) criticized the use of
observational data only in research because afkagfreliability and validity. Adler and
Adler (1994) suggested that the researcher is ptisteeto bias when she relies solely on
observational data and recommended the use ofi@uklimethods of data collection.
Crix (2004) pointed out additional criticisms indlag limited sampling, lack of
objectivity, and ungeneralizable results. Cres{&003) suggested the use of a guide or
protocol for recording observational data thatvaidhe researcher to record descriptive

data, as well as personal thoughts.

Summary

Successful middle schools likely have larger stu@anollments and more
students per teacher than most middle schoolspf@dstudents a variety of courses that
allows them to explore their creativity (PetzkoP2) Teachers in successful middle
schools often are teamed together with common pégiods to enable them to develop
interdisciplinary units of study (Georgiadi & Rongri992; Petzko, 2004;). Wiles
(1995) reported that these middle schools puteis phiorities improving student
achievement, teaching academic learning skills,podiding personal development

services to students.

Three studies (Henderson et al., 2005; Hoy eR@06; Hoy et al., 2002) found

that successful schools maintain high academidatals and set demanding educational
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goals. In addition, a positive school climate pro@sdchigher academic achievement
(Sweetland & Hoy, 2000), with climate describedlesbeliefs and feelings teachers
have about their school (Weisel & Dror, 2006). Ckaal. (2008) said that school

climate is related to teacher efficacy. The mofiea@tious teachers are, the more positive
the school climate. Halverson et al. (2009) proddbkat responsible teachers commit to

and collectively work together to achieve estaldisgoals and expectations.

Goddard and Goddard (2001) found that CTE can graudividual teacher
efficacy. Teacher perceptions of their own ab#itege enhanced when CTE is high.
Studies have shown a link between CTE and increstselént achievement (Bandura,
1993; Goddard, Hoy et al., 2004; Goddard, LoGetfal.e 2004; Parker et al., 2006).

Schools with high levels of CTE experience hightadent achievement.

Chapter Ill explains the methodology, data coll@ti@nd evaluation procedures,

and a description of the participants in the study.
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CHAPTER IlI

Methodology

The purpose of this qualitative study was to ingedeé the perceptions and beliefs
of teachers about their students, student learaing,about teachers’ beliefs of their
collective abilities to achieve the task of schiogbrovement. Investigated was one
middle school serving students in grades six thnaeight in a school district of 14
elementary, five middle, two intermediate high s@epand one high school. Located
near a large Midwestern city, this district, ithgols, and the faculty were given
fictitious names to provide anonymity. This chamtescribes the method of inquiry, data
collection and evaluation procedures, and provaldescription of the participants in the

study.

Theoretical Framework

Bandura’s (1986, 2001) social cognitive theory &aiss core the nature of human
agency. Social cognitive theory explains human egémterms of “direct personal,”
“proxy,” and “collective” (Bandura, 2001, p. 1).Benal agency refers to the individual
exercise of control over the events surroundingsolife. People anticipate the
consequences of possible behaviors, set goalbdargelves, and plan future events
according to the outcomes of their past actions.
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Proxy agency refers to the ability of people tduahce others who may have
access to needed resources or who have the poaet oo their behalf for their benefit.
People are able to recognize they often cannota@ahieir environment alone and need
to rely on the help of others to achieve desirablieomes. Collective agency is the
shared belief that people in an organization hbeecbllective power to produce desired
results. Bandura (2001) suggested that collecgeney functions much like personal
efficacy in that there is the belief in the grouglslity to function as a whole, a shared

drive to achieve a goal, and a belief that the goattainable.

A faculty’s positive CTE belief has been shown fiee student academic
achievement (Bandura, 1993). The most importanstcoats of CTE beliefs among
teachers include mastery experience, vicariousrexpee, affective states, and social
persuasion. In addition, studies have shown otiepfs related to and affecting CTE
beliefs including collegial and collaborative redaiships with other teachers, teacher
responsibility, academic press, teacher commitrteeatganizational goals, individual
teacher efficacy, teacher effort, teacher perstgteteacher trust in parents and school

leadership, and positive attitudes about studemdgarents.

Limited studies have been conducted using onlyaditqtive method. | used the
factors that affect, and are a result of, a higjrele of CTE in a faculty to help develop
the interview questions and the observation prdtdaeanted responses from teachers
regarding their beliefs about their individual &i®k to provide instruction as well as the
school as a whole to achieve improved student legrihalso asked questions regarding
their abilities to engage and motivate studentd,thair relationships with students,

parents, and their colleagues. | was interestdiein beliefs about their experiences in
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the classroom and if they had positive beliefs abloeir colleagues classroom practices.
Through the interview process and the observatitlped to gain an understanding of
the level of CTE beliefs the participants had alf8MiS. By observing their classroom
practices | hoped to understand the level of effmtsistence, and commitment to

academic improvement held by the participants.

Erbe (2000) and Georgiou and Tourva (2007) fouadl tkachers’ beliefs about
student achievement influenced achievement. Pediliefs about students and teacher
abilities to influence academic improvement cantpady affect academic outcomes. |
used interviews and observations of volunteer texacto gain an understanding of what
the teachers at SMS believed about their studstudent learning, and the abilities of the

faculty to facilitate academic improvement.

Research Questions

This study sought to provide information about bleéefs of the faculty at SMS

through the following questions:

1. What are the faculty beliefs about student learhing

2. What are the faculty beliefs about their students?

3. What are the faculty beliefs about the abilitylod school to effect student
academic improvement?

4. What other phenomena are not explained by Bandtiratsy of collective

teacher efficacy?
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Qualitative Methods

This study was qualitative because “qualitativeuingis particularly oriented
toward exploration, discovery, and inductive lodiuctive analysis begins with
specific observations and builds toward generakpas” (Patton, 2002, p. 56). A
gualitative study also, as Patton suggested, ateetounderstand a program as a whole.

The study was inductive in nature in that it wasnersed “in the details and
specifics of the data to discover important patigthemes, and interrelationships”
(Patton, p. 41). Creswell (2003) defined a caséysais one in which the researcher
examines vigorously a program, organization, atgtivar individuals. Data specifically
explored in this study included historical recood SMS student achievement in math
and reading, demographic descriptors of the stuokedy and faculty, interactions among
faculty members, faculty interviews, classroom obsgons, and various documents that

provided a richer description of SMS.

This study could be considered action researchuseci& aims to solve “specific
problems within a program, organization, or commyir(iPatton, 2004, p. 221). Since |
was an administrator at SMS, it was my goal to wtded the beliefs of the teachers
about their students and learning with the ultintsire to apply what was learned to
facilitate programs that improved teacher CTE. Adow to Patton (2004), “In action
research, design and data collection tend to be mésrmal, the people in the situation
are often directly involved in gathering the inf@tion and then studying themselves”
(p. 221). The problem faced by the leadership aBS¥as improving student
achievement. Action research typically focusespetsic problems faced by an

organization rather than the overall ineffectivendswever.
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Middle school teachers’ perceptions of studentie@r and the collective abilities
of their school to achieve student improvement wieegfocus. Reading and math
achievement were two subject areas of particutarest to policy makers and curricular
areas where SMS continued to show weaknesses.t&m @brich description of the
beliefs and perceptions of the faculty, | invited¢hers from all core curriculum subjects

to participate.

Participants

Teachers may have felt inhibited in their respoiiskewas their evaluating
administrator; therefore the participants weredictly evaluated by me as part of their
employment. This type of purposeful sampling “foesien selecting information-rich
cases whose study will illuminate the questionseurstudy” (Patton, 2002, p. 230).

Each participant was given a consent form outliihregpurpose of the study; how the
data would be collected, analyzed and reportedhamdconfidentiality would be
protected. Names of participants, as well as nashkgations, were changed to maintain
confidentiality. All transcriptions and interviewcordings were kept in a secure location
at my personal residence and within one year ottimepletion of the study all

recordings and transcriptions will be destroyed.

Eight faculty members (Ann, Barbara, Carol, Daee, Faye, Gail, and Hannah)
participated in the study and represented the sgogect areas (language arts, math,
science, social studies). Participants variedacheng experience from fewer than three

years to more than 10 years.
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Initial Interviews

Participants were interviewed face-to-face at &tand place of their choosing.
In addition to gathering demographic informatioasked a series of 10 open-ended
guestions with the interview lasting approximatehe hour. The questions were
designed to elicit rich descriptions from the tesxshregarding their beliefs of student
learning and the abilities of their school’s fagut improve student learning. Each semi-
structured interview was taped and later transdrirbatim. Each written transcription

was given to the appropriate participant to checkatcuracy.

Observations

In addition to interviews, | observed all eightdkars’ classrooms twice, each
observation lasting approximately 45 minutes. Paff902) suggested that “the duration
of observations will depend to a considerable ebaarthe time and resources available
in relation to the information needs and decisieadlines of primary users” (p. 274), and
that the observations will be built “around aciestthat have a kind of unity about them:
a beginning, some middle point, and a closure pairit (p. 285). Since each period at
SMS was 45 minutes | was able to see every class @émtirety. The focus of the
observations was to gather information about haetiers behaved towards their

students and the characteristics they displayediglinstructional activities.

Observations of each participant followed the finserview. Specifically | looked
for consistency between what was said in the irgenand how the teacher behaved in

the classroom. Patton (2002) identified this forfndata triangulation as a means of
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“comparing and cross-checking the consistencyfofimation derived at different times

and by different means within qualitative metho(s"559).

| took notes that described the setting, the aatiand the participants of those
activities. | also observed the ways the teache#esacted and communicated with the
students. | wrote field notes during each obseovadind recorded the information
immediately afterward to capture details that migghierwise be forgotten. Emerson,
Fretz, and Shaw (1995) stated that “descriptiols ¢dat concrete details rather than
abstract generalizations, for sensory imagery rdttan evaluative labels, and for
immediacy through details presented at close rafme39). | later transferred the notes

to a narrative document that was analyzed for eemtrigpemes.

Patton (2002) identified advantages of using olsems to study a phenomenon.
First, the researcher is able to observe the phenanm the context of real life situations
where people interact with one another. By beisgalrery-oriented, the researcher does
not need to rely on prior knowledge to conceptw@ali® setting. Direct observations
allow the researcher to observe things that migravise go unnoticed and allow for
the discovery of things that people may not haetugted in the interviews (Patton,
2002). During the observations | participated inativity or discussion; | was simply an
observer and attended to what | saw and heardmitiel classroom setting. For the
observations to be accurate and reliable, | netmlbd unbiased and open-minded as |

took notes (Patton, 2002).
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Follow-Up Interviews

Eight follow-up interviews of approximately one lman duration were conducted
within one month of the observations to clarifytgapant answers and to gather
additional information that unfolded as the studygoessed. The questions asked during
these interviews were unique to each participadtvagre more conversational in nature.
| did not tape or transcribe the sessions becdugsevtere meant for clarification
purposes; rather, | relied on hand-written notesdoording the content of the
interviews. Notes were then written in narrativenicand analyzed for focus topics. |
looked for consistency between what the teachédsrsghe first and second interviews.

Participants selected the time and location ofrterviews.

Documents

In addition to the initial interviews, follow-up t@rviews, and observations, |
gathered relevant documents (e.g., lesson platigitpoutlines, and course syllabi) to
get a more detailed and rich description of thehiees’ classes and their teaching styles
and beliefs. “Records, documents, artifacts, aotiaes-what has traditionally been
called ‘material culture’ in anthropology-const#wd particularly rich source of
information about many organizations and progra(Rsitton, 2002, p. 293). | stressed to
the participants that their confidentiality was boed and that what they told me in the
interviews and anything that | saw in the obseoratiwould not be shared with any other
staff member. Although | tried to disguise the itigrof the teacher participants, some
SMS faculty members may be able to identify theig@ants based on the criteria for

participation.
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Triangulation

To establish validity and trustworthiness in thisdy, | used several different data
sources including interviews, observations, andiealesson and activity plans
(Creswell, 1993). Adding to the reliability, | askpre-determined questions during the
initial interviews and an observation guide foll@we help me examine classroom
phenomena. Being an administrator in a public neicddhool, | attempted not to allow
my observations and assessments of instructiothers perceptions of instruction

cloud the emergent nature of the data.

