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ABSTRACT 

DONITA LYNN CULLEN 
EFFECTIVE PRACTICES TO NARROW THE ACADEMIC ACHIEVEMENT GAP: 
A HIGH SCHOOL CASE STUDY 

Under the direction of DR. OLIVIA M. BOGGS AND DR. JOSEPH L. BALLOUN 

The purpose of this research study was to identify and analyze effective practices, 

policies, and procedures that narrow the academic achievement gap between African-

American and Caucasian students as evidenced by scores on the Georgia High School 

Graduation Test. Using four indicators from the literature, the study focused on the extent 

to which mentoring, smaller class size, individualized learning, and leadership behaviors 

influence the parallel achievement between the two ethnic groups. 

The researcher used quantitative data to identify the research site and 

subsequently used modified analytic induction to develop conclusions about strategies 

used to narrow the achievement gap. Methodology included multiple site visits, 

administrator and teacher interviews, and document analyses. The results of the study 

suggested that the four strategies of mentoring, leadership, reduced class size, and 

individualized learning did not narrow the academic achievement gap between African-

American and Caucasian students. The researcher recommends that future studies include 

examination of student motivation as an additional factor in narrowing the academic 

achievement gap. In addition, the research site should include a formal mentoring 

program to adequately evaluate this component and its impact on the achievement gap. 

x 



CHAPTER 1 

INTRODUCTION TO THE STUDY 

Research in the area of academic achievement among ethnic groups is prevalent 

in education. As a student researcher who also serves as a high school principal, the 

investigation of the academic achievement gap between African-American and Caucasian 

students is of great interest. Thus, the purpose of this research study was to explore the 

implementation of strategies and practices that can contribute to a narrowing of an 

academic achievement gap between two subgroups as evidenced on a standardized high 

school exit exam. 

An academic achievement gap continues to exist between African-American and 

Caucasian students. Since the 1960s, researchers have been analyzing differentials in 

academic achievement as measured by race (Hedges & No well, 1998; Schrader & Hilton, 

1975). The research has ranged from rural districts to urban districts comparing schools 

with a varying number of minority students enrolled. In 1965, the Equality of Educational 

Opportunity Survey measured the relationship between academic performance and 

student race (Hedges & Nowell, 1998). Since then, the inclusion of demographic data has 

become common on surveys and other research instruments in order to better compare 

academic achievement among ethnic groups. 

Data from the National Assessment of Educational Progress suggests that the 

academic achievement gap between African-American and Caucasian students has 

narrowed since the 1970's (Hedges & Nowell, 1998; Mullis,1994). The country 
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experienced a decline in the academic achievement gap between African-American and 

Caucasian students in the decades following the initial use of the Equality of Educational 

Opportunity Survey in 1965. In 1971, the number of individuals earning a high school 

diploma differed by 23 percentage points between African-Americans and Caucasians. 

The gap began to narrow during the 1970's and 1980's but the decline ended in 1982. 

Since then, the difference in diplomas earned between African-Americans and 

Caucasians has fluctuated between four and ten percent. In 2007, the graduation rate 

between African-American and Caucasian students showed a difference of only five 

percentage points. (Hedges & Nowell, 1998; King, 2000; Mullis,1994; National Center 

for Education Statistics, 2008). 

In Georgia, the academic achievement of students is the accountability 

measurement by which the performance of educational leaders and educational 

institutions are rated (Georgia Department of Education, 2008a). Educational leaders in 

the 21st century are expected to understand academic standards and know how students 

are mastering subject matter standards in the classroom. Furthermore, new evaluation 

measures for principals no longer focus exclusively on management of the school 

building, but on the leadership of faculty and staff to promote and facilitate academic 

achievement for all students (Bottoms & O'Neil, 2001; National Association of 

Secondary School Principals, 2001). Examining a setting in which a narrow academic 

achievement gap exists between African-American and Caucasian students will provide 

educational leaders with an example of an effective combination and implementation of 

practices and programs that foster an environment in which all students achieve academic 

success. 
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Academic success can be influenced by multiple factors in a student's life. One 

factor that can impact student achievement is cultural differences in the composition of 

student and faculty populations. The demographics of students and faculty can vary 

greatly in a school setting. In 2004, only 17% of public school teachers in the nation were 

minorities compared to 43 % of the students in public school being classified as minority 

(National Center for Education Statistics, 2007a). Neal, McCray, Webb-Johnson, and 

Bridgest (2003) conducted a study in which the cultural expectations of the faculty and 

staff differed greatly from the cultural norms of the students. The study recorded the 

responses of teachers concerning their perception of the academic ability of students 

based only on their walking pattern. The results of the study reported an assumption of 

lower academic achievement in male students that displayed a strolling walking pattern 

versus those students that displayed a standard walking movement. Therefore, through 

observation only, teachers made assumptions about the intelligence levels and academic 

abilities of students which could create an environment that is not conducive to learning 

and working toward academic success for all students. 

Socioeconomic status and community characteristics are also factors that affect 

student learning. Students who live in a community in which a large percentage of 

individuals are supervised by the criminal justice system may have a different perspective 

on criminal behavior than the teachers that do not live in a similar community (Mauer, 

1999). An African-American male student who lives in this setting may view the criminal 

justice system differently than a Caucasian teacher who lives in a different setting. While 

African-American men comprise only 13% of the overall population in the United States, 

they account for 49% of inmates in the United States (Mauer, 1999). Thus, an African-
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American male is very likely to know someone who has been incarcerated or been 

incarcerated himself. As a result, his adjustment to the norms and expectations of the 

dominant culture may be compromised (Tapia & Harris, 2006). 

The academic achievement gap varies among school systems across the nation 

and within states. Research suggests that variations in the achievement gap may be 

related to a number of factors including but not limited to parents' educational level, 

student's racial and economic background, access to high quality preschool instruction, 

peer influences, and teacher expectations (Education Commission, 2003). Despite the 

implementation of numerous research based practices to narrow the achievement gap, a 

school in which a narrow achievement gap exists is uncommon in many states. The 

observation of a school setting with a narrow achievement gap will provide data to school 

stakeholders that will assist all students in reaching their academic goals. The design and 

implementation of programs targeting at-risk students, such as African-Americans or 

students with a low socioeconomic background is the next step in closing the 

achievement gap. A review of programs that have been designed to narrow the academic 

achievement gap between African-American and Caucasian high school students 

highlights four components that together, can increase academic achievement for all 

subgroups. The four components are a) leadership, b) mentoring, c) small class size, and 

d) individualized learning (Bohrnstedt & Stecher 2002; Tierney, Grossman, & Resch, 

1995). 

Mentoring 

Mentoring provides students with the opportunity to develop a relationship with 

an adult. Mentoring relationships can be individual or group situations and school or 
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community based. Researchers report conflicting findings about the effects of mentoring 

relationships (Karcher, 2008; Roberts, Liabo, Lucas, DuBoise, & Sheldon, 2004; Tierney 

et al., 1995). Studies concerning community based individual mentoring programs such 

as Big Brothers/Big Sisters report a decrease in the use of illegal drugs and other criminal 

behavior by students that were matched with a mentor (Tierney et al., 1995). On the other 

hand, research has been reported by Roberts et al. (2004) that suggests that the positive 

results reported about community based mentoring programs such as Big Brothers/Big 

Sisters is unreliable because the results are based solely on data collected from 

participants still in the program and no other source. Thus, Roberts et al. (2004) suggest 

there is little to no difference between students matched with a mentor and those not 

matched with a mentor. In fact, studies caution against mismatched groups because if the 

match fails, then negative results can occur. 

Smaller Class Size 

The implementation of smaller class size in public schools in Tennessee, 

Wisconsin, California, and Indiana were instrumental in influencing programs across the 

nation. Reducing the class size, which refers to the number of students in a classroom, in 

the early grades, has been linked to increased academic achievement, especially for 

minority students (Krueger & Whitmore, 2001). An important distinction to make in the 

conversation about reduced class size is the difference between class size and the pupil 

per teacher ratio. Reduced class size reflects the number of students in a classroom. The 

pupil per teacher ratio refers to the number of students in a school compared to the 

number of adults in the school. Although reducing the class size has been shown to 
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increase academic achievement, the reduction of the pupil per teacher ratio has not shown 

positive results (Resnick, 2003). 