Data Analysis

| transcribed the tapes from the initial intervieavel placed in narrative written
form the notes from the follow-up interviews andsdroom observations. Relevant
statements from the written documents were placedote cards and then the note cards
were organized into categories that emerged thrdugihreview. First, | coded the data
to identify main ideas and elements and then caitegpbthem in a logical, analytical
way. This “open coding” (p.143) allows the researdo identify themes or ideas
revealed by the data (Emerson et al., 1995). Sedamudled the data using a more
focused purpose that allowed me to analyze datardiog to topics of specific interest
(Emerson et al., 1995). Importantly, | reviewed anded the data as to how it related to
Bandura’s (1993) CTE construct. “Qualitative codisg way of opening up avenues of
inquiry: the researcher identifies and developsepts and analytic insights through
close examination of and reflection on field nos¢ad (Emerson et al., p. 151). By

linking key data bits through categorization, | vedte to more fully understand the
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phenomenon being studied. Patton (2002) recommeahdédata gathered from
observations, field notes, and other sources bentwgd using a manageable coding
system. “Content analysis, then, involves identifyicoding, categorizing, classifying,
and labeling the primary patterns in the data” t¢t2002, p. 463). Data regularities and
differences emerged during the coding stage ofyaisalThe following categories
emerged from the analysis of the data: teacheudd¢ts about students, parents, and
colleagues; teacher work ethic; qualities of effecteaching; student achievement and

assessment; academic press.

Findings from the data are written in narrativariorith the intent of describing in
rich detail teacher beliefs about student learmind the collective abilities of the faculty
to positively influence student academic achievetrrepecial care was given when
interpreting emerging themes that resonated aalbdsata sources. “Interpretation means
attaching significance to what was found, makingsseof findings, offering
explanations, drawing conclusions, extrapolatisgdms, making inferences, considering
meanings, and otherwise imposing order on an utuiysurely patterned world”

(Patton, 2002, p. 480).

Summary

This qualitative study investigated the perceptiang beliefs of teachers about
their students, student learning, and about teatheliefs of their collective abilities to
achieve the task of school improvement. Informatexgarding factors that influence
CTE and that are evident in schools with high deg& CTE were used to guide the

interview questions and observations. Eight teachere interviewed, twice observed in
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the classroom setting, and interviewed once moaga Dollected were analyzed and
reported to provide a view into the beliefs andcpptions of the faculty at SMS that will

be helpful to the leadership at SMS in facilitatswnool improvement.
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CHAPTER IV

Findings

Saddleback Middle School (SMS) is one of five sd¢hserving 6, 7, and'8
grade students in a suburban Midwestern commuaiAS, situated about mid-town on
one of the main streets of the city, serves apprately 500 students with 42 certified
faculty members, 38 being teachers. The facilijudes a gymnasium, cafeteria, and
classrooms all of which have been assigned to &zachost of the facility is single story
with one exception of a wing with two stories. @e property east of the main building
is an eight room modular building used primarily fioe storage of furniture and

equipment; however, two rooms are designated asrclams.

School begins at 8:00 a.m. each weekday and er&ld@p.m. Students are
served breakfast from 7:30 until 7:50 a.m., withdlu served between 11:30 a.m. and
1:00 p.m. A five minute passing period is allotbEdween each 45 minute class, and 25
minutes for lunch. Students store their belongenys school supplies in lockers located

along the hallways.

Most students are bused to and from school; howewene live near enough to

walk or ride their bikes. Some parents choose @wigde their child’s transportation.
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The purpose of this study was to investigate teasbkefs about students,
student learning, and the collective abilitiestdd faculty to achieve school improvement.
While teacher beliefs about students and learnamgpositively affect the academic
success of schools (Erbe, 2000; Georgiou & Tou208y), stereotyping students because
of their family background can negatively affeat thiay teachers treat students. If a
student is perceived by teachers to be unablewilling to learn, that student is already
at a disadvantage academically. When teachersgragenceived attitudes about their
students, their effort to positively affect studrdrning is diminished. Because SMS has
not experienced academic improvement accordingeatandates of No Child Left

Behind (NCLB), the following questions were invesitied:

1. What are the faculty beliefs about the studenniegr?
2. What are the faculty beliefs about the studen&\&&?
3. What are the faculty beliefs about the abilitylod school to effect student
academic improvement?
Descriptive information about SMS begins this ckapimportant to
understanding the needs of the school and studetite understanding of the
significance of test scores, socio-economic stg8&sS) and special education enroliment,

student body ethnicity, and faculty statistics.

| studied eight core subject teacher participamsugh interviews and
observations of classroom instruction. | gatherecudhents from the participants (e.g.,
sample classroom assignments and lesson plangbséaided data from their experiences
with peer observations. Data from the initial aallioiv-up interviews are presented using

the original research questions as a lens for taleding.
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Descriptive Data

Descriptive data about SMS were collected and destiby me to help
understand the distinctiveness of the school’sestidchievement, student body
characteristics, and faculty characteristics. Téadamic data shows the achievement of
SMS in comparison to the other four middle schaokhe district. Data over several
years show a consistent pattern of low studeneaehient at SMS. | collected grade
proficiency scores in reading and math, End ofrucgion (EOI) proficiency scores in
algebra I, Academic Performance Index (API) scoB&sS percentages, special education
enrollment, and faculty statistics. | included tfesscriptive charts throughout this chapter

with the tables presented in the appendix.

Chart 1 and Table 1 (see Appendix) displ8yg8ade Oklahoma Core Curriculum
Test (OCCT) proficiency scores in math from 20002@r the district’s five middle
schools: Saddleback (SMS), Holbrook (HMS), ConttaE(CNMS), Oscar (OMS), and
Clearwater (CMS). (A minimum score of 70% is regdifor proficiency.) The table’s
numbers represent the percentage of students wnedsproficient or above with SMS
having the lowest percentage of proficient scaneseiven of the eight years. In the 2002-
2003 school year, two schools (HMS and CNMS) haglgpercentages of proficient
students than did SMS. In 2003-2004, both SMS aM& Had 79% of eighth graders
score at the proficient level or above; howevaes tnas still the lowest among the middle
schools. In five of the seven years when SMS hadaivest proficiency percentages,
SMS had at least a 10 percentage point differert@den it and the highest scoring
school. The greatest difference came in the 20@®» 2@hool year when 65% of the SMS

students scored proficient or above, while CNMS 8a% in this category. All middle
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schools during this year experienced a drop inigeafcy percentages. In all but one
year, SMS was below the district average. Changee made to the scoring of the test
in 2008-2009 which likely resulted in the drop moficient percentages for all five

middle schools.

Chart 1: 8th Grade Proficiency Percentages in Math
2001-2009
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Chart 2 and Table 2 (see Appendix C) represBmr8de OCCT proficiency
percentages in reading for all five middle schdasn 2001-2009. In three of these years
(03-04, 06-07, and 08-09), SMS scored the lowestgoeage of proficient students and

five years scored lower than the district averdgéwo school years (01-02 and 04-05),
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SMS’ percentages were one point higher than theaiaverage. CMS had the highest
percentages in six of the school years, and tieshenyear with OMS with the highest
percentage of proficient students. HMS scoreddlest in proficiency percentages in
four of the eight years. CNMS had the lowest peiags of proficient students in only

one school year.

Chart 2: 8th Grade Reading Proficiency Percentages
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Chart 3, and Tables 3 and 4 (see Appendix C) reptgsoficiency percentages
from the Oklahoma EOI in algebra 1. Of the six sily@ars represented, beginning in

2004, SMS scored the lowest in proficiency peragegan four of those years. In only
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one year, 2008, did all of the middle schools’ stud test at 100% proficiency. The data
in Tables 3 and 4 (Appendix) also identify the nembf students who participated in the
EOI algebra | exam. From 2004 to 2007, HMS tedtedost students while CMS tested
the fewest. SMS has had the lowest percentageotitignt scores in four of the six
years. In all years except 2008, SMS’s percentégeoficient students was below that

of the district.

Chart 3: EOI Proficiency Percentages in Algebra 1
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The API is a score given to schools and distrista eneasure of their
performance and progress in a given year. The ggoeda is meant to measure academic
improvement with schools being held accountableaftegquate yearly progress (AYP).

For middle school accountability, API scores ageiffed using results from the state
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mandated tests in reading and math, the EOI exatgebra 1, and attendance rates.
Chart 4 and Table 5 (see Appendix C) exhibit thé gddres for all five middle schools
from 2000 to 2009. The highest possible score @ 1%ith all schools in the state
expected to reach this number by 2014. SMS hatbttest API score in seven of the
nine years, six of which were consecutive since32@®one year only, 2003, SMS
scored above the district average. CMS had theskighPI scores in five of the years, in

one tying with CNMS.

Chart 4: District Middle Schools API Scores
2000-2009
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Chart 5 and Table 6 (see Appendix C) represendiftact’s middle school low

SES population. Seven years are displayed beginnia@02. The numbers represent
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percentages of students who qualify for free ouced-priced meals at school. SMS had
the greatest percentage of low SES students indfoilne seven years while HMS had the
greatest percentage in two of the years and CNMfénof the years. OMS had the

lowest percentage in four of the seven years.

Chart 5: Middle School Low SES Student
Population 2002-2008
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Chart 6 and Table 7 (see Appendix C) profile theratit’'s middle school
enrollment percentages in special education progifaom 2005-2008. Four years, SMS
had the highest percentage of students enrollsganial education programs. In all four
of these years HMS had the second greatest pegeeotastudents.
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Chart 6: Middle School Special Education Enrollment
Percentages 2005-2008
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Table 8 (see Appendix C) displays the faculty deraplics for these five
departments: language arts, math, science, sdodies, and special education. The
category of “other” consists of elective teachemjnselors, media specialist, school
nurse, and administrators. At seven teachers #gaeltanguage arts and special education
departments are the largest. All language artsrttapat members are female and only
one has a graduate degree. Five hold elementaifiazgion. The special education
department consists of six females and one maletiwiee of them elementary certified
and two with graduate degrees. Five members eacim #ne math and social studies
departments. Of the math department’s two malestaee females, two are elementary
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certified. None of the math department members lgaaduate degrees. The social
studies department consists of two males and twales. None have elementary
certification and only one has a graduate degré&déscience department teachers, all
four are males and hold graduate degrees. Nonglarentary certified. The special
education department consists of seven membeesfdimale and two male. Three are

elementary certified and two have graduate degrees.

In addition to core subjects, SMS provides electiasses to students. The
“other” category consists of eight teachers andhsix-teaching faculty. In this category
are three males and 11 females, three are elemaeidified and five hold advanced
degrees. All teachers must be “highly qualifiedtéach in the public schools. They are
considered highly qualified if they have passethtescurriculum exam in their teaching
field or if they have an appropriate combinationtezching experience and college
credits in their teaching area. All teachers at SivkSconsidered highly qualified in their
teaching field. One faculty member, the school eud®es not have a teaching certificate
and is not considered highly qualified. The cegtifion areas noted in Table 8 refer to the
number of curricular subjects identified on the@¢hing certificates they could possibly

teach.

Table 9 (see Appendix C) contains averaged data fn@ previous tables to
provide a better understanding of SMS’s continaet bf academic performance
compared to the other middle schools in the distimcall academic areas (math, reading,
algebra 1), SMS has the lowest overall averageadiqeency scores of all five middle
schools. The only exception is in the reading preficy average where SMS tied with

HMS for the lowest average. SMS also has the loaestage API score. In addition,
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SMS has the highest average percentage of speciehon students and of low S
students. Chart 7 displays the average percentf students scoring proficient or abc

in math, reading, and algebr:

Chart 7: Average Math, Reading, and Alg. 1 Percen
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Interviews

The purpose of this study was to gain an undersigraf what teachers at Sk
believed about studentstudent learnir, and about the ability of the school to prom
student academic improvemel invited all core subject teachers at S to participate in
this study with eight volunteering. Throu: the interview process the participa
verbalized their beliefs iout their students and learning as weldbsut thir collective

ability to facilitate improved student achievem
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Each participant was interviewed twice. The initrgerviews, conducted before
the classroom observations, lasted approximatetyhor. Although given the
opportunity to choose the time and location ofittierview, all the teachers chose to
remain on the school campus and interview in micefinmediately following the
school day. For descriptive purposes, teachers wdergified as Ann, Barbara, Carol,
Darla, Eve, Faye, Gail, and Hannah. | asked thehtra ten open ended questions to gain
understanding of their beliefs about students,esttitbarning, and the abilities of the
faculty at SMS to achieve academic improvemenerinéws were audio taped and
transcribed verbatim by me, and then each teaelcerved a copy of the transcription. |
asked the participants to read through the trgoisand to verify the information was
accurately reported. None of the participants nadecorrections or clarifications to the
content of the interview transcripts. Five of thghe teachers returned the transcripts to

me identifying grammar and spelling corrections.

The follow up interviews occurred after the classnoobservations at a time and
date convenient to the teachers. The interviewtgpresemerged from the data collected
from the first interview and the observations. Eaxthrview lasted approximately 45
minutes. Following are the descriptions that emefgem the teachers’ comments from

both interviews.

Beliefs About Sudents

All teachers expressed enjoyment being around remldnd a belief that teaching
is a calling as opposed to being a career. Thagusz students at SMS need to be

shown love and kindness and should feel that tieéyng and are important. All

46



participants indicated that many students at SMfeistrom poor quality home
environments and, consequently, carry with themtemal baggage. The problems
students have at home cause them to do poorijhabk@and many students come to

school hungry and poorly clothed.

All respondents mentioned the importance of pasapport. Parents should
impress on their children the importance of sclaoml should be academic resources for
them. Gail said “They don’t have that snob fachart, they have lower expectations for
themselves and | think part of that is environmalut the teachers, but their (students’)
backgrounds and the kind of families that they dme from.” According to several
participants, parents of SMS students do not enipddise importance of academics at
home. This is particularly true of students whodw@g poorly at school. Parents who
do not put school as a priority in the home tentdawe children who are unmotivated.
Students are unmotivated to learn and do not pth fauch effort to do their homework
or class work. Many parents are divorced and woilkw paying jobs. Their efforts are
directed at putting food on the table at home, stndents often feel burdened
emotionally by the situations their parents must @éth. Referring to student home
environments, Darla said, “I think there are adiosingle parents that are doing the best
they can. Their kids are unsupervised . . . thelytieging themselves up. It’s just really
tough even with two parents, but when you are @ntist thinking about am | going to
have enough money to pay the rent and all the thiksmonth...it's really hard to
overcome that driving force to remember oh, I'vé tgocheck all the kids’ homework.”

In addition, she said, “I think some of them comedhool hungry. | think some of them
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come to school thirsty. | think that some of thesme to school with situations that

learning’s the last thing on their mind.”

It is commonly believed that students at SMS coramflower SES households
and, because of that, do not know the efforts ret&mlsucceed. Galil, in particular,
indicated that SMS had “the basic poor kids” whamedrom families whose parents do
not have the intellectual ability to get higher payjobs, who do not emphasize
education, and who often cannot help their childtenome with their work because they
themselves may have not finished high school. learghe explained that, “The teachers,
we’ve all been trained the same. There’s not affgrénce in the teachers. | mean,
you’ve got good teachers and bad teachers and $@hare burned out and some that
aren’t, but there’s no difference in the teach#'sthe kids.” Those students who do
poorly in school come from families who do not emagilze education. Gail also
suggested the school’s state test scores confertotier SES level of the students.

Carol and Hannah believed that students were oftenpervised at home and
were left to raise themselves and single parespeaally, may not have the time or
energy to help with homework in the evenings. Carml Gail said that low achieving
students often have lower expectations set for thetheir parents. When | asked Gail to
describe a typical SMS student, she said, “Our &résbasically lower income. I'm sure
we have middle income but we don’t have that reailijn income that sets off the

difference.”

Eve said, “I think we have a very uniqgue demogrephihink we have blue collar
worker type kids, we have middle management kidd,unfortunately we have some

that just don’t have work at all. When they startbdnging the boundaries around we
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lost the affluence and we were left with the transpeople, who were renters, not home
owners. We got a larger and larger percentage rofchool population became those
people.” Darla added that students with blue callarking parents are harder to teach,
but also said that students at SMS are no diffatent students at the other middle

schools in the district.

Gail said that some students are “just downrightsnaart, | mean, you know
we’ve got some kids in our classes that are bargerhentally retarded and we're
expecting them to do this higher level math.” ldi#idn she said, “Even kids with
average to above average intelligence struggléonit always get it, and we're
expecting a lot of these kids who don’t think, tlsee black and white, they don’t see any
deeper.” Those students she suggested would neliewva to a higher level of learning
and generally hold other students back in the rdass. Teachers must accommodate
low achieving students so much that the rest osthdents are not sufficiently
challenged. Referring to special education studemssaid, “If they didn’t have a

calculator they'd be clueless.”

| asked Ann about the academic challenges studeisS faced. She replied, “I
think there is less expectations on those studeints we always know are special
ed...and | say that as...that’s kind of the idea, vib#y're already special ed...so | can’t
bring them up here, it's almost an impossible dréauoring that academic student up
there, so how are we as teachers really goingttontgethat nitty gritty and really do
what that student really needs me to do. Do | ydadlve time to do what you need me to

do? Because I've got all these other kids in h&nel sometimes I've got these kids who
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have learned how to fail and are good at it, areilly don’t know how to motivate

them.”

She said that she had heard other teachers congfiairt having certain students
in their classrooms because they would likely rmowell academically. They did not
want that to reflect on their teaching practicdse Seard one teacher say that special
education students cannot learn and that classelslwe better off without them. Ann
said, “The premise behind inclusion was let’s rietentype, let’s not point out...l don’t
think that’s a reality. | think that’s the intentidout | don’t see that as reality. | don’t see

that as a reality anywhere.”

“So you still see, maybe some faculty membersiattiilding who still have
stereotypical attitudes towards special educatiodents? What would some of those

stereotypes be?” | asked.

“Yes....most definitely. I've heard the regular eddkers say things like well, my
test scores would be better if | didn’t have adl §pecial ed kids in that class. There’s an
implication in the word co-teaching that says, neitls an impression that | hear, in
how I'm listening. But to me it’s like, well, tha’my co-teaching class. And so that’'s
supposed to be the explanation for why these teses are low, or why there’s
discipline issues in that classroom.” Ann spokeudlsomments she had heard other
teachers make, “Sometimes there is the referermet #te economically
disadvantaged... we can’t expect as much of econdijndisadvantaged students. The
economically disadvantaged students are the remsaan’t get our scores up.” She had

heard similar comments being made about Hispaondesits as well. Teachers, Ann
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suggested, feel frustrated because they do not kmowto teach students with special
needs. Gail also spoke about the negative effpetsa education students had on
academic achievement, suggesting that low achiespegial education students should
not be placed in the regular classroom becausecindyg not meet the same expectations

as regular education students.

Hannah complained that students did not have gaw# @thics, lacked empathy
for other people, and did not have a spark fomiegy. Barbara and Eve added that SMS

students had not learned to respect other people.

Beliefs About Student Learning

| asked teachers about student learning, spedifjcahat the teachers believed
about how students learn and the responsibilityttes have in the learning process.

Probing questions were asked about teacher assasshstudent learning.

Eve said, “I would think at some level you would/edo say that the teacher’s
success is tied to the student success, or attlestunderstanding of the basic concepts
and I'm not sure that testing them may fully tesiether or not they fully understand the
concepts.” When probed, most teachers said ifestisddid not perform well in class,
then the way their achievement was measured sleubthanged. Eve went on to explain
that students do not prove their understandingsaftgect or concept simply by
answering questions on a test. She said, “My paitgtefinition of student achievement
would be if a student can grasp, throughout thessoaf a semester of a year, four or five
basic concepts in the subject matter and reallerstdnd what they are and how to apply

them to different situations.” Most respondentsititmed that student learning must be
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measured in multiple ways using a variety of atiggito get a real indication of their

abilities.

Darla emphasized that teachers sometimes usedl|fewalaations, such as
chapter exams, too frequently and, to get a madéstie idea of academic abilities,
teachers must use less formal means. She saideidoy assessment has got to be a
summative assessment, it can be a formative oneaiWenake them successful in that
way, and | think that we need to.” When | askedfoeexamples, she suggested
teachers assign more hands-on activities and psoj@ed “just because they can’t put it

down on paper doesn’t mean they’re not learning.”

Ann also commented on student achievement by saifiog me an assessment
of student achievement is...can they really commueitame that they know, what they
are supposed to know? Can they verbally and canitheriting express intelligently,
and maybe that’s a wrong word to use, can theyssgpnow they feel, what they think,
can they let me know what they know and how thejeustand something? | don’t think

a test score is a good assessment of whether arstatlent knows something.”

| asked the teachers about the role they play#akin students’ learning. They
provided information about the characteristics gbad teacher and the behaviors
teachers need to exhibit to help improve studearhiag. Eve said that an effective
teacher should be “positive and happy and enjeyitifgeneral. I'm willing to bet that if
they have any skills, any ability to teach at laért they’re going to be effective. If
they’re a good people person | think they couldbeffective teacher without seeing

them in the classroom.”
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Faye said, “Teachers should be enthusiastic amalgcadf you don’t like children
you don’t need to be here. A teacher needs todmnared, and knowledgeable of the

curriculum and the policies and procedures. Sheldhze consistent in everything.”

Hannah indicated that “to be effective you havsttow kids you have empathy
for them. That you care for them as a person noisis student. To be effective you
have to know your subject, whatever it is you'recteng, you have to have a
background, an adequate background for it, ancstivditere experience comes in.” Galil
added that effective teachers were “flexible, mat rigid. Teachers need to be willing to
go outside the box.” Most teachers believed itipartant to be prepared for class and to
provide students with a variety of activities tdgheith motivation. They said that
students are more likely to be motivated if theyeha variety of stimulating activities in
which to participate. When probed, they said cla@sr activities and assignments
needed to be applicable to the students’ livesnidhradded that reading assignments
should be about things students like to do andgtuatents would not engage if the

reading assignments were not interesting to them.