Individualized Learning 

Individualized learning allows students to work at an individual pace to master 

concepts. The identification of strengths and weaknesses allows the teacher to use 

specific teaching strategies to better assist the learner in achieving academic success 

(Brigham Young, 2008; Perm Foster, 2008). Advantages of individualized learning 

include flexibility in time, student-centered instruction, and immediate feedback on 

assignments. One disadvantage of individualized learning is the requirement for students 

to be self-motivated in order to complete assignments (Sullivan, 2001). Thus, the learner 

in an individualized learning environment can benefit from working at his own pace but 

must have the self-determination and discipline to complete assignments in a non-

traditional setting. 

Principal's Leadership 

The leadership in a school district and school building influences the academic 

achievement of all students (Cotton, 2001; Marzano, 2003; Mendez-Morse, 1991; Nettles 

& Herrington, 2007). At the district level, hiring qualified principals that are a good 

match for the vision and demographics of a school is critical (Johnson & Kritsonis, 

2008). At the building level, the relationship that develops between the principal and the 

faculty directly impacts student learning (Kruger, Witzlers, & Sleegers, 2007). Similar to 

the role of the superintendent, the principal must ensure that highly qualified teachers are 

placed in classrooms with high minority, low achieving students. In addition, teachers 

should have the opportunity to attend meaningful staff development in a variety of areas 
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in order to assist them in acquiring the knowledge necessary to teach all students at all 

ability levels (Bernstein, 2007). 

Statement of the Problem 

Educational leaders know that an academic achievement gap often exists between 

African-American and Caucasian students and despite the implementation of numerous 

programs and strategies that have been designed to address the achievement gap, the gap 

still exists (Mendez-Morse, 1991; National Center for Education Statistics, 2007b; 

Waxman, Lee, & MacNeil, 2008). Many states, including Georgia, are in the process of 

revising leadership standards in order to place more accountability for student 

achievement on the principal (Hartley, 2008). Thus, an increased emphasis on creating 

and sustaining a learning environment that addresses the needs of all learners highlights 

the necessity for leaders to gain an even greater understanding of the achievement gap 

and learn how to implement programs and strategies to narrow the achievement gap 

between African-American and Caucasian students (Mattison & Aber, 2007). 

Research Questions 

The following research question guided this study: What programs and strategies 

are being implemented in order to produce high academic achievement for all subgroups, 

thus narrowing or eliminating the academic achievement gap between African-American 

and Caucasian students? In an effort to address this primary research question, 

observations were conducted in one high school to determine the implementation of 

strategies used to narrow or eliminate the achievement gap. The specific focus was on 

four program components that have been identified as contributing to an increase in 

academic achievement for minority students: a) mentoring, b) smaller class sizes, c) 
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principal leadership and d) individualized learning. Inquiries were made of additional 

programs and strategies that were being implemented to address the academic 

achievement gap between African-American and Caucasian high school students that 

surfaced during interviews, observations, and document reviews. 

Theoretical Framework 

Robert Marzano (2003) suggests that all schools in the United States can 

effectively impact the academic achievement of students if research based practices are 

implemented. Researchers studying mentoring, smaller class size, individualized 

learning, and principal leadership conclude that these programs and strategies have an 

effect on the academic achievement of minority students (Bohrnstedt, & Stecher, 2002; 

Tierney et al., 1995). Despite the knowledge that these programs increase the academic 

achievement of minority students, an academic achievement gap between African-

American and Caucasian students still exists. Thus, the theoretical framework guiding 

this research study was based on Marzano's work related to effective schools and focused 

on identifying an effective combination of programs and strategies that contribute to 

sustaining a narrow or nonexistent achievement gap between African-American and 

Caucasian high school students. 

Importance of the Study 

High school principals reported in a survey conducted by the National 

Association of Secondary Principals that their daily priority was to establish the learning 

climate (National Association of Secondary School Principals, 2001). High academic 

achievement in the core areas of English, Mathematics, Science, and Social Studies is 

critical for students in the United States to be able to be successful in their careers and 
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post-secondary educational environments (Johnson & Kritsonis, 2008). Thus, this 

research study was important in exploring one aspect that affects student academic 

achievement, especially in the group of African-American high school students that are 

currently in a trend of achieving below other ethnic groups in academic areas. 

State departments of education, local school district superintendents, and most 

importantly, high school principals will benefit from the results of this research study. As 

states continue to strive to meet the rigorous standards of federal education legislation, 

many programs will be piloted to increase the academic achievement of targeted 

subgroups. The attention on underperforming subgroups becomes increasingly important 

to district and building leaders as pressure builds from the state to increase student 

achievement while maintaining a rigorous curriculum. 

The potential beneficiaries of this research study were high school students and 

principals. Students in a setting in which programs and strategies are being implemented 

will benefit by being the recipients of programs and strategies that are designed to 

enhance their academic strengths and improve their areas of weakness. The documented 

relationship between k-12 education and subsequent adult income verifies the importance 

of conducting a study that has the potential to improve academic achievement of African-

American students (Bureau of Labor Statistics, 2006). High school principals will benefit 

by gaining insight into an effective combination and implementation of strategies that 

increase student achievement. Both groups will benefit from identifying key components 

that are being implemented to address the achievement gap and the opportunity to 

attempt replication in their setting. 



10 

Procedures 

The study was conducted using a case study methodology. Quantitative data such 

as test scores and enrollment statistics were used to identify a high school in Georgia that 

had reported a narrow or nonexistent achievement gap between African-American and 

Caucasian students. Data used for analysis in the study were collected using classroom 

observations, interviews, and document review. The focus of the study was determining 

strategies and programs that improved the academic achievement of students and may 

have contributed to a narrow achievement gap between African-American and Caucasian 

students as evidenced on the Georgia High School Graduation Test. 

The site for the case study was selected following a review of the list of high 

performing principals in Georgia. Next, the school's website was reviewed for 

demographic data on student ethnicity. The search for a school site was further narrowed 

by identifying schools that had an equal enrollment of African-American and Caucasian 

students. Finally, student performance on the Spring 2007 administration of the Georgia 

High School Graduation Test was used to determine the final site for the case study. Only 

sites in which the academic achievement gap between African-American and Caucasian 

students on the Georgia High School Graduation Rate was narrower than the state 

achievement gap between the same groups were considered eligible. 

Once the site meeting the aforementioned criteria for the study was identified, the 

researcher used modified analytic induction to identify the effective implementation of 

strategies and programs to narrow the achievement gap between African-American and 

Caucasian students. Similar to the snowball technique described in the process of 

identifying a site for the study, the researcher identified four classrooms that modeled 
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effective implementation of programs and strategies to improve the academic 

achievement of all students (Bogden & Biklen, 2003). The researcher observed high 

performing teachers in their classrooms based on the recommendation of the principal for 

the duration of the study. 

In addition to observations, the researcher conducted interviews with the faculty 

and staff of the high school selected for the case study. The faculty members were 

selected using internal sampling. Internal purposeful sampling occurs when the 

researcher has an idea of what or who she needs to collect data from (Bogden & Biklen, 

2003). Due to a limited amount of time, purposeful sampling benefited the researcher and 

the study by allowing data collection to focus on the individuals that contribute to the 

developing theory of how programs and strategies are implemented to impact student 

achievement. 

Limitations 

One limitation to the study was the ability to generalize the findings to a broader 

population. The researcher did not identify a site that is "typical" or representative of the 

average high school in Georgia. By selecting a school that had an equal distribution of 

enrolled African-American and Caucasian students, and a school that had a narrow 

academic achievement gap between the two groups, the researcher was not as concerned 

with generalizability as with identifying effective implementation techniques. A second 

limitation was present with the use of internal sampling. The reliance on a small group of 

subjects also affected generalizability. Finally, the classroom setting changed during the 

course of the study as one teacher took maternity leave during the semester and two 

teachers were absent during the post graduation test interviews. 
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Definition of Terms 

The following terms were used in the study and are operationally defined as 
indicated. 

• Academic achievement - Grades and test scores earned on assignments or 

standardized tests that lead to earning Carnegie units and contribute to high school 

graduation or grade promotion. 

• Accountability - A single statewide system that will be effective in ensuring that 

all districts and schools make adequate yearly progress (U. S. Department of 

Education, 2002); the quality or state of being accountable (Mish, 2008). For the 

purposes of this study, accountability will be defined as the state of being 

accountable for ensuring that a school makes adequate yearly progress. 

• Background - The conditions that form the setting within which something is 

experienced; the circumstances or events antecedent to a phenomenon or 

development; information essential to understanding of a problem or situation; the 

total of a person's experience, knowledge, and education (Mish, 2008). For the 

purposes of this study, background will be the total of a person's experience, 

knowledge, and education. 