All interviewees saw student motivation as the majustacle to academic
success. Although they believed that it is theheeg job to motivate students, they said
they were often unable to do it. Barbara indicdbed she often allowed students to work
in groups together and that they responded wéehdt She regularly liked to try new
techniques in the classroom to entice her studerddelieved that all teachers would

benefit from having additional training in classmoanstruction.
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Darla indicated that teacher effort was importangétudent learning. “I think part
of the problem with teachers is they are overwhdlnhéhink the other part is that it takes
effort and some don’t want to make the effort.ihkhsometimes we don’t try because it
would mean more effort and if you put forth theoefthen you might care about the
students,” she said. She admitted that it wascditfisometimes for teachers to develop
new activities and lesson plans, and often teadahersot want to put forth that effort.
She suggested that teachers at SMS do not conlsalanportance of student learning

and achievement when developing their teachingtess

All participants said that teachers should be keolgkable in their content areas.
Eve added that teachers needed to teach life skilgell, such as time management and
cooperation with others. Ann, Barbara, and Darthcated the importance of remediating
students when they do not understand subject cor@@arol admitted that she struggled
with remediating students during the day becausealghnot have the time to do it in
class. “Students who do not understand conceptddlattempt to get help before or
after school with their teacher, or their parerdutl provide tutoring at home. It is
difficult to move forward with objectives for theilgiect and remediate students at the

same time.”

According to most of the interviewees, the statpined core curriculum tests
(CRT) did not assess students’ knowledge adequatkegt teachers did not think these
exams indicated what the students knew. They badiégsachers no longer had the
freedom to be creative because they were requiregath only test related information. |
asked Gail what she thought about the required steams. She replied, “I think we need

to teach to the test, and | hate saying that hieife’s not spelling on there it's not quite
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as important as it used to be. One of the big #img don’t pass is research. Research
has nothing to do with the way they ask the tesstjans. We need to forget about

teaching them research and teach them how to pastest.”

Gail went on to say that the students at SMS haohésl how to be unsuccessful,
through years of practice at the elementary sclevel. Students who did poorly at the

elementary level would likely do poorly at the mieldchool level as well.

Beliefs About SMS

| asked participants about their beliefs concertinggability of SMS to improve
student learning. Every teacher said that SMS hadbility to improve academic
achievement; however, most indicated they wereglewerything they could and did not
understand why the students still lagged behinather middle schools in the district.
All but Barbara indicated that the faculty facednypabstacles to academic

improvement, including student ability and familyacacteristics.

Ann and Hannah added that SMS had teachers netediagire because they put
little effort into their teaching. Ann said, “it 8 blooming hard to fire a bad teacher that
all of us are paying the price; if a teacher isfommed and has to make changes, there is
such a rig marrow, that a principal or an admiaisir has to go through. There are
people in classrooms who are not teaching.” Hammdibated for students to experience
real improvement in achievement, faculty would hewbe replaced. She said, “I can tell
you that | really felt out of place my first yeagre. Teachers don't really do things
together. There doesn’t seem to be a lot of gewetadsiveness. It just seems everyone

kind of stays in their own room and don’t have tadbinteraction with other people.”
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She went on to say that, “I've voiced several ofepynions what | thought we could or
couldn’t do and it was not well received so | ththkt if you truly want to see if it's the
staff that makes the difference then | think ttefsteeds to be dispersed and other
people need to be brought in.” Darla said thatesteachers at SMS were lazy and
content with the status quo. They saw no reaschaoge what they did in the classroom
and were not encouraged to change by the admitnistraf the school. Those teachers

had no fear of losing their jobs and thus did ndtfprth any effort to improve.

All participants spoke about the importance of kescollaboration. They said
that spending time talking and sharing ideas witieoteachers was important to
improving their teaching skills. When | asked wtiaty considered to be collaboration,
Faye said that it meant sharing things such agstudork sheets and classroom
supplies. Ann, Barbara, Carol, Darla, Eve, and Harsaid that collaboration was
sharing ideas about how to teach certain conceitients. All respondents said they
did not have time to meet and collaborate with oteachers outside of the school day.
In particular, Barbara, Carol, and Eve mentionexy thhad other work and family
obligations that kept them from spending more taokaborating with others outside of

the school day.

| asked the teachers what they thought about miiesl learning communities
and how collaborating with other teachers helpednthEve said, “I think in theory it's
probably a good thing, but theories are alwaysedhms in the sky kind of things. When
you get down to actually implementing it, you'vet ¢@ convince them that it's going to
work.” Ann answered my question by saying, “Colledimn is one of those things that is

expected of us right now....it's going to have todree a new habit. And | think some of
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the reasons it's not embraced readily is because/grear there’s something new that’s
coming down from the ivory towers, you know? Thera’lot of time where there’s lack

of trust with what comes down from the powers tiat

Darla said that most teachers wanted to be in tveir classrooms and not be
bothered by anyone. They did not want to spend toll@borating with other teachers.
She went on to say that collaboration took efforbst teachers did not want to put forth
effort, and they would not collaborate with otherdess they were forced. Eve said, “It's
hard for us to find time. | guess we could sit daamd we could say we’re going to do it,
but with my kids’ stuff on the weekends and therttigg more involved with high
school stuff, it's just difficult.” She went on gay, “We share stuff back and forth all the
time...worksheets or notes. We've discussed the ppiigsiof trading off teaching
particular parts of the subject matter becauseobmis might be better at it. It's fun to
plan that kind of stuff.” | asked Eve if they hacketraded classes, as she had suggested.

They had not.

Gail added that although collaboration was good,ditl not think her input
would matter to her colleagues who, she said, weté their ways and not willing to
change. She said, “PLC’s (professional learningroomities) could be a lot better. The
stuff discussed is not practical for my classrodimre department teachers get together
every Friday, but I'm too busy to go. Mainly, thalyeady know what they’re going to do
because they've done it for 30 something yearsy Tloa’'t change their plans one year to

the next, so | thought, | don’t have time to justisere.”
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Barbara answered by saying, “I collaborated witieoteachers if | came across a
good website or things that would work well in ttiassroom; we’d email each other just
so we could all use it. We didn’t necessarily havaeeting.” She added, “I think with
our professional learning groups, that’s where e@¥aking some changes. | think
coming together as a department and being ablektdiferent ones how are you
teaching this because you're having more successat.avk you doing that I'm not

doing?”

Faye indicated that she was not pleased with steictis PLC initiative, “I'm not
sure if the formality that they’re attacking it Wihow is all that necessary. You know, it

just is a real pain. | just don't like it.”

In addition to PLC’s and collaboration, | asked teachers about the importance
of professional development (PD) to effective teéaghMost teachers indicated in their
responses that most PD was not valuable to thembaBasaid, “You want the time that
you spend doing professional development to beymtdge and applicable to what
you're doing. We want to be able to learn sometlaingd take it back to our own

classrooms.”

Darla responded by saying, “I think there’s alwaysm for improvement and |
think sometimes I'm not willing to go above and beg, and | need to. | sat in a summer

class at TU for one week; it was free. | was thva@ith one other teacher.”

“Did any of your department members go as well@sked.

“No, | think part of our problem is that we thinkat we’ve gotten as much
education as we need,” Darla replied.
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| asked Eve what she thought about professionaldpmnent. She said, “The
district stuff...rarely does that have an impact dratM do in the classroom. | take one or
two little snippets and | might try to work thosesomehow, but overall, | think it's
probably true of most teachers, we go and we Hdedause we’re supposed to, but we’'d

all rather be in our classroom and work.”

Ann responded to my question by saying, “Profesdidevelopment activities
need to be applicable to what we are doing in thescoom. If | have to hear one more
time about brain based learning, I'm going to gaegt | know kids have brains and they

think differently, give me some real activitiesuse!”

| asked the teachers what the school could dordiftéy to affect student learning
positively. Most indicated that the school was doaverything it could. Hannah said,
“We will do whatever it is, but you've got to tels. You've got to show us. You can’t
just say you’'ve got to change. You have to givealsvant information. You want us to

change, tell us the script, tell us exactly what y@nt us to do.”

Observations

Classroom observations occurred after the initisdrviews. | observed each of
the eight teachers two times, each observatiom{pdb minutes. The teachers were
asked to choose the class period and date foraesgrvation. Only one teacher,
Barbara, expressed a preference, and that wascfassishe did not want me to observe.
All other teachers said they had no time or dagégpence. Arrangements were made

prior to each observation and none of the obsemativere spontaneous.

59



The observation guide identified specific teachehidviors: teacher actions before
class began, routine activities performed by tleher, lesson objective, classroom
activity/assignment, methods of presentation, aadter response to student behavioral
concerns. Other CTE behaviors observed were tepehnseverance, preparation, effort,

and attitude.

Behaviors Before Class

All of the teachers stood in the hallway outsideh&fir classrooms during the
intervals between classes. | stood nearby and o&ie teachers were drawn to speak
to me instead of to the students entering the roopassing by. Three teachers spoke to
their students as they entered the classroom,lysualcoming them to class or
reminding them to bring their books to class. WhAan tried to speak to her former
students in the hallway, they seemed pleased #moatedged them and replied to her.
Those teachers not speaking to students spoke tostead, almost ignoring students as
they entered the room or passed by. None of tlelhéza spoke to other faculty members

in the hallway.

Routine Activities

All of the teachers checked attendance within its¢ $even minutes of class.
Ann, Barbara, and Faye required students to enigagye academic assignment, known
as bell work, during the time they completed roaifimocedural responsibilities at the
beginning of the class period. Bell work is meangét the students on task immediately

at the beginning of class, and the assignmentuallysrelated to the previous day’'s
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lesson. It is meant to take only a few minutesaimglete and is usually an assessed

activity.

Six of the eight teachers wrote the assignmenétivities for the students for
the week on a chalk or white board at the frorthefroom. Only one of the eight,

Barbara, included the academic objective with tttesdy/assignment.

| observed Barbara and Eve once each during thearsl period, a period five
minutes longer than the others because the annmemts were read by the principal
over the intercom each day at the beginning ofsclake announcement time included a
moment of silence, the Pledge of Allegiance, amtega school information. Barbara
modeled the expected behavior during the momesilerice and the pledge; however,
Eve spoke to students during each of these, disgugsth students missing assignments
or make-up work. Students in Eve’s classroom gi&ie to each other during the

moment of silence and Pledge.

During the first few minutes of each class, alltiggvants allowed students to
borrow pencils or pens and paper from other stidiéthhey needed to and to prepare
their materials for the daily activity. The teachgmpically began with the daily lesson or
activity immediately following taking attendancepgroximately seven to eight minutes

were needed to take care of the routine activitedere classes formally began.

Lesson Objectives, Activities, and Assignments

Darla and Hannah began their classes by brieflya@xpg to the students what
the activities would be. Darla explained to hedstits that they needed to copy the
information displayed on the whiteboard. Hannahisether students that they would be
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adding to their notes they had begun the previays Mone of the teachers began class
or at any time during class advised the studentt wie objective of the lesson was or
explained what activities were planned for theretyiof the period. In most of the
classrooms | observed, | needed several minutdsteymine the lesson’s objective.
Once the teacher spoke for a while | was able ¢eréan what the objective was, but was
unable to determine what was done the day befohewrthe day’s lesson applied to

future lessons.

Of the 16 classroom sessions, 10 included a teanhde worksheet or an
assignment from a workbook or textbook. In onlefistass periods did the teachers
lecture or lead a class discussion. Two class geneere dedicated solely to grading
homework papers. In one class each, Carol andusad the entire period to review the
homework from the previous day. Students were agketieck their own papers while
the teacher presented the answers. Students i@nedlto ask questions with the
teachers providing explanations. Students thereplab®ir assignments to the front of

the rows and then to the teachers.