• College Preparatory Diploma - A program of study requiring a minimum of 22 

units. The program of study must include four units each of math and language 

arts, three units each of science and social studies, and two units of foreign 

language (Georgia Department of Education, 2002). 

• Culture - The customary beliefs, social forms, and material traits of a racial, 

religious, or social group (Mish, 2008) 
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• Environment - The circumstances, objects, or conditions by which one is 

surrounded (Mish, 2008). 

• Rigorous curriculum - Expectations established for students and staff that ensure 

that students demonstrate a thorough, in-depth mastery of challenging and 

complex curricular concepts (North Carolina Board of Education, 2005). 

• Technical/Career Preparatory Diploma - A program of study requiring a 

minimum of 22 units. The program of study must include four units of language 

arts, three units each of math, social studies, and science, and four units from core 

technology and career preparatory courses. (Georgia Department of Education, 

2002) 

Summary 

The well documented academic achievement gap that exists between African-

American and Caucasian high school students calls for an increased level of 

accountability for principals to create an environment in which all students achieve 

academic success. Thus, the purpose of this study was to observe the implementation of 

strategies and program components that have been supported by research to narrow the 

academic achievement gap between African-American and Caucasian high school 

students. 

The study used a qualitative design method in which a case study was conducted 

using classroom observations, interviews, and document review. The theory of 

successful implementation of programs and strategies to narrow the achievement gap was 

developed using a modified analytic induction model. The researcher used a snowball 

sampling technique to identify the site of the study as well as high performing academic 
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teachers. The results of this study were important to high school principals, high school 

students, and district level leaders. Thus, this research study contributed to the field of 

education through addressing a major part of public education, an increase in academic 

achievement for all students. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

Introduction 

The journey of the African-American in the United States has been well 

documented over the past four centuries. Beginning in 1619 with the first twenty 

indentured servants being brought to Virginia to the first African-American president, 

Barack Obama in 2009, the journey of African-Americans has included both high and 

low points (Wilson, 2009). African-Americans have overcome obstacles such as slavery, 

segregation, and unequal treatment to find success in employment, financial status, 

athletics, politics, and business ventures. But despite the great gains by African-

Americans, an educational achievement gap still exists between African-American and 

Caucasian high school students. 

The purpose of this study was to answer the research question "what programs 

and strategies are being implemented to narrow the academic achievement gap between 

African-American and Caucasian high school students?" The researcher answered the 

research question by specifically inquiring about: a) leadership b) mentoring c) smaller 

class size, d) individualized learning and e) any additional strategies that have contributed 

to a narrow achievement gap on the Georgia High School Graduation Tests between 

African-American and Caucasian high school students. The answers to the research 

questions will provide useful information to educational leaders striving to create a 

learning environment that produces high academic achievement for all students. 

15 
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This chapter will provide an overview of the academic achievement gap between 

African-American and Caucasian students as well as the role of the principal in 

narrowing the achievement gap between African-American and Caucasian students. In 

addition, the scholarly literature reviewed in this chapter will explore strategies that are 

often part of programs designed to increase academic achievement for minority students: 

a) leadership, b) mentoring, c) small class size, and d) individualized learning. 

The Academic Achievement Gap 

The first record of educational attainment data was collected in 1940 by the U.S. 

census bureau. The data showed an academic achievement gap of 19 percentage points 

based on high school completion between African-Americans and Caucasians. The next 

42 years showed an increase in the educational attainment of a high school diploma of 

both African-Americans and Caucasians at equal rates, thus causing the achievement gap 

to remain at approximately 20 percentage points. The data collected from 1982 until 2007 

showed a narrowing of the achievement gap from 20 percentage points to between 9 and 

5 percentage points (U.S. Census Bureau, 2008). 

The achievement gap between African-American and Caucasian students exists 

prior to entering school according to an early childhood longitudinal study of students' 

language knowledge scores between 48 and 57 months of age (National Center for 

Education Statistics, 2007b). A comparison of children age four to five in 2005 showed 

that Caucasian children had higher average receptive vocabulary and expressive language 

scores than African-American children. The scores for overall mathematics achievement 

were also higher for Caucasian students with a difference between the two groups in the 

area of demonstrating proficiency in numbers and shapes. The gap followed the same 
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trend in the area of literacy and knowledge skills with a significant difference of eight 

percentage points existing specifically in letter recognition. (National Center for 

Education Statistics, 2007b). The figures in the longitudinal study demonstrate the 

existence of the academic achievement gap before a student enters grade school. 

The National Assessment of Educational Progress monitors the long-term trends 

of student achievement in the areas of reading and mathematics. In an effort to maintain 

the ability to compare academic performance over an extended period of time, the 

assessment does not change as curriculums change (National Center for Education 

Statistics, 2006). An explanation of the scaled score for the reading assessment follows: 

Students at reading score level 150 are able to follow brief written directions and 

carry out simple, discrete reading tasks. Students at reading score level 200 are 

able to understand, combine ideas, and make inferences based on short 

uncomplicated passages about specific or sequentially related information. 

Students at reading score level 250 are able to search for specific information, 

interrelate ideas, and make generalizations about literature, science, and social 

studies materials. Students at reading score level 300 are able to find, understand, 

summarize, and explain relatively complicated literary and informational material. 

(National Center for Education Statistics, 2006, If 4) 

In 1971, the average scaled score on the NAEP reading assessment for Caucasian 

students was 214 compared to the average score of 170 for African-American students. In 

2004, the scores improved for both Caucasian and African-American students with 

average scaled scores of 226 and 200 respectively (National Center for Education 

Statistics, 2006). A similar trend reflecting an academic achievement gap is evident when 
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observing the scores of 13 year-old students on the same assessment. In 1971, Caucasian 

students earned an average scaled score of 261 compared to an average score of 222 for 

African-American students. Again, in 2004, the scores for both groups improved but the 

gap remained. Caucasian students had an average score of 266 compared to African-

American students whose average score was 244. 

The National Assessment for Educational Progress also reports the mathematics 

academic achievement for students at specified intervals issuing a scaled score between 0 

and 500. According to the National Center for Education Statistics (2006): 

A score of 150 implies the knowledge of some basic addition and subtraction 

facts, and most can add 2-digit numbers without regrouping. They recognize 

simple situations in which addition and subtraction apply. A score of 200 implies 

considerable understanding of 2-digit numbers and knowledge of some basic 

multiplication and division facts. A score of 250 implies an initial understanding 

of the four basic operations. They can also compare information from graphs and 

charts, and are developing an ability to analyze simple logical relations. A score 

of 300 implies an ability to compute decimals, simple fractions and percents. 

They can identify geometric figures, measure lengths and angles, and calculate 

areas of rectangles. They are developing the skills to operate with signed 

numbers, exponents, and square roots. A score of 350 implies an ability to apply a 

range of reasoning skills to solve multistep problems. They can solve routine 

problems involving fractions and percents, recognize properties of basic 

geometric figures, and work with exponents and square roots (14). 
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The average scaled score for African-American students age nine in 1978 was 192 

compared to an average scaled score of 224 for Caucasian students. Similar to the trend 

in reading scores, the scaled scores for both groups increased between 1978 and 2004. 

African-Americans earned a scaled score of 224 in mathematics in 2004 compared to 247 

for Caucasian students (National Center for Education Statistics, 2006). Despite the 

increase for both groups, including a substantial increase for African-American students, 

the academic achievement gap in mathematics, as well as reading, continues to exist. 

The academic achievement gap between African-American and Caucasian 

students continues to be evident during the middle school years of grades six through 

eight. The National Assessment of Educational Progress reported reading achievement 

levels for students in grade eight in 2005 that showed an achievement gap between 

African-American and Caucasian students. Eighteen percent of Caucasian students 

performed at a below basic level of proficiency compared to forty-eight percent of 

African-American students. The disparity continues when the percentage of students 

performing at proficient and advanced levels is compared. Thirty-nine percent of 

Caucasian students performed at proficient or advanced proficiency levels compared to 

thirteen percent of African-American students. (National Center for Education Statistics, 

2007b). 

Academic achievement is not solely measured by assessment performance. High 

school completion is another indicator of academic achievement. A research review 

conducted by Rumberger (2004) reported educational performance in elementary and 

middle grades as strong predictors of the likelihood that a student will become a high 

school dropout. A combination of low course grades and assessment scores can lead to 
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retention in both elementary and middle school (Georgia Department of Education, 

2008b). For example, a student enrolled in Georgia Public Schools cannot be promoted 

from fifth to sixth grade if they fail to meet grade level expectations on the Criterion-

Referenced Competency Test as well as other promotion standards. Thus, academic 

performance in elementary school can lead to retention which is one indicator of a 

student becoming a high school dropout. 

The dropout rate is not excluded from the achievement gap trend between 

African-American and Caucasian students. According to the National Center for 

Education Statistics (2008) the dropout rate for African-Americans in 1972 was twenty 

one percent compared to twelve percent for Caucasian students. As with reading and 

math achievement, the gap narrowed between African-American and Caucasian students 

over the subsequent years but was not eliminated. In 2006, the dropout rate was five 

percent for Caucasian students compared to eleven percent for African-American 

students. 

The academic achievement gap between African-American and Caucasian 

students has been well documented. Longitudinal studies and research reviews provide 

facts on achievement in academic areas and on standardized assessments. Despite gains 

between 1970 and 2008 in all areas for both subgroups, the gap still remains. 

The Role of the Principal 

Leadership Preparation 

The first step in preparing a principal for the evolving task of school level 

leadership is to design a program that provides the necessary skills to maneuver the 

position (Hess & Kelly, 2009). The paradigm shift from manager to instructional leader is 
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one that places great emphasis on student achievement and accountability. Thus, a review 

of literature surrounding leadership preparation programs is essential in understanding the 

role of the principal and the influence and impact on student achievement. 

School leaders originated from the need for someone to oversee the daily 

operations of schools (Berry & Beach, 2006; Knights & Waterhouse, 2006). The first 

organized schools had one individual appointed to work as the school agent. This 

individual was elected and provided with the authority to employ and supervise teachers. 

It was the responsibility of the school agent to supervise teachers and ensure that a 

suitable room was available to conduct class, even if the room was in the school agent's 

home (Knights & Waterhouse, 2006). The position of a school agent did not require one 

to be professionally skilled due to the basic need to simply fulfill the task of overseeing 

the school operations. 

As the role of the school leader evolved, responsibilities expanded beyond day to 

day operations and teacher supervision. Schools in the 19th century began to see the 

importance of requiring the school leader to be more than the local businessman that 

volunteered or was appointed by a committee to oversee the daily operations of the 

school. As a result of the need for professional training for the school leader, the first 

university-based school leader preparation program was developed at the University of 

Michigan in 1879 (Berry & Beach, 2006; University of Michigan, 2009). Early courses at 

the University of Michigan instructed students in the areas of "arranging courses of study 

and the conduct of institutes" (Berry & Beach, 2006,1fl3). 

The Interstate School Leaders Licensure Consortium Standards were created in 

1994 to address the changing role of educational leaders. The standards were designed to 
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guide educational leaders in their decisions concerning the education of students (Council 

of Chief State School Officers, 1996). The central focus of all six of the Interstate School 

Leaders Licensure Consortium Standards is promoting the success of all students and 

thus can be applied to all educational leaders, not only principals. The ISLCC standards 

were so widely accepted that they have become the foundation for recent leadership 

preparation programs in many states, including Georgia (Smallwood & Jazzar, 2006). 

Leadership preparation programs across the nation are revising programs to better 

prepare individuals for school leadership roles in the 21st century. Recognizing the 

increasing need for principals to possess an understanding of instructional practices, state 

licensing organizations are only awarding leadership certification to individuals who 

demonstrate an ability to improve student achievement through curriculum and student 

learning (Bottoms & O'Neill, 2001; Georgia Professional Standards Commission, 2008). 

Principal-Teacher Relationships 

One way to improve student achievement is to create an environment in which 

teachers can grow professionally in order to provide quality instruction to all students. 

First, effective principals share data and experiences with staff in an attempt to clearly 

communicate the status of academic achievement for all students. It is through the 

sharing of information and realistic review of current practices and student achievement 

that areas of improvement are identified. Once areas in instruction are identified as 

needing improvement, meaningful and useful professional development can occur 

(Bottoms & O'Neill, 2001; Waters & Grubb, 2004). 

The principal's ability to communicate with teachers requires an understanding of 

classroom practices. The term servant leader refers to a leader who "empowers as 



23 

opposed to delegating; builds trust rather than demands loyalty; and instead of hearing 

and leading from the head, seeks to understand and leads from the heart" (Edgerson & 

Kritsonis, 2006). It will be the actions of the principal, being visible in the classroom, and 

removing obstacles to teaching all students that will allow him to be a servant leader. 

Daily interactions with the leader create a climate and foster relationships in which 

teachers feel empowered and valued. When teachers take ownership and share in the 

vision of the principal, their teaching practices and effort will likely lead to increased 

student achievement that will be evidenced through standardized test scores and 

increased graduation rates (Cudeiro, 2005; Edgerson & Kritsonis, 2006). 

Academic Achievement 

The passage of the No Child Left Behind Act in 2001 placed an emphasis on the 

responsibility of the building level principal to ensure academic success for all students. 

Provisions in NCLB hold school officials responsible for closing the achievement gap 

between African-American and Caucasian students by requiring reporting and no longer 

allowing lower standards for African-American students (US Department of Education, 

2005). As a result, schools are closely monitoring the achievement of minority subgroups 

and addressing areas of concern through various programs. 

Prior to NCLB, the role of the principal was one of authority. Delegation and 

overseeing operations was the main focus of the building level administrator. Now, the 

principal's role is expanding from manager to that of chief learning officer (Bottoms & 

O'Neil, 2001). But research on effective schools and contributors to student academic 

success has highlighted the role of the principal as an instructional leader. Marzano 

(2003) describes school level factors that directly impact student achievement. Providing 
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challenging goals is ranked second on Marzano's list of factors that affect student 

achievement. Not only should classroom teachers present challenging goals to students, 

but also the building administrators are responsible for facilitating goals for the entire 

school. 

Improving academic achievement for all students is a goal of principals in schools 

across the nation. Not only has accountability increased for student achievement, but also 

for ensuring that the school setting is conducive to learning. The following excerpt 

reveals the transformation of a principal of an affluent high school in Illinois from an 

instructional leader to a learning leader: 

He began to spend far less time observing and advising teachers in the role of 

expert and far more time discussing and supporting learning - short term 

assessment results, with his directors and teams of teachers. His time and attention 

were now refocused on simply monitoring and supporting success on common, 

formative assessments. Teachers learn more from one another, working in teams, 

than from a single harried supervisor, running frenetically from teacher to teacher, 

giving advice (Schmoker, 2006, p. 125). 

This approach to monitoring student achievement resulted in an increase in academic 

achievement for all students in the school setting. Thus, revisiting the goals of the 

building leader can lead to academic success for all students and a narrowing of the 

achievement gap. 

Personnel Management 

Building level faculty members develop relationships, to varying extents, with the 

students. The development of meaningful relationships with teachers by African-
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American students can have a positive effect on their academic achievement (Harmon & 

Ford, 2006). Encouragement from teachers with whom African-American students have 

developed meaningful relationships can be a factor in improving their grades and overall 

achievement because the students want to please the teacher. Although differences can be 

helpful in promoting the tolerance and acceptance of diversity, a larger presence of 

African-American males in the classroom as teachers would be a source of motivation to 

African-American students. Male students in Maryland revealed that they felt they could 

relate better to an African- American male teacher because he would care more about 

them and can serve as a substitute for the absence of a father or other male role model at 

home (Task Force, 2006). 

Leaders at both the district and school level who are focused on narrowing the 

academic achievement gap between African-American and Caucasian students will start 

with placing the appropriate personnel in the classrooms with low achieving students. 

Based on student perception, the active recruitment of African-American male teachers 

should be a priority. A case study by Thompson and Lewis (2005) explores the life of an 

African-American male that was instrumental in bringing advanced placement 

mathematics courses to his high school. When asked about role models, he replied: 

I have eight classes and one male teacher. So, you don't really see positive black 

male role models. Even that one male teacher is a white guy. I mean you just 

don't see it. You don't see somebody like you succeeding and the only place you 

do see it is on the basketball courts and football fields (p. 14). 

Programs that allow a structured transition from paraprofessional to certified teacher and 

the promotion of associate of arts degrees in education are two ways to recruit African-
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American males to the classroom (Task Force, 2006). In addition, high performing 

teachers and administrators should be placed in the classrooms and schools with the 

greatest need. This action would specifically target schools with a high number of 

minority students and classes with a high enrollment of low achieving students (Task 

Force, 2006). 