Both lessons | observed in Darla’s classroom inetiidhe use of hands-on
manipulatives to support the objective, with thacteer modeling the expected student
behavior. All students participated in these attégiand seemed excited about the
opportunity to work with their hands. Darla prowidall materials to the students
requisite for the project and demonstrated the/iagtas she gave verbal directions to the

students.
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Eve, during one class period, attempted to implgraestudent Socratic Circle.
The objective was to allow students to questiornedlber about the current text chapter
and take notes on the information discussed. Stadegre arranged in two concentric
circles, with approximately 10 in each circle. Eatident in the inner circle was to ask
guestions, one student at a time, to another stwdémn that circle to offer an answer to
that question. Students in the outer circle werake notes based on the student
discussions. After about 10 minutes, the studemitsised circles to repeat the
procedures. Eve acted as a moderator to keeputiergs on task. She later told me that
was the only time she had used a Socratic Ciraetlzet she wished she had spent more
time explaining to the students the proceduresadiodiing them to prepare. The students
seemed confused about the activity and appeaneot tnow the subject well as their

guestions posed to each other were very simplistic.

Faye, during one period, put students into grafgsre and six and gave them a
review sheet to work on together in preparatiorafoupcoming test. Many students
were not engaged in the activity and did not appeae participating within their
groups. During the final 10 minutes of class, dimneed the students to play a game that
was not related to the subject. It appeared totbaafiller until the end of the period.
During her second observed class period, studeets colored pencils to decorate a map
of Asia, identifying specific geographical locat®mhey were allowed to use their
textbooks as resources and to work in pairs. Fagasionally walked around the room
speaking to students and checking their progrdss s&t behind her desk for the majority
of the class period and appeared to be checking emher computer and grading

papers.
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The assignments given to students out of the tekibincluded guided reading
guestions at the end of each section of the chapieg read, review questions at the end
of the chapters, and vocabulary terms to be defifethe assignments provided to the
students included both teacher made and publishdemworksheets and maps.
Occasionally a few of the teachers allowed studenpday subject related games on
computers. Graded assignments typically includelg ball work, textbook assignments,
worksheets, quizzes, and exams. One teacher (Geaned grades for what she
referred to as “school work” which included bookigaments, classroom behavior, and
class preparedness. Part of the students’ grades itam whether or not they brought

their notebooks, paper, books, and writing utensildass.

Occasionally, a few teachers assigned group geojequiring students to work
together to complete tasks. Typically, though,gr@ups were given the same type of
assignments individual students were given, suathapter work or review worksheets.
Only Barbara required students to work togethea oegular, almost daily basis. At the
end of the class periods, none of the teacherswexd the day’s activities or lessons, or
previewed the next day’s activities. Faye and Harfirashed the lessons before the end
of the period and had an average of five to sevienites left. Students were allowed to

read their library books in Hannah's classes, @elfeee time in Faye’s classes.

Presentation Methods

A variety of teaching methods was observed. Mb#h@®teachers gave verbal
instructions and explanations to students durieditist half of class, with the second

half being dedicated to student independent pmciaring the verbal instructions,
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teachers typically walked at the front of the ro@mg occasionally down the aisles
between the rows of students. Assignments usuatlyded a book assignment or a
worksheet. When students had questions about depé&mdent work, they either raised
their hands or simply called out to the teacherniNaly, the teacher went directly to the
student’s desk to help. On one occasion, Eve $ahtde& podium and lectured, with
students filling out a teacher made outline-stytegksheet. As she lectured she verbally
cued the students to fill in a particular partloé butline. She would say things like,
“This is important to know,” or “This will probablige on your test,” to identify to the

students when they should include something i thaline.

Carol led a review game during one class peridt thie use of the Smart Board.
Review questions were written on the Smart Boattl wiultiple choice answers.
Students were equipped with signs indicating chéicB, or C. Students raised the sign
of the answer they thought was correct. A couplstadents in the back of the room
paused briefly before raising their signs to seatvdther students answered. When they
saw what the majority of students indicated, tloeyraised that particular letter sign.
Students received extra credit points for correatigwering the review questions. Carol
did not address the students who occasionally didaise a sign indicating an answer. |
was not sure if they simply did not have enougtettmanswer the question or if they did

not know the answer at all.

Teacher Responses

Most teachers appeared to be quite courteousitieists when speaking with

them, saying “please” and “thank you” often. Whardents answered verbal questions
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in class, the teachers used phrases such as “gbgdnd “that’s right.” The students
who did not answer correctly were not scolded eateed poorly, but they were rarely
given the opportunity or encouraged to figure bwetcorrect answer. Typically, the

teacher went to another student for the correavans

When a student was not able to verbally answerestgpn in class posed by Gail,
she asked him if he was feeling all right, insimgthat because he did not know the
answer he must be sick. She asked the same saémmtminutes later if he was awake
because he appeared to be not paying attentioandimer, who appeared to be confused

about a procedure, the teacher said, “Every daynsw day for you” and then laughed.

At one point, Gayle offered extra credit to anydent who could answer a
specific question that another student had askedtam off subject topic. The teacher
went on with the lesson, while one boy feverislolgked in his textbook for the answer
to the extra credit question. The off-task studesis never re-directed and later scolded

for not being focused on her instruction.

Most teachers replied to student questions imnelgtiand asked for student
input during the class periods observed. On onasicn, though, Carol appeared to
ignore one student’'s emphatic plea for help oraggnment. Specifically, the class was
reviewing the previous day’s assignment. Afterwalla one student to use the Smart
Board to explain the problem, another student éxad that he did not understand at all.
Carol quickly went over the problem again. As stterapted to move on in the lesson,
the student again said he did not understand.atbint, Carol told him to read the text,

and went on with the lesson.
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There were no major behavioral disruptions dutirgobserved class periods.
The only behavioral issues addressed by the temaghalved students not doing their
work, not being attentive, or talking to other stats when they had an assignment on
which to work. Most teachers verbally correctedsthstudents. Students who were off-
task but not disruptive were ignored by the teasercause they were quiet and did not
draw attention to themselves. All teachers hadesitgdin their classes who sat quietly at
their desks, but did not participate in the acgiat engaged verbally with classroom
discussions. Barbara and Darla spoke to studertsnehne not engaged in the lesson to
try to gain their attention. When identified, tleathers would verbally direct specific
guestions to them about the lesson or would be whioeet and ask them to be attentive

to what the class was doing.

During one observation, Hannah had numerous stsia@éro finished their
assignments before the end of the class periothéstudents became restless, she told
them to get out something to read, referring tar iferary books. She directed a couple
of students to borrow books from her collectiorthia bookshelves at the back of the
room. After a few minutes she seemed to get frtedrevith those students who were not
reading. She verbally corrected them several tinyesaying “I've been nice, but you

haven’t done your part,” or “You need to get regdin

Collective Teacher Efficacy Behaviors

Four teacher behaviors associated with CTE weiladed in the classroom
observation guide: perseverance, preparation,tefiod attitude. Most teachers, when

faced with adversity in the classroom, were ableetocus and continue with classroom
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activities. Minor student disruptions were verbalbyrected by the teachers quickly.
Carol and Faye completely ignored some negativ@estubehaviors. They each had
several students off-task, not engaged in theictor talking to other students and not
attentive. These behaviors went on without any askedgement from the teacher.
Gayle and Hannah corrected the same students k&wera during the same class
period. The students were talking to each othemwhey were supposed to be working
on a worksheet or reading assignment. They werendsd repeatedly to not talk or to

work on their assignment.

Darla, during one observation, was unable to getSmart Board to work
properly. After only a couple of minutes of failatempts, she continued with the lesson
using the white board at the front of the room.iBgithe second observation, she
mentioned that she was not an expert with the SBwatd yet and asked the students to
help her with it. One student volunteered to halpwith the Smart Board and was able

to get it to function properly.

All teachers appeared to be well prepared fotdhsons taught during the
observed class periods. One exception, howeverEwasvhen introducing the Socratic
Circle to her students. She admitted that she badpent enough time introducing the
concept to her students. All of the teachers weke@to provide me with copies of their
lesson plans for a two week period of time. Fivéhef eight teachers did so. Only one,
Carol, had detailed plans that included copie$iefriotes she provided to her students
via the Smart Board. The other four teachers, Barlidarla, Gail, and Hannah, included
in their plans the topic or objectives of the lessand the activities for the class periods.

For instance, Barbara indicated one day that thie taf the lesson was solving equations

68



using addition and subtraction with the activityrgean assignment from the textbook.

Most of the daily entries in the lesson plans Fa four teachers followed that format.

All of the teachers appeared to put effort intacténg during the observed
periods. They completed routine procedures withvia fo seven minutes and were
prepared with the required materials for the studetivities. They used the majority of

the class periods for lecture, classroom discussiod student activities.

Faye did not present any new subject related mmédion to the students in either
observed classes. One class worked on a map,fidegtcities, countries, and
geographical sites. The other class period studeorised in groups to answer questions
from a review worksheet. In the latter, students &laout 15 extra minutes at the end of
the period without anything to do. During this tistedent talking increased and some

students got out of their seats and walked aron@ddom.

Gail, during both class periods, reviewed with shedents the assignment from
the previous day. After the reviews, students vggren an additional assignment out of
the book. The teacher was often distracted anshepoint, asked the students if they

knew what time the class period ended.

Hannah, during one class, led discussions witlstingents about short stories
they had read from hand outs she had given themréwous day. When they finished
reviewing those stories, about 10 minutes remaineide period during which they were
directed to read their library books. The otheresbed class activity consisted of the
students grading a worksheet assigned the prediaysAfter grading their own papers

and submitting them, they were given an additievaksheet to complete. Most of the
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activities for students in all of the classes lafgd involved some sort of worksheet or

book assignment.

Only three teachers, Ann, Barbara, and Darla,gotesl material to the students
for a majority of each observed period, with anyependent student activity assigned in
the last few minutes of class. Completion of thesggnments was expected to be done
at home and returned the next day. The teacheesnetrclear as to whether or not

students would have time the next day to work enassignment in class.

Classroom Environment

All but one of the observed teachers had decotatedvalls of their classrooms
with samples of student work and with subject eslgtosters and bulletin boards. Only
Faye’s classroom had completely barren walls watldecorations of any kind. The only
item on the wall in addition to a white board wasnzall one foot by two chalkboard used
for writing the weekly student activities. The itemvritten on the chalkboard were not
visible from my seat in the back of the room. last®ef using the whiteboard, Faye
preferred using an overhead projector and a pwindeall screen on which to put

student notes and routine student bell work questio

Teachers from the language arts department halbetion of books on book
shelves that they would allow students to check siatilar to a small library. Also, these
teachers posted a book completion form on theilsvealery time a student read a book
from the library. One teacher had a majority of aradl covered with these small, pink

slips of paper identifying the student’s name draltitle of the book read.
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Most of the classrooms had similarly arrangedifura. The teacher desks were
either at the front or back of the room with thedeint desks arranged in five or six rows
with five to six desks per row. The number of deiskany room was no more than 34.
The teachers’ area usually consisted of a deskamthdditional table arranged with the

desk in an L shape.

Barbara and Darla were the only exceptions tsthdent desk design. Barbara’s
students were arranged in clusters of four to eskd and Darla’s were arranged in a
large square with the student’s facing each off@ye, on one occasion, allowed students
to work in groups, but this was not the regulaaagement of the room. Usually, Faye’s

student desks were also arranged in rows.

Eve’s classroom was the only one with a notice&dlytemperature. Most
students wore jackets or sweatshirts to keep wahma.teacher later told me that the
thermostat was in another classroom used as a ¢eniph. This lab had tended to be
warmer than a normal classroom so the thermostasetower, thus causing the

inequity in Eve’s room.

All of the classrooms were painted blue, yellowbeige. Three of the eight had
Smart Boards. All others had white boards at thatfof the room. All rooms had two

windows with mini blinds covering them.
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CHAPTER V

Analysis

The purpose of this study was to examine the fseléachers at SMS held about
their students, student learning, and about teatheliefs of their collective abilities to
achieve the task of school improvement. Eight soitgect teachers were interviewed
twice and observed teaching in two class periaderination gathered from the
interviews and observations was presented in Chdpiehe purpose of this chapter is to
analyze the data according to emergent themegfbalbout students, academic

expectations and assessment, and belief abouttisaahSMS.