Teacher preparation programs can also contribute to the preparation of teachers 

working with low achieving African-American students. Teacher preparation programs 

that include diversity training and require teachers to demonstrate proficiency in this area 

is one way to address this concern (Task force, 2006). Research by Johnson and Kritsonis 

(2008) suggests that Caucasian female teachers that have been prepared to teach middle 

class students may find themselves at a disadvantage when teaching lower class African-

American students. This is cause for concern since today's teachers are primarily white, 

female, married, religious, and on average 43 years old (Arizona Education Association, 

2006). 

The absence of male role models coupled with low expectations for African-

American students and their academic achievement contribute to a self-fulfilling 

prophecy of failure. The dropout rate for African-American students has been increasing 

since 1990. This increase may be the result of states' increasing use of high school 

graduation tests, course exit exams, and mandated retention without a change in the 

quality of teaching (Johnson & Kritsonis, 2008). Increasing the math and science 

requirements in high school will better prepare African-American students for 

standardized exit exams. Unfortunately, a shortage in qualified teachers with a strong 

mathematical background will hinder the potential academic advances for African-
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minority, low achieving classrooms (Johnson & Kritsonis, 2008). A remedy to the 

problem of high qualified teachers not being assigned to low achieving students is to 

increase the African-American student enrollment in advanced placement classes to 

better reflect the percentage of their enrollment in the overall school program (Task 

Force, 2006). 

Leaders at schools with a high number of African-American students can make 

adjustments outside of the classroom to improve academic achievement. Encouraging 

parental involvement by varying the times of events to accommodate schedules will 

allow parents to be a part of the school and their child's education (Harmon & Ford, 

2006). The need to survive is greater than the need to attend school events, thus offering 

flexibility in attending school events should not cause conflict between work and 

participation. While an improvement in the behavior of African-American students, 

especially males is preferred, the consequences of negative behavior should still promote 

academic achievement. The Task Force on the Education of Maryland's African-

American Males (2006) suggests implementing a study hall or other form of academic 

assistance during in-school suspension as another strategy to assist in improving 

academic achievement outside of the classroom. 

Support by school leadership for peer tutoring programs is another way to impact 

academic achievement outside of the classroom. In a school environment where a 

shortage of African-American male teachers exists, peer tutoring will thrive. The 

Minority Achievement Committee (MAC) in Shaker Heights, Ohio encourages young, 

low-achieving, African-American males to achieve academic success by interacting with 



older students that are positive role models. The older students are referred to as MAC 

scholars and they target ninth grade students with whom adults have failed to build 

meaningful relationships. The leadership plays an important role in this program because 

they are required to approve school time for meetings and provide funding for incentives 

(Minority Achievement, 1990). 

The building and district leadership play an important role in creating an 

environment in which African-American students can find success. Placement of high 

performing and knowledgeable teachers and administrators in high minority, low 

achievement settings is one strategy that can contribute to improved academic 

achievement. Partnering with college and university teacher preparation programs to 

prepare new educators for a diverse learning environment will also impact student 

achievement. The commitment to nurture the student outside of the classroom by 

engaging parents and allowing peer tutoring will benefit not only African-American 

students, but all students. A summary of research studies related to leadership can be 

located in Table 1. 



Table 1 

Leadership Studies 

Study 
Thompson, 
L.R., & 
Lewis, B.F. 
(2005). 
Shooting for 
the stars: a 
case study 
of the 
mathematics 
achievement 
and career 
attainment 
of an 
African-
American 
male high 
school 
student. 

Purpose 
Identify 
factors 
that lead 
to 
African-
American 
male 
enrollment 
inAP 
math and 
science 
course 

Participants 
Case study: 
one 
African-
American 
male high 
school 
senior 

Design/analysis 
Case study 
methodology, 
qualitative 

Outcome 
A combination of 
access to advanced 
courses, parental 
involvement, and public 
recognition from 
teachers led to 
enrollment and interest 
in academically 
challenging courses. 

Program Components 

The academic achievement gap between African-American and Caucasian 

students is at the forefront of education. Both urban and rural educational settings are 

making attempts to identify ways to close the gap. Researcher Delridge Hunter (1999) 

examined low reading scores in school districts in New York. Hunter concluded that 

deliberate interventions could assist with improving the reading of the lowest achieving 

group, African-American males. Three principles guided Hunter as he suggested program 

components to improve reading in this at-risk group. The three principles were 

a) interesting learning, b) praise as the norm instead of the exception, and 

c) accomplishments rewarded positively, immediately, and with enthusiasm. 
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A review of programs that have been developed to assist schools with increasing 

the overall academic achievement of African-American students yielded four major 

components. The components were mentoring, individualized learning, small settings, 

and leadership (Bohrnstedt & Stecher, 2002; Tierney, Grossman, & Resch, 1995). 

Through the implementation of these components, educators may be able to incorporate 

the principles suggested by Hunter to narrow the academic achievement gap between 

African-American and Caucasian high school students. 

Mentoring 

A mentor is a trusted counselor or guide. Mentoring relationships can occur 

across circumstances, ages, and cultures. Businesses use mentoring relationships for new 

employees and schools seek mentors for students. When mentoring involves a youth and 

an adult, the adult is often someone other than a relative and may not be tied 

academically to the youth. Organized mentoring occurs through either community based 

programs or school based programs. Although there are significant differences between 

the two programs, an increase in school-based mentoring programs is drawing attention 

to the phenomenon. 

Community based mentoring is often one-on-one. One community based 

mentoring program is Big Brothers Big Sisters of America. A 1992-1993 study 

conducted by Public/Private Ventures found that youth matched with a mentor were less 

likely to begin using illegal drugs and alcohol, skip school, and skip class than their 

unmatched peers. In addition, the matched youth were more confident in their school 

performance and interacted more positively with family members than their unmatched 

peers (Tierney, Grossman, & Resch, 1995). 
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The I Have A Dream foundation also has a community based mentoring program. 

Unlike other programs that began as community based and later adopted school based 

programs, The I Have A Dream Foundation began with school based programs and later 

adopted housing based projects. The Arete Corporation compiled the results of eight local 

studies and evaluations in 2001 to report the results of the I Have A Dream mentoring 

projects. The study results showed that participants in the I Have A Dream project had 

higher graduation rates, higher post-secondary enrollment, and higher standardized test 

scores than non-participants (Arete Corporation, 2001). 

The Juvenile Mentoring Program (JUMP) seeks to match a mentor with youth 

who are on probation, in juvenile facilities, or those whose parents are incarcerated. Since 

the JUMP program is federally funded, program sites must submit evaluations for 

analysis. The JUMP national evaluation is a standardized instrument that solicits 

feedback from both the mentee and the mentor. A summary of the findings presented in 

the 2000 Juvenile Justice Bulletin suggests that both mentees and mentors were satisfied 

with the relationship and reported that the relationship had an impact on areas such as 

academic achievement, attendance, drug and alcohol prevention, and a decrease in gang 

participation. 

Contrary to the above mentioned positive effects of mentoring, research studies 

also support the argument that there is little to no difference between youth who are 

mentored and those who are not. In fact, some studies suggest negative results of 

mentoring if the match fails. A summary of studies that show no difference or a negative 

difference was compiled by Roberts et al. in 2004. Included in this analysis was the Big 

Brothers Big Sisters report. Roberts and others suggest that positive reports from 
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mentoring research studies are unreliable due to the likeliness that respondents that 

remain in the program will have positive responses to the program. For example, the Big 

Brother Big Sisters study reported significant changes in the outcomes reported by the 

youth. Thus, reliability is only based on the reports and not on other data. 

Other problems with mentoring studies included a variance in participation size, 

timing of analysis and questions, and program implementation and guidelines. The wide 

range of mentoring programs without uniformity may be cause for unreliable study 

results or studies that rely heavily on participant interviews and feedback. 

Community based mentor programs are characterized by the one- on- one 

relationship that is built between the mentor and the mentee. A narrative between an 

education professional and an immigrant high school student explains the community 

based mentoring relationship. Fritzberg & Alemayehu (2004) began their unplanned 

mentorship with a mutual enjoyment for playing basketball which was identified at a 

holiday party. From this point on, the relationship emerged into a mentorship. Many 

mentorships are defined as unidirectional suggesting that the knowledge is one 

directional, from the mentor to the mentee. The change from a unidirectional relationship 

to a bi-directional relationship between Fritzberg and Alemayehu is described as an 

"educative friendship" (p. 295). The student learned to find success in the public school 

system of Washington State as a first-generation immigrant and limited-English speaker. 