Belief About Students

Some participants suggested that students whoalido well academically were
often from low SES families whose parents did mopkasize the importance of
education. The teachers understood that SMS hauidhest percentage of low SES
students of the five middle schools in the distithcwever, none of the teachers had
access to SES identifying information. Other tHamough conversation with students
would teachers know the economic circumstanceledf tamilies. It was not likely these

type of conversations occurred with every studenssibly some students share
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information about their families with their teacbgbut not to the degree that would

allow the teacher to generalize this informatiomltgpoor performing students.

The overall opinion of the participants was tlinet $tudent body at SMS came
from blue collar working parents who may not becadad beyond high school. These
types of parents, they suggested, do not make 8dneapriority in the home, and this is
why students do not make it a priority either. Aldee teachers’ believed the low
performing students were the ones who were dis@groblems in the classroom, who
had little motivation to participate in classroontigties, and were often special
education students. Teachers with high levels d& @ill be persistent in their efforts to
meet organizational goals and will believe in thpabilities of the faculty as a whole to
achieve those goals, despite the challenges tisat @utside the control of the school

(Bandura, 1993; Goddard et al., 2004).

Academic Expectations and Assessment

There was an overall belief that academic expeciziat home were lower for
students at SMS and this was why they did not eepee academic improvement. Gall
verbalized this by saying the teachers were not#use of low academic achievement.
She said that lower achieving students, particplspecial education students, should not
be expected to meet the same academic goals asstitlents. Weisel and Dror (2006)
found that teachers with positive efficacious Hsltended to be more positive about
inclusion of special education students in the l@gtlassroom. Ann also mentioned that
it was very difficult to teach in an integratedsgeoom because the needs of the regular

students were often overlooked because of the refetie special education students.
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Some teachers identified poor quality home envirents as the cause for low
student motivation in school. They also indicateat tto motivate students, teachers must
create lessons that are interesting and appli¢atitee students’ lives. The lesson plans
gathered from the teachers identified typicallyethstudent activities: worksheets,
independent practice, and tests or quizzes. Obliservations, very few were student
centered or involved activities other than complef worksheets or work book pages.
Exceptions to this were the student activities arl®s classroom. Both included projects

created by the students with the teacher moddhegxpected student behaviors.

A school with high levels of CTE will have teackevho put forth extra effort to
motivate their students and will provide instruntibat has strong academic press
(Goddard, Hoy, et al, 2004). Very little was doaartotivate or encourage students who
did not participate in class discussions or stuglant engaged in the activities. There
were students in every teacher’s classroom thanaligbarticipate and were allowed no to
by the teachers. In the interviews, teachers iteécthe importance of motivating
students to learn and to participate; however ndueiass | did not observe any teachers
attempt to motivate those disinterested studerdanhh, in particular, said that it was
important to provide reading material that wasneséing and applicable to their
students’ lives. She encouraged her students tbingapendently by allowing them time
in class to read library books or books they boadvirom her personal collection.

During these times, there were several studentsdihnot read and the teacher
repeatedly told them to get busy. Although mostieiis appeared quite content reading,

some chose to talk with other students in the ckagsn with the teacher redirecting
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them. It seemed that the students ignored the ¢esiaflirections and the teachers, in

turn, took no additional measures to encourageeteuglents to comply.

Most of the participants, when giving direct ingtiion to students, did so from
the front of the classroom. Most participants welk@ and down the aisles checking
student engagement in the activity; however, thexnegally returned to the front of the
room to stand, or in the case of Eve, Faye, and] ®&asit at the front of the room or
behind their desks. There did not appear to be mmantmunication between the students
and the teachers when the teacher was statioried fitbnt of the room. It was only
while the teacher was moving up and down the athlgisthe students asked questions
about the assignments. There was never an ocoakiem any participant spent the
majority of the class time moving around the roancheck individual student work.

Ann and Gail mentioned concerns about having speducation students in the
regular education classrooms. Neither thought pleeial needs students could meet the
expectations of the regular curriculum. All pap@nts spoke of the importance of
teaching to the needs of individual students asdsssng student learning in multiple
ways. In none of the lesson plans analyzed orasstboms observed did | see any effort
to individualize instruction or student assessmé&he lesson plans provided by the
participants typically included a very brief deption of the topic being covered each
day and an equally brief identification of the stotlactivity. On one hand, teachers
believed that learning must be measured in mult\@gs to get an accurate assessment
of learning. On the other hand, they stated thatg difficult and often impossible to
accommodate different learning styles and abilifgesticularly those of special needs

students. Participants said that students are motevated to learn if the lessons and
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activities were stimulating. Stimulating activitieere described as those applicable to
students’ lives. Of the observed classes, the myadid not have activities other than
work sheets and book work. Other than Darla’s @&as, none appeared to be

particularly interesting or motivating.

Student learning was assessed in generally the saay in all of the participants
classes, even though teachers indicated the impmariaf individualized assessments.
Students completed worksheets, book work, quizzes tests, most of which were
graded by the teacher and used to assess studemnnfe Only Carol gave daily points
for student preparedness and participation. Nagiaant assessed student knowledge in
any other way, although all teachers expressedatpertance of varied methods to
accurately assess student learning. Although hasaessments of learning have to be
graded activities, only the graded activities wer@rded in the grade books and used to
establish success or failure in the class. Studétitsately could learn about and
understand the subject, only to fail the class thaseincomplete or neglected
assignments. Ann and Faye specifically mentiondtieir initial interviews that they
could assess student knowledge through discusaimhsonversations with students. If
this were the case, these could be used to helplest success or failure in the course as

well.

Lesson plans provided by the teachers did notatdispecific remediation
activities. Although most participants indicatee treed to identify and address students
requiring extra help, none identified ways theyspeally addressed it with their own
students. Carol, in particular, indicated she dilhave time to remediate during the

school day and it was the students’ responsililitgome in for extra help. Teachers felt

76



pressured, according to Carol, to remain alignddl thie districts’ subject pacing guides,
even at the expense of remediation. Barbara, CamdlEve expressed the lack of time
they had to provide tutoring services to their stutd before or after school. It was
commonly believed that those students who did gdadked motivation to improve. If
that was the case then, those students would atdeermotivated to come in for help

outside the school day.

Beliefs About Teachers

None of the teachers spoke about their own redpititysto the low achieving
students in the classroom. Darla was the only dme stated that she could put forth
more effort to teach her lower performing stude@@rol indicated her desire to keep
pace with the district curriculum goals, sometiraethe expense of remediating students
who lagged behind. Gail was the most outspokenggaaht about the responsibility of
the teachers, indicating that the teachers at SEI® doing everything they could, and

that it was the students who were the cause of SM&demic problems.

Most teachers expressed that good teachers weng,caell-prepared, and
enthusiastic. They also said that good teachers fiexible and able to provide
instruction in a variety of ways to ensure all €ni$ understood the material. None of the
classes | observed included a variety of instrnctictrategies. Lesson plans generally
included only the assignment the students werengptete or the topic being covered if
there was no student assignment. There was naatnahicof multiple teaching techniques
or student assessments, although these were methésnbeing very important to student

learning.
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Darla, Gail, and Hannah mentioned that many teacteSMS did not put forth
much effort in teaching. Darla went on to expldiattteachers should continue their own
education by attending additional professional tgueent activities. Most of the
participants spoke negatively about the distriptafessional development offerings.
Other than the mandatory programs provided todhehers, most participants did not
pursue additional training. Most participants menéd in their interviews that effective
teachers were knowledgeable in their subject aM@se mentioned anything about the
need to be knowledgeable about adolescent develdmneaew trends in education, such
as the use of technology in the classroom. Althceffiirt was reported to be important,
it did not appear that the teachers regularly sbagtside opportunities to improve their

own skills, other than the mandatory activitiesyided by the district.

Teachers commonly believed that collaboration Ive sharing ideas and
teaching activities with other teachers. They wadie to do this rather informally
through email and at lunch. They also shared ideasit teaching at departmental
meetings. They did not express commitment to tmenson goals of the school for
academic improvement or to the initiatives of tiedrett. Most participants spoke
negatively about the district’s plan to implememnfEssional Learning Communities in
the schools. PLC’s were meant to facilitate coltfation among teachers. There did not
seem to be an understanding of how teacher coli#ibarcould be helpful to teachers,
and although they believed collaboration was imgurtthey did not think they should be
required to do it. Two teachers (Ann and Eve) fagy preferred to be left alone and not
forced to collaborate with other teachers, and #&dohihat they would not seek advice

from others if they were not required to do so.
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None of the participants mentioned anything alblotinfluence of the physical
environment on student learning. Each classroomngasdy identical in the layout with
student desks arranged in rows with the teachds lokiag at the front or rear of the
room. Although decorated in subject specific pastaothing was unique or necessarily
inspiring. Faye’s room had no posters or subjeetiic materials adorning the walls.
Teachers spoke about the importance of motivatungests to engage in learning;
however, the physical environments of the classsodia little to inspire student

imagination.

Conclusion

The participant teachers spoke highly of the tddiof the school to facilitate
student academic improvement. However, they aldicated that the main obstacle to
improvement was the students’ lack of motivatiod anpport at home. If students came
from more affluent backgrounds, they would likebrform better at school. Instead,
many students required remediation, of which tlaehers believed they have little time
to provide. The teachers stated that they weregdewerything they could to meet the
needs of the students and that there was littleertiey could do to influence student
achievement. All of the teachers wanted studen®Vi§ to improve academically, but no

teachers mentioned what they personally needed to thcilitate such change.

None of the participants mentioned in the intesg@anything about the use of
technology in the classroom as being importantudent learning. Although they

mentioned the need to make lessons applicabl@dests, the only technology used in
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the classroom was the Smart Board, and it was msealy for projection purposes. Only

twice did | see students use it, and that was farg brief amount of time.

From analyzing the interviews and observationhefparticipants, it was evident
they had some preconceived ideas about the studedtstudent learning. They had
strong beliefs about the influence of parents adesit motivation, and saw that as a
greater detriment to achievement than the influg¢heg had in the classroom. Although
most of the participants typically spoke positivalyout their own efforts, a few criticized
the efforts of the other teachers. This was arcattn that they do not have a full belief

in the abilities of the school to achieve academigrovement.

The overall belief of the participants was thatsints at SMS were different than
students at the other middle schools, and thad¢heol faced obstacles that the other
schools did not. The participants lacked insighthtar personal responsibility to student
learning and rarely indicated their own need torimep instruction. Only one participant,

Darla, said anything about improving her own teaghpractice.
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CHAPTER VI

Summary, Recommendations, and Final Thoughts

Since 2001, SMS, one of five middle schools inidwéstern suburban
community, has experienced lower student achievemenath and reading than the
other middle schools in the district. With a studaopulation of over 500, it offers the
same curriculum and extra-curricular activitieghasother four middle schools but has
experienced higher enroliments of low SES and gpediucation students. Questions
arise regarding reasons for the lack of acadenowihrand how the leadership of the

school can facilitate school improvement.

This study’s purpose was to understand SMS teacheliefs about students,
student learning, and the collective abilitiestdd faculty to achieve school improvement.
Through understanding what teachers believed aiadent learning and the collective
ability of the school, leaders could implement gléor academic improvement.

Review

SMS had a faculty of 42 teachers, counselors, dndrastrators. Volunteers

were recruited by the researcher from the coreestilayeas. All eight teachers who
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volunteered to participate in this study were twitderviewed and observed teaching in
their classrooms. The first interview lasted apprately one hour and was audio-taped.
Each audio-tape was transcribed by me and givémetteacher to check for accuracy.
Ten specific questions were asked every particjpaith additional questions emerging
during each interview. After the initial interviewtsvo 45 minute classroom observations
occurred, with the scheduling at the conveniendb®teacher. | took notes during each

observation with the information organized accogdim emergent themes.