The adult gained valuable insight into his personal and professional life. Even his two 

children and wife were impacted by the friendship. Thus, the benefits of a community 

based mentoring program with an emphasis on the one on one relationship can be 

beneficial for all involved. 
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Community based mentoring provides an opportunity for ongoing participation 

and an increase in parental involvement. In the case of Fritzberg and Alemayehu, the 

mentoring relationship progressed with the approval of Alemayehu's parents. The mentor 

and the mentee enjoyed activities such as horseback riding and skiing together. These 

activities also included the mentee's sister which expanded the impact of the mentoring 

relationship. Fritzberg outlines two main characteristics of a sustainable and successful 

mentorship. First, the participants have to enjoy each other and the benefits of the 

mentorship. Second, the family must be involved in the relationship. The mentorship 

between Fritzberg and Alemayehu eventually led to Alemayehu moving with the 

Fritzberg family in order to have access to better educational opportunities (Fritzberg & 

Alemayehu, 2004). Although the opportunities and time for meeting in community based 

mentoring can have a positive influence, the lack of supervision by others can allow a 

poor match to have a negative influence on the youth involved. 

The most common form of mentoring that has become popular recently is school 

based mentoring (Karcher & Herrera, 2006). Different from community based mentoring, 

school based mentoring provides the opportunity to reach youth that may not be reached 

through community based mentoring. Many community based mentoring programs 

require research and commitment from the entire family. The family often seeks a mentor 

for the youth and is involved in the entire process. Also, due to the meeting time 

occurring outside of school hours, community based mentoring requires the participation 

and approval of the parents or guardians. Because school based mentor matches are often 

made based on referrals from school personnel, the number of youth served can be 

greater than through community based programs. 
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An important benefit of school based mentoring is the supervision of mentorships 

by qualified school personnel. The structure of a school based mentoring program allows 

for participation by mentors who may not be able to participate in community based 

mentoring programs. For example, high school students can be matched with elementary 

school students and college students matched with students in grades kindergarten 

through twelve (Karcher & Herrera, 2006). The structured setting of school based 

mentoring programs allows young mentors to meet with students during school hours 

which will be beneficial if the student mentor does not have transportation which would 

be a necessity in many community based programs. 

Critics of school based mentoring programs cite the lack of evidence that supports 

academic improvement as a result of school based mentoring. A study conducted by 

Tarling, Burrows , and Clarke (2001) of 80 students at risk for criminal behavior and not 

graduating from high school did not show enough difference between students with 

mentors and students without mentors to determine statistical significance. In addition, a 

study by Grossman and Rhodes (2002) showed negative effects of mentorships and 

reported an increase in negative behavior such as alcohol use after the mentorship began. 

Despite the lack of evidence that supports academic improvement as a result of 

mentoring, there is evidence of other positive effects that a mentoring relationship can 

have in the life of a young person. 

One may assume that an improvement in academic achievement is the only 

possible benefit of school based mentoring programs. In fact, the benefits of a school 

based mentoring program are much more than academic. The respondents in many 

studies reported an increase in self esteem, peer relations, and self confidence as a result 
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of mentoring (Karcher & Herrera, 2006). One specific study, the Communities in Schools 

SMILE study, observed 516 Latino students grades 5-12 in 19 schools in San Antonio. 

One group received services but no school based mentoring and another group received 

services and also had the opportunity to participate in a school based mentoring program. 

The group that participated in the school based mentoring program reported an 

improvement in peer relations, self esteem, and social support from friends. High school 

girls in the CIS SMILE survey reported greater connectedness to culturally different 

peers, self esteem, and support from friends (Karcher, 2008). 

Although mentors are often volunteers, there are still costs associated with both 

community based and school based mentoring programs. Costs include meeting facilities 

and personnel cost for program coordination. While the benefit of having a one on one 

relationship with an adult mentor is important, the ability to implement group mentoring 

is cost effective (Karcher & Herrera, 2006). The average cost for a one on one mentor is 

$1,030 while the average cost for a group mentor is $408 (Fountain & Arbreton, 1999). 

In addition to the lower cost of group mentoring, youth mentees reported other 

benefits. According to a study by Herrera, Vang, and Gale (2002) a majority of youth and 

mentors reported that youth improved their ability to work with peers after participating 

in a mentor program. Participants reported that some youth became less shy and 

inhibited, improved their conversational skills, and became more considerate or showed 

improvements in their ability to manage anger and conflict. Both mentors and peers 

appear to play a role in bringing about these changes. Furthermore, some students felt 

more comfortable in group mentoring sessions because they were more likely to open up 

and did not feel isolated from peers such as with one on one mentoring. Also, volunteers 
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from low-income and minority backgrounds preferred group mentoring because they 

could reach more youth and the time commitment was perceived to be less than with 

traditional one on one mentoring. 

The two types of mentoring, community based and school based, have been 

researched in recent studies and summarized in Table 2. The popularity of programs such 

as Big Brothers Big Sisters of America and the Juvenile Mentoring Program emphasize 

one on one mentoring in community based programs. Programs such as the I Have a 

Dream Foundation and Communities in Schools advocate school based mentoring 

relationships which can be more cost effective and reach more youth than community 

based mentoring programs. Despite the lack of research studies that have yielded reliable 

and unbiased results that directly relate mentoring relationships to an increase in 

academic achievement, other research studies do support the suggestion that mentoring 

relationships can have a substantial positive effect on youth. 
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Table 2 

Mentoring Studies 

Study Purpose Participants Design/Analysis Outcomes 
Tiemey, 
Grossman, 
Resch(1995) 

To determine 
the 
effectiveness of 
mentorships 

959 10-16 year 
olds applying to 
BBBSA 
programs in 
1992-1993 

Interviews Participants 
were less likely 
to use drugs 
and alcohol, 
skip school, 
and skip class. 
They were 
more likely to 
interact with 
family and 
displayed more 
confidence in 
school. 

/ have a dream 
Foundation 

To determine 
the impact of 
mentors 

Dreamers in 
New York, 
Chicago, 
Portland, New 
Jersey, 
Houston, 
Washington 
DC, Pasadena, 
and 
Philadelphia 

Qualitative and 
quantitative 

Participants 
reported higher 
graduation rates 
than expected, 
decreased 
number of 
males referred 
to juvenile 
justice, and 
dreamers were 
more likely to 
resist peer 
pressure. In 
addition, 
positive effects 
on student 
attendance and 
an 
improvement in 
grades was also 
reported. 

Small Class Size 

Logic suggests that smaller class sizes would lead to higher student achievement. 

Teachers support smaller class sizes by suggesting they would be able to provide more 
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attention to students and their behavior thus reducing the number of classroom discipline 

problems (National Education Association, 2009). In addition to reducing discipline 

problems, teachers would be able to provide more one on one attention and tutoring to 

students if classes were smaller. Politicians and educators immediately embraced the idea 

of smaller classes leading to increased student achievement. The teacher empowerment 

act or H.R. 1995 was ordered in 1999 and supported the reduction of class sizes in grades 

one through three. 

The nationwide political and educational support for smaller class sizes was based 

on research studies in Tennessee, Wisconsin, California, and Indiana. It is important to 

realize the difference between smaller class sizes and smaller pupil per teacher ratios. 

Class size refers to the number of students in a classroom. The pupil per teacher ratio 

refers to the number of students in a school compared to the number of teachers in the 

school. Although the two are related, reducing the pupil per teacher ratio has not been 

supported by research to make a significant impact on student achievement. (Resnick, 

2003). The studies in Tennessee, Wisconsin, California, and Indiana varied in sample size 

and method, but the conclusions were the same. The evidence from each of the studies 

suggested that students in reduced class sizes in early elementary grades had higher 

academic achievement than their peers in larger class sizes. 

The state of Indiana began a class size reduction initiative in 1984. The program 

titled Prime Time focused on reducing class size in first grade classrooms to 18 students 

per one teacher and 24 students if a teacher's assistant was also in the classroom. The 

initiative expanded to second grade classrooms in 1985. In 1986 the option was provided 

to reduce the class size in either third grade classrooms or kindergarten classrooms. The 
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classrooms through the Prime Time initiative. This new ratio ranges from 15-18 

students per teacher. The specific number is determined in part by the number of students 

considered at-risk in the school (Gilman, 1988). 

Critics of the Prime Time initiative argue that the research does not show 

significant differences between students in smaller classes and peers in larger classes. An 

analysis by Gilman (1988) revealed Indiana's prime time study showed little effect of 

small class sizes on academic achievement due to inadequate preparation and a rush to 

implement the program without training teachers and proper program evaluation (Molnar, 

2000). 

The state of Indiana also conducted evaluations of Prime Time in 1987 and 1992. 

The results of the evaluation differed from the analysis by Gilman (Molnar, 2000). The 

state-funded evaluation showed that third grade students performed better on 

standardized tests after two consecutive years in the program. Further evaluation showed 

that sixth grade students that participated in the Prime Time initiative in grades one and 

two performed better on standardized test than non-participants, but sixth grade students 

that participated in grades two and three did not perform better than non-participants. 

This finding contradicts the conclusion that Prime Time participants enrolled for two 

consecutive years outperformed peers and warrants further investigation into the 

relationship between the two consecutive years of participation and academic 

achievement. 

Tennessee also implemented a program to reduce class size in primary grades. In 

1985 the Student Teacher Achievement Ratio Project (STAR) experimented with small 
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class sizes beginning with kindergarten. During the four year longitudinal study, students 

were randomly assigned to small classes with numbers of 13-17, regular classes with 

numbers of 22-26, or regular classes with a teacher's assistant with numbers of 22-26. 

The results of the STAR study were more reliable than the Prime Time study because of 

the care in randomly assigning the students and teachers and the detailed follow-up 

process (Kickbusch, 1996). 

The results of Project STAR showed a statistical difference between achievement 

measures for students in small classes compared to students in regular classes. Students in 

small classes performed better on both norm-referenced and criterion-referenced tests that 

were used to evaluate the students' performance. There was not a significant difference in 

achievement between students in regular classes with a teacher's assistant and those in a 

regular sized class without a teacher's assistant. There was not a major difference 

between the achievement levels for students in regard to school location or sex but there 

was a difference in small class settings for students in urban, inner city schools. The 

benefits were greater for minority students in smaller classes and smaller classes in inner 

city environments (Krueger & Whitmore, 2001). 

The Tennessee Lasting Benefits Study (LBS) began in 1989 and continued to 

follow the academic progress of students in the STAR program. The Lasting Benefits 

Study supports the findings of the STAR study when comparing STAR students and non-

STAR students. Students that participated in the STAR initiative and were in smaller 

classes at least during third grade attained higher achievement in academic subjects from 

grades four through eight (Molnar, 1998). Further analysis of project STAR students in 

grade four revealed that the students not only had higher academic achievement but also 
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were putting forth more effort in class. The STAR students were also less disruptive and 

more engaged in learning activities (Finn, Fulton, Zaharias, & Nye, 1989). 

The third phase of Tennessee's plan to reduce class size in an effort to improve 

student achievement was the implementation of Project Challenge. Tennessee's 

commitment to reducing class size was evident in Project Challenge. Project Challenge 

provided funding to reduce the class size in grades kindergarten through three in 16 of the 

poorest school districts in Tennessee. The belief in smaller class size positively impacting 

student achievement was a driving force behind selecting the 16 schools that ranked the 

lowest among Tennessee's public schools. The results of Project Challenge reported 

gains by students in reading and math. In addition, the ranking of Project Challenge 

school districts improved greatly (Molnar, 1998). 

California also implemented a class size reduction program. In 1996, an 

evaluation of the California Class Size Reduction Program was done. The findings of this 

study presented a new perspective on the effects and the need for caution when reducing 

class size. According to Bohrnstedt and Stecher (2002), teaching quality suffered because 

of the immediate need to fill teaching vacancies created by smaller class size 

requirements. Although test scores in California have improved since 1996, the research 

does not conclude if the increase is due to smaller class sizes or other changes that were 

launched at the same time (Bohrnstedt & Stecher, 2002). 

In 1996, Wisconsin joined California in implementing a class size reduction 

program in conjunction with other initiatives to improve student achievement. The SAGE 

(student achievement guarantee in education) program in Wisconsin provided additional 

funding to reduce class size in grades K-3 in schools with a large concentration of low-



income students. Approximately 400 schools participate in the SAGE program and 

receive $2,000 per low-income child to assist with the cost of implementing the program. 

In addition to reducing class size, the SAGE program increases community involvement, 

provides a rigorous curriculum, and improves professional development (Wisconsin 

Department of Public Instruction, 2007). Evaluations of the program show a better 

performance on standardized test by SAGE students than other students in every subject 

area for grades K-3. Teachers reported more time to provide individualized instruction in 

smaller classes as well as less time spent on classroom discipline. (Wisconsin Department 

of Public Instruction, 2007). 

Research on the effects of class size on student achievement has produced mixed 

findings and is summarized in Table 2. The success of students in Wisconsin's SAGE 

program and Tennessee's STAR program suggest that smaller class size does improve 

academic achievement. Further analysis of the programs suggests that smaller class size 

has significantly more impact on the student achievement of minority students and low-

income students. Despite the success of the programs, some researchers conclude that 

small class size alone does not significantly impact student achievement. Thus, the 

research to date does support the claim that small class size, in conjunction with other 

factors, can improve student achievement. 



Table 3 

Class Size Studies 

Study Purpose Participants Design/Analysis Outcomes 
Class size 
study @ 
Institute of 
Education of 
the University 
of London 

To determine 
the 
relationship 
between class 
size and 
academic 
achievement, 
and size and 
classroom 
processes 

11,386 
children 
between 4-7 
years old from 
1996-1998 

Longitudinal and 
observational 
cohort study with 
a mixed-method 
approach. 
Followed two 
cohorts for three 
years. 

Clear relationship 
between size and 
academic 
achievement. Size 
was also related to 
class processes. 

Tennessee 
STAR study; 
Phase II -
Lasting 
Benefits 
Study, Phase 
HI = Project 
Challenge 

To determine 
the 
relationship 
between class 
size and 
student 
achievement 

Phase I - 1 1 , 
600 students 
grades k-3, 
phase II -
same students 
grades 4 and 
beyond in 
regular 
classes, phase 
III - students 
grades k-3 in 
17 poorest 
school 
districts in 
Tennessee. 

STAR = 
randomized 
controlled field 
study 
LBS = 
quantitative 
comparison 
Project Challenge 
= evaluation of 
large scale policy 

Students that 
participated in 
STAR showed 
lasting benefits in 
LBS.STAR 
students reported 
higher graduation 
rates, better 
participation in 
class, and higher 
academic 
achievement than 
non-star 
participants. 

Indiana's 
PRIME 
TIME Study 

To determine 
the 
relationship 
between 
smaller class 
size and 
academic 
achievement 

1984-1987 
students in 
grades 1-3 

Three year study 
that compared 
students in 
smaller 
classrooms of 19 
students to larger 
classrooms of 27 
students. 

Three years in 
smaller class sizes 
had little effect on 
academic 
achievement 

Individualized Learning 

Individualized learning programs are becoming a popular alternative to improve 

the academic achievement of at-risk students. Commonly mistaken, self-paced learning 

and individualized learning are not synonymous terms. In self-paced learning 

environments, the learner determines the pace of learning without time parameters. Thus, 
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most accredited programs are categorized as individualized learning, which requires that 

time parameters be implemented. Popular individualized programs such as Perm Foster, 

A + Learning Systems, and Brigham Young University attract high school students 

through the flexibility and online access of their programs. Although the time parameters 

are present, the time frame for completing a course or diploma program is more flexible 

than a traditional school or classroom setting (Brigham Young, 2008; Penn Foster, 2008; 

Trautman, 2002). 

The individualized learning environment offers advantages over the traditional 

classroom. Due to the range of learning abilities in a classroom, the teacher is likely to 

direct learning strategies toward the average learner. In this situation, the above average 

learner will become bored and frustrated with the lack of academic challenge. On the 

other hand, the below average learner will also become frustrated due to a lack of 

understanding (Sullivan, 2001). An individualized learning program can provide 

immediate data-based feedback to the learner which is an advantage over the traditional 

classroom (Mendez-Morse, 1991). The two groups of learners, above average and below 

average, would benefit from individualized learning that targets the skills that need 

remediation and allows the learner to accelerate the acquisition of skills that have been 

mastered (Sullivan, 2001). 

Virtual learning is a common form of individualized instruction. There is a 

distinction between virtual resources, virtual courses, and virtual classrooms (Watson & 

Ryan, 2006). Virtual resources are delivered online and can be used in face to face 

situations or in online classrooms. Electronic textbooks, e-books, web-based discussion 

boards, and other documents are considered virtual resources. Virtual courses often 
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include virtual resources and may be delivered over the internet or on a cd-rom. Virtual 

courses can be delivered in two forms: self-paced or individualized with minimal teacher 

involvement and self-paced or individualized with ongoing, one on one, teacher-student 

interaction. Virtual classrooms have much teacher-student and student-student 

interaction. Virtual classrooms are not self-paced because the students have to be on the 

same page in order to follow a class calendar and participate in class discussions (Watson 

& Ryan, 2006). 