The second interviews followed the observatiorgs\aare one hour in length. |
took notes and later organized the data also atuptd common themes. Questions
asked at the second interviews emerged from treeatafuired from the initial interviews

and observations.

Data were also gathered from additional materlasked participants to provide
two weeks of lesson plans, examples of items thighhihprovide students during any
given lesson (work sheets, informational hand-q@iisyl descriptions of their student
grading policies. The information gathered was pizged into these themes: belief about

students, academic expectations and student assassmnd belief about teachers.

Conclusions

Teachers had a strong sense of self accomplishenenbelieved that they were
teaching to the best of their abilities. Howevdrservations of their classroom
performances indicated a distinct separation betwesv they thought they were
teaching students and what was actually occurtinthe interviews, both before and

after the observations, teachers held to certdiafb@bout what good teaching involved
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and looked like. They were specific about what beag techniques should be used to
motivate students; however, | saw few of thesenegles being used during the
observations. Participants also expressed thefoeelifferentiated evaluation methods
to access student achievement. However, there avagsidence that any teacher was
actually using the methods they described. Sined¢gachers selected the classes to
observe, | assumed they would have tried to pertorthe best of their abilities. Teacher
perceptions of their own abilities in the classroeere not congruent with their actual
performances. Student achievement at SMS willmprove until teachers change their

instructional practices to consistently include gd@aching strategies.

The participants were firm in their beliefs abstitdent demographic information,
such as socio-economic status and parent occupaiigpically, participants generalized
a few students’ statements about their backgrotmdft SMS students. The reported
demographic information does not support the teacheliefs. Further, the general
belief about parents’ blue collar occupations cowtibe substantiated. It was clear the
teachers were not accurately informed about thdesiis or their parents. Because of this
lack of understanding of the student body, paréictip made inaccurate assumptions

about their students and based many expressedstaheut them on those assumptions.

Pressures and crises outside the school envirareaaraffect CTE. Teachers
who meet challenges in a positive way will persevegardless of the pressures. Many
of the obstacles faced by educators cannot beattwaty such as student SES and
parental support and involvement. Teachers with kegels of CTE will meet challenges

with persistence and determination.
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Hoy, Tarter, and Woolfolk Hoy (2006) suggested tB&E along with the
academic emphasis of the school and the trustrehpmand students affect student
achievement. These three constructs, known as mtadetimism, are interrelated.
Sweetland and Hoy (2000) proposed that the orgaora climate of a school affected
student achievement. A school with a positive ctengould have teachers that promoted
high academic goals, had positive feelings abaeit 8tudents and colleagues, and were
empowered by their administrators. A positive s¢lotimate can promote positive

feelings of CTE.

Most participants spoke positively about the &bgi of SMS to initiate student
academic improvement; however, they assumed l@dponsibility for the actual lack of
improvement. Instead, blame was placed on studektdf motivation and the lack of
parent involvement. Although they indicated tha tbachers at SMS had the collective
ability to improve student learning, the lack ofravement was caused by outside
factors rather than the abilities of the teach®tsdent learning at SMS will not improve
unless the teachers’ perceptions and attitudest dlbeiu role in student achievement

changes and their skills improve in the classroom.

Bandura (1997) defined CTE as a group’s sharadflibht it has the capacity to
influence a common goal. For schools, the nornthefaculty regarding student
academic achievement guide individual teacher®astto execute the common goals of

the organization.

The theory of CTE suggests that a school’s teatpesitive feelings and beliefs

about the capabilities of the faculty as a whofeignce student achievement. Goddard,
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Hoy, and Woolfolk Hoy (2000) suggested that teashath a high degree of CTE help to
establish a culture of high academic expectatioistius help to facilitate these
expectations among the faculty of a school. A figowith positive CTE beliefs will
overcome obstacles to teaching, seek to learn &vers in a collaborative way, have

positive feelings about their students and colleagand will be highly motivated.

The participants expressed positive beliefs abmutbilities of the school, but
also expressed concerns about ineffective teaclietisabout those teachers being
allowed to remain on staff. When asked about thealcas a whole, they said SMS had
the capacity to improve student achievement; howekiey expressed reservations about
teachers in their own curricular departments. Haglers did not know how they could
initiate improved academic achievement as theyebed they were doing everything
they could with little success. A high level of leative efficacy is possible only when all

teachers believe in the capacity of the schoottoewe a common goal.

CTE is strengthened through mastery and vicagoypgriences. Teachers who
experience success in improving student achieveamhtvho observe others
experiencing like successes will exert effortsrioairage similar results in the future.
Teachers at SMS have not experienced significanestt academic improvement and are
hesitant to observe other teachers’ classrooms@sd #or the improvement of teaching
skills. They believed that SMS has the ability tieet student achievement positively;
however, they were unable to express how theyair tolleagues would facilitate such
improvement. Unless participants put forth thesls\of teaching effort needed to
improve student achievement and exhibit the gealitif high CTE, student academic

achievement will not improve. In a study of teacheliefs about special education
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students in the regular classroom, Weisel and @2@06) found that teachers who had
positive feelings about their abilities in the sla®m were in turn more positive about
their influence on teaching special education sttglel hese attitudes and beliefs about
their own abilities helped to create a positiveastitlimate that emphasized academic

improvement.

Chan, Lau, Nie, Lim, and Hogan (2008) suggestatidbhool climate was
influenced by teacher efficacy and commitment. @eeha positive climate, a school
must have teachers committed to the organizatigoals and willing to exert effort in
achieving those goals. Teachers who have highetd®f self-efficacy are more likely to

be committed to the organization.

CTE is affected by the level of effort on a taskl@zommitment to the
organization exerted by the faculty. Positive clienia characterized by positive teacher
beliefs about students, colleagues, and the gbdfe@rganization. The participant
teachers expressed compassion and caring forstiueients and a desire to improve
student learning. They also expressed their dgfaation with the abilities of some
teachers at SMS and the aptitude of some studerdBesl there, and the abilities of the
administration to initiate change. They were pattdy critical of the practice of
enrolling special education students in regularcatdan classes and about the abilities of
those students to achieve the academic goalsrsetféo other students. In addition, the
observations revealed a lack of academic rigohéenctassrooms. For CTE to improve at
SMS, teachers must commit to the goal of imprownglent achievement and must put

forth the effort to improve the academic expectatitor the students.
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Although | was an administrator in the buildingne of the participants were
directly evaluated by me to help encourage openesiadialog about the school. Nothing
revealed by them in the interviews or observed lyimthe classroom was to be shared
with the evaluating administrator. Teachers werecoasistent with what they said about
their own teaching techniques and what | actudtlyeoved. As the researcher and an
administrator at the school, | found it very ditfitin the second interview to confront
teachers whose teaching practices were not aligitadvhat they said in the interviews
for fear of appearing evaluative rather than urdmdadly position as an administrator
affected the types of questions | asked duringdu®nd interview, and thus, sacrificed
some potentially insightful dialog. How teacheesqeived me as the researcher might
account for the discrepancy between what theyisdite interviews and what was
observed in the classrooms. Comprehensive dialtgstudy participants was limited

because of my supervisory responsibilities in tlganization.

Recommendations

The data indicate a need for further researcherstbject of CTE and case study
investigations. Teachers with high levels of CTH t&have in certain ways to help
improve student learning. Observations of teacherdeling these behaviors can be
made in case study investigations; however, itfigcdlt to ascertain the level of CTE. In
addition to recommendations for future researatomemendations for practice at the
school level are also made that may add to thé&abflschool leaders to address

academic performance.
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Recommendations for Research

Much revealing information was gathered to helplaix the beliefs teachers held
about students, learning, and the collective asliof SMS to achieve academic
improvement; however, to determine the actual lIe¢€TE would require a quantitative
approach. The teachers expressed a belief in thiestof SMS to achieve the goal of
student academic improvement and stated that they techniques in the classroom that
would promote positive student learning; howevéseasvations of their classroom
practice did not support what they said. To bedigriain the collective efficacy of the
school, | would recommend a quantitative analyss included a CTE rating scale
completed by all the teaching staff. Both a quatitie and qualitative analysis would
provide a broader understanding of the connectetwden teacher beliefs and academic

achievement.

The test scores comparing SMS to the other foddhaischools in the district
concerned me because my school typically showedragshievement levels since 2001.
There is no way to know if the differences in theres were statistically significant
unless a quantitative study were conducted. Althabe differences | believe were
important, future researches may want to includaantitative component to their study

to determine the significance of the achievemeife¢radinces.

Data came from eight volunteer teachers, thusildcnot assume their beliefs
were the same as other teachers at SMS. Althoughwdae collected from multiple
sources to get a thick description of the belié¢fieachers, more participants in the study

could have provided additional data to help unéadthe dynamics of the school.
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Teachers from curricular departments in additiotheocore subjects may have given a

more robust description of the overall beliefsha teachers.

The teachers responded to me not only as therobsgdut also as an
administrator of the school. | believe their resggmto the interview questions may have
been biased. In addition, my bias as the researnhgihave affected the type of
guestions asked in the follow-up interviews sinweytwere based partly on observations
of the classrooms. | recommend that researchebmspaiitions of authority in a school

conduct only quantitative studies in that organato help ensure an unbiased study.

Further, it might benefit a school’s leadershipnigestigate school culture and the
effects of that on academic achievement as weltesihere is a relationship between
positive CTE and positive school climate. CTE aldpnes not explain how a positive
culture is established and fostered in an orgaoizaf qualitative study involving the
students and their parents to gain an understamditigeir beliefs about school and
student learning may be a useful tool in implemmenpositive change. CTE helps to
explain the effect teachers’ beliefs and behawanrge on student learning, but it does not

explain the effect of positive parental involvemanschool improvement.

CTE also does not explain the discrepancy betwdet teachers said they
believed about effective teaching and their practMany of the factors attributed to
positive CTE were verbally expressed as importgrihb teachers at SMS. Most
expressed that they were effective teachers; hawthey failed to exhibit behaviors in
the classroom that were attributed to instructi@fidctiveness. Argyris and Schon

(1974) postulated that people’s actions are guietivo types of theories: espoused

89



theory and theory-in-use. “Espoused theory refethe worldview and values that
people believe guide their behaviors” whereas ‘tiréo-use refers to the worldview and
values reflected in the behaviors that actuallyaltheir actions,” (Savaya & Gardner,
2012, p. 145). The teachers in my study may noe lzafull understanding of the
differences between what they express as impoetuntational practices and their own
actions in the classroom. If they are not awarehefdifferences then they will not be
able to improve their classroom instructional paed. Savaya and Gardner (2012)
suggested the potential of “critical reflection (CKp.145) to raise workers’ awareness
of the discrepancies between their expressed pmused, values and their actual actions
in the work place. CR allows workers to identifg thssumptions that guide behaviors,
guestion them, and then develop alternative behsw(®avaya & Gardner, 2012). For
future researchers, | recommend studying the effeic€CR as a tool for addressing the

differences between espoused theories and theariese of a faculty.

Recommendations for Practice

Participants had limited prior knowledge about S8fi&lent backgrounds and yet
held specific beliefs about their students andé¢ernd generalize information given to
them by individual students to all students atgtieool. If school leaders provide student
demographic information to the faculty to familisgithem with their students, attempts
to build a culture of understanding could resulinstruction designed to meet students’

needs.