Virtual courses and virtual classrooms also assist with meeting the needs of 

students in areas with a shortage of highly qualified teachers. The use of virtual courses at 

the high school level allow for credit recovery for students at risk of dropping out of 

school or students that have other educational and personal obstacles that could hinder 

them from earning a high school diploma. The collaboration of distance or online 

learning by a highly qualified teacher and on-site assistance by a teacher in training 

provides learning for both the students and the teacher in training (Watson, 2007). 

Despite the many advantages to technology based individualized learning, there 

are also disadvantages. Technology based individualized learning requires the student to 

work at their own pace within time parameters. Distance learning programs that do not 

provide face-to-face daily interaction between the student and the teacher could be 

difficult for an unmotivated student. The attempt to individualize instruction within the 

traditional classroom can also have negative effects on student learning. Researcher John 

Hattie (1999) insists that failure will be the result of attempts to individualize instruction 

in a classroom with 30 students. According to Hattie (1999) "to introduce 

individualization with 30 students in a classroom means that, at best a single student can 
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only receive seconds of a teacher's time per day, minutes of a teacher's time in 

preparation, and merely passing glimpses of time in feedback- no matter how noble the 

intentions of the teacher" (p. 12). In addition, the transition from a traditional, teacher 

focused classroom environment to a student centered self-paced environment could 

present challenges if a student is not mindful of time-management and questioning 

techniques (Sullivan, 2001). 

Technology based individualized learning also encourages parental involvement. 

The accessibility of virtual resources provides an insight to curriculum content that may 

be absent in traditional classrooms where parents are less likely to sit in a classroom for 

the duration of a lesson. (North American Council, 2006). In addition, parents of students 

in an individualized or virtual program can check progress at any time during a course 

without relying on a teacher to provide updates in contrast to the traditional classroom. 

Individualized and virtual learning models are becoming more common in 

secondary and postsecondary education. Research studies comparing the achievement of 

high school students with and without the use of individualized and or virtual learning are 

summarized in Table 4 and leave much to be explored. Studies examining individualized 

learning and computer based learning suggest that younger students benefit more than 

older students with this type of instruction (Kulik, Bangert, & Williams, 1983). The 

effects of individualized and computer based learning were also more evident on 

examinations immediately following the course such as end-of-course test than later 

evaluations such as the Georgia High School Graduation test (Kulik et ah, 1983). 



Table 4 

Individualized Learning Studies 

Study 
Cavanaugh, 
C. Gillan, 
K., 
Bosnick, J., 
& Hess, 
M. 

Dalton, D. 
& 
Hannafin, 
M. 

Purpose 
To compare 
the math 
achievement 
of students in 
virtual 
classrooms to 
those in 
traditional 
classrooms 
To compare 
the effects of 
traditional 
and 
nontraditional 
instruction on 
computation 
mastery 

Participants 
47 students 
in virtual 
school 

117 
students in 
8th grade 
math 

Design/analysis 
Quantitative 

Quantitative 

Outcomes 
Results showed no 
major differences 
between online and 
traditional students 

Results suggest that the 
delivery strategy of 
teaching for mastery is 
more important than 
the delivery system. 
Mastery learning 
occurred when the 
initial instructional 
method varied from the 
remediation method. 

Summary 

Mentoring nurtures the emotional and social well-being of students which 

influences their self-image and subsequently affects their academic achievement. 

Research suggests that positive matches can lead to students being more likely to 

complete homework assignments and less likely to abuse drugs and alcohol. However, 

mentoring research reports have been scrutinized due to the responses being limited to 

those students still involved in mentoring programs. Thus, the research on mentoring and 

its effects on academic achievement are contradictory. 

Small class size and individualized learning encourages the classroom teacher to 

identify and assist students in their areas of deficiency. The one on one assistance 
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allowed in smaller classrooms has been credited with preparing students for standardized 

tests that must be passed for promotion to the next grade or graduation. Although 

longitudinal studies have found a difference in academic achievement between students 

enrolled in smaller classes, this research is limited to studies conducted in elementary 

grades. Thus, the effect of smaller class size is only speculated to have an impact in 

higher grades. 

Individualized learning can be effective if properly implemented. While 

technology based individualized learning such as virtual courses can be useful, success in 

these programs is dependent on the student's ability to work well independently. In 

addition, the student has to be self motivated to complete assignments in a non-traditional 

setting. An attempt at individual learning in large classroom settings or without 

appropriate training is likely to fail due to the teacher's inability to spend sufficient time 

assisting each student or planning for individual lessons. 

Finally, the leadership that matches high performing teachers with low achieving 

students is a key component in addressing the low academic achievement of students. 

Both district and school leadership can provide support for an increase in academic 

achievement by offering flexibility in programs outside of the classroom such as 

individualized instruction, peer tutoring, parental involvement, and discipline 

consequences. Identifying an effective combination of the four components may lead to 

narrowing the academic achievement gap between African-American and Caucasian high 

school students. 



CHAPTER 3 

METHODOLOGY 

Introduction 

The academic achievement gap between African-American and Caucasian 

students is a concern for educators. Efforts to reduce the academic achievement gap 

include the implementation of programs and strategies to increase the academic 

performance of all students (Bohrnstedt & Stecher, 2002; Tierney, Grossman, & Resch, 

1995). Mentoring, reduced class sizes, individualized learning, and leadership are four 

strategies that have been implemented in various combinations or alone to impact student 

academic achievement. Despite numerous studies and implementation plans, the 

academic achievement gap between African-American and Caucasian high school 

students still exists (King, 2000; National Center for Education Statistics, 2008). 

National reports on the educational attainment of ethnic groups support the 

finding that an achievement gap exists between African-American and Caucasian 

students (National Center for Education Statistics, 2008). Review of individual school 

settings shows that not all schools reflect the national trend of being unable to narrow the 

achievement gap and improve learning and academic performance for all students. In 

Georgia, approximately eleven high schools had an even distribution of African-

American and Caucasian students during the 2006 - 2007 school year (Georgia School 

Council Institute, 2007). Of those that did have an even distribution of African-American 

and Caucasian students, only one had a narrow academic achievement gap between the 

49 
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subgroups on the Georgia High School Graduation Tests during the 2006-2007 school 

year (Georgia School Council Institute, 2008). Thus, observation of one school in 

Georgia that reduced the academic achievement gap between African-American and 

Caucasian students on the Georgia High School Graduation Test was the focus of this 

qualitative research study. 

Downby County High School was identified based on the test results of the spring 

2007 administration of the Georgia High School Graduation Test. During this 

administration, African-American and Caucasian students had similar pass rates as 

subgroups on the Language Arts, Mathematics, and Social Studies assessments. The 

results of the spring 2007 administration are reported in Table 5. Based on the results, 

Downby County High School appeared to be implementing strategies to narrow the 

academic achievement gap as evidenced on three of four graduation tests. 

Table 5 

Spring 2007 Georgia High School Graduation Test - Downby County High School 

Student 
Ethnicity 
African-
American 
Caucasian 

Language Arts 

Pass-100% 

Pass - 99% 

Mathematics 

Pass - 94% 

Pass - 94% 

Science 

Pass - 79% 

Pass - 97% 

Social Studies 

Pass -95% 

Pass - 96% 

Research Questions 

For the purposes of this study, the researcher sought to answer one overarching 

research question: What programs and strategies were being successfully implemented in 

order to produce high academic achievement for all subgroups, thus narrowing or 

eliminating the academic achievement gap between African-American and Caucasian 
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students. In an effort to answer the research question, the researcher observed the 

implementation of successful strategies to narrow or eliminate the achievement gap at a 

high school in Georgia. Second, the researcher examined the implementation of four 

program components that have been identified as contributing to an increase in academic 

achievement for minority students: a) mentoring, b) smaller class sizes, c) individualized 

learning, and d) leadership. Finally, the researcher inquired about additional programs 

and strategies that were being implemented to address the academic achievement gap 

between African-American and Caucasian high school students. 

Research Design 

The researcher selected a qualitative research design to explore the problem of the 

academic achievement gap between African-American and Caucasian high school 

students. The selection of a qualitative instead of a quantitative design was based on the 

preference to collect rich data that described a setting in which the academic achievement 

gap was significantly less than the state average on the Georgia High School Graduation 

Test. The student researcher consulted with researchers with both qualitative and 

quantitative experience and concluded that a qualitative case study was the preferred 

method to approach the problem and provide results that could contribute to the existing 

literature about the achievement gap. 

A modified analytic induction model was implemented. The