Teachers at SMS lacked understanding of motivatitathniques that encourage

student engagement at school. Specific activitiesrasearch based methods that help
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engage and motivate students need to be availalhe teachers. For teachers to perform
better they need to know teaching methods and tggbs suitable for this generation of

students, and be able to use them.

Because the teachers need assistance to imprevengthods of instruction and
to match their perceptions of themselves and fiiformances in the classrooms, they
will need the school administration to enable theravaluate their own performance in
the classroom thoroughly and to provide them wothid such as videotaping technology

and extensive feedback.

Participant teachers expressed concerns abosugport they received from the
parents of students who were not academically eesjathey believed that many parents
did not support the school nor encourage theidohil academically. Greater effort by
the leaders at SMS should be placed on parentamlitq@rograms to develop stronger

teacher/parent relationships.

Final Thoughts

The teachers at SMS are caring and compassioaatmly for the students but
also each other. They all expressed a love for firefession and disappointment that
student achievement remained low, despite theartstf Although they believed they
were doing everything possible, they are not. Téheyery little to collaborate effectively
with their colleagues and do not seek to learnriacaly from other teachers. They make
assumptions about the student demographics, dionptgment the teaching strategies
they identified as effective, and have little matien to improve their teaching skills.

They are critical of, and have become resistarttianges implemented by the district
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administration. They have not shown the effort meekettd address poor student
achievement. It appears that they have not expmreemdividual successes in the
classroom that would encourage the kind of acadeneiss needed to improve student
learning. In addition, their limited knowledge aswpport of collaborative efforts with

their colleagues has negatively affected theirfigebf CTE.

The teachers at SMS should not be alone in thiggle to improve. It is the
responsibility of the school’s leadership, botlhat building and district levels, to
encourage teachers and insist upon improvemeny. §teuld provide the opportunities
necessary for teacher improvement and have thageuo address the problem areas of
the school, specifically, teachers who consistemgisform below expectations, who are
not committed to the organizational goals, and ateoresistant to implementing

research based teaching strategies.

More emphasis at the building level should be gula@n developing a teacher
mentorship program. New teachers to the professmrd benefit from being assigned a
mentor teacher throughout their three year probatypperiod. Resources should be
provided to recruit and train potential mentor tes&xs who will be committed to
academic improvement and to the long term goatee&chool and district. This would
help to create a positive culture at the schoa@llend establish expected behavioral

norms.

| believe that as long as teachers are permittedrhain unmotivated to improve,
they will remain that way. The leadership is theabet for change. One of the most

difficult tasks a principal has is to understane tlture and climate of the school
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organization and to implement strategies that eragmiteacher commitment to the
established district academic goals. These typebariges to the organization require

more effort and time than simply replacing teaclensitiating academic programs.

As an administrator and researcher, | encountszedral problems during this
study that | had not anticipated that may havectéfitthe type of data collected and how
it was collected. Even though | tried to guaranteseparticipants’ anonymity, there was
no way to be certain a future reader will not bke &b identify the sources. The
interviews at times seemed to be opportunitiesHerteachers to “unload” all of their
concerns about the school and the district. Ibssfble that many of the negative
impressions | had about the CTE of the faculty viesed on those opportunistic
occasions. | question if the interviews were comeldiby a person not in a supervisory

role, would the information gathered have beeredgt?

The purpose of this study was to investigate teabhkliefs. Action research
would indicate that building and district leadersuld use the results to implement
programs to improve teacher CTE with the ultimaiel @f student academic
improvement. Action research is directed at spepifograms within an organization,
rather than the organization as a whole. It wo@deéneficial for the school’s leadership
to concentrate on one initiative at a time, anevaluate that program regularly to
determine if it is accomplishing the establishedlgoTeacher input is imperative to

creating commitment to the goals of the school.

| had concerns about being a researcher in the baitding where | was an

administrator. Besides the concern over bias, If@dnticipated the difficulties of

93



conducting the interviews and observations. Onaeaasions | had to cancel the
scheduled observations because of issues thattheisequired me to be an assistant
principal rather than a researcher. | was also@woad about what | would do in an
observation if the teacher did something that negume to take on a supervisory role.
There were occasions when | wanted to point oatteacher during the observation that
students were not engaged in the activity. It wHgdlt to separate the administrator
from the researcher and to be strictly an obsernvtire classroom. | had the same
reaction during a couple of interviews when theheas expressed a belief that was a
contradiction to what | believed as an administtadm example was when Gail
expressed that teachers were not the reason stc@Eat’ement was low, it was the kids
who were to be blamed. | wanted to remain unbiadsedit was difficult to not say

something to her about her statement.

Since this study was conducted, Oklahoma appbedrid received a waiver from
the mandates of NCLB. All students now are to dkege or career ready by the year
2020. Included in the NCLB compromise, school disgrmust implement
comprehensive teacher evaluation systems by whiehdan identify and address
teachers who perform below expectations. In amotbar, teacher evaluations will
include student achievement quantitative datarasasure of effectiveness. For SMS,
the leadership now has a tool that, if used prgpedn work to encourage and improve
teacher classroom performance to affect studen¢ament positively. What will be the
effect, if any, of the new evaluation system orckest morale and school culture?
Potentially, administrators will be able to accehaidentify teachers who use good

teaching strategies effectively in the classroohmgy also will be expected to provide
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guidance and feedback to those teachers who artfiee as ineffective. If teachers
know they may lose their jobs if they are identfes ineffective, they may become more

motivated to improve their classroom practices.

One of the concerns that participants at SMS haslthvat poor teachers continued
to be in the classrooms with little done to addtass ineffectiveness. As for teacher
morale, perhaps if teachers see ineffective tegdhiliressed by the administration and
everyone held to the expectation of high teachiagdards, they will more likely become

committed to the organizational goal of academigromement.
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APPENDIX A

Interview Protocol

1. What is your favorite aspect of being a teacher?

2. What influenced you in your decision to becomeazier?

3. What things do you think are important to do topare for a typical school day?
4. What do you think affects student motivation in thessroom?

5. We've talked about student motivation, how does ithffuence you when
preparing your lessons for the students?

6. How do you think teachers influence one another?
7. In what ways do you collaborate with other teachers

8. To what do you contribute the increase in this stB&RT reading/math scores
last year?

9. What do you need from your school administratiohefp you do your job
effectively?

10.In addition to being in the classroom with the stoid, what other ways do you
think teachers influence students to achieve acaddlg?
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APPENDIX B

Classroom Observation Protocol

Describe the teacher’s behaviors prior to the bagmof the class:
Describe the routine activities performed by trecher during the class
period:

Lesson taught:

A. Objective of lesson

B. Lesson activity/assignment for students

C. Describe the variety of presentation methods

Teacher responses:

A. To student questions/comments about the lessoctioita

B. To students about behavioral concerns

CTE behaviors with description:

A. Perseverance

B. Preparation

C. Effort

D. Teacher attitude

Description of the classroom environment:
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APPENDIX C

Tables

Table 1: § Grade Proficiency Percentages in Math 2001-2009

School| 20014 2002-| 2003-| 2004-| 2005-| 2006-| 2007-| 2008-

2002 | 2003 | 2004 | 2005 | 2006 | 2007 | 2008 | 2009
SMS 71 80 79 75 87 83 89 69
HMS 77 75 79 84 87 89 96 12
CMS 82 81 81 83 92 93 95 78
OMS 79 81 88 96 92 87 95 72
CNMS | 82 72 89 89 88 91 98 87
District | 79 78 83 86 88 88 95 75

Scores represent percentage of students who saboedbove the proficient
score of 700.

Table 2: § Grade Proficiency Percentages in Reading 2001-2009

School | 2001-| 2002- | 2003- | 2004- | 2005- | 2006- | 2007- | 2008-

2002 2003 2004 2005 2006 2007 2008 2009
SMS 87 87 84 92 91 89 94 83
HMS 81 86 89 86 90 92 91 85
CMS 90 94 96 93 97 98 98 91
OMS 89 89 91 95 94 93 93 91
CNMS 87 82 93 91 94 92 93 84
District 86 88 90 91 93 93 94 86

Numbers represent percentage of students scorimgadiove proficient score of 700.
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Table 3: EOI Trend: % Regular Educatidh®rade Students Scoring Satisfactorily or
Above in Algebra 1 2004-2006

SITE 2004 2005 2006
#tested/#prof % | #tested/#prof %  #tested/#prof %
SMS 45/31 69 46/25 54 30/13 43
HMS 81/51 63 58/43 74 81/57 70
CMS 37/124 65 34/20 59 21/16 76
OMS 49/40 82 38/31 82 48/45 94
CNMS 48/43 90 52/38 73 52/44 85
DISTRICT 260/189 73 228/157 69 232/175 75
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Table 4: EOI Trend: % Regular Educatidh®rade Students Scoring Satisfactorily or
Above in Algebra 1 2007-2009

SITE 2007 2008 2009
#tested/#prof % #tested/#prof % #tested/#prof %
SMS 34/27 79 28/28 100 38/37 97
HMS 88/86 97 45/45 100 45/45 100
CMS 29/29 100 31/31 100 37137 100
OMS 50/50 100 40/40 100 66/66 100
CNMS 62/62 100 60/60 100 63/63 100
DISTRICT 263/254 97 204/204 100 249/248 99
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Table 5: District Middle School APl Scores 2000-200

School | 2001 2002 200 2004 2005 06 2( 2008 2009
SMS 1006, 1115 1206 1183 1213 68 12 1822 1293
HMS 1127} 1097 1161 1218 1225 16 13 1847 1398
CMS 1070| 1249 1264 1311 1285 2 13 1876 1414
OMS 1082| 1223 1242 1304 1382 34 13 1866 1350

CNMS | 1095| 1205 1079 1311 1294 43 13 1882 1381

District | 1076| 1178 1190 126 1280 5 13 1859 6713

Highest possible score: 1500
Table 6: Middle School Low SES Student Populatio622008
School 2002 2003 2004 2005 2006 200 2(
SMS 34 28 34 39 38 33 34
HMS 24 27 31 35 37 36 35
CMS 19 17 23 25 27 30 28
OMS 18 21 22 25 26 32 25
CNMS N/A N/A 37 36 32 31 27
District 23 25 27 30 31 31 30
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Numbers indicate percentage of student populatwolled at each site.



Table 7: Middle School Special Education Percerd&§$5-2008

School 2005 2006 2007 2008
SMS 19 19 20 20
HMS 18 18 19 17
CMS 16 16 16 14
OMS 14 14 15 15
CNMS 16 14 14 14
District 15 15 15 15

Numbers indicate percentage of students enrotledch site.
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Table 8: Faculty Statistics

Depart. | # of Gender Elem | Certif. Certif. Certif. Highly | Grad.
Teach. Certif. | Areas 1-3| Areas 4-6| Areas 7+ | Qual. | Degree

Lang. 7 7F 5 2 3 2 7 1

Arts

Math 5 2M,3F 2 1 4 0 5 0

Science | 4 4 M 0 1 1 2 4 2

Social 5 3M,2F 0 2 3 0 5 1

Studies

Special |7 2M,5F 3 3 2 2 7 2

Educ.

Other 14 3M,11F |3 9 0 4 13 5

Total 42 14 M, 28 F| 13 18 13 10 41 11
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Table 9: Middle School Averages for Math, Readmgg Algebra 1 Proficiency; API

Scores; SES and Special Education Populations

School Math Reading Algebra API SES Special Ed
Proficiency| Proficiency EOI Score . .
Proficiency Population| Population
Average Average Average
SMS 79 88 74 1202 34 19.5
HMS 82 88 84 1246 32 18
CMS 86 95 83 1299 24 15.5
OMS 86 92 93 1291 24 14.5
CNMS 87 89 91 1272 33 14.5
District 84 90 86 1262 28 15
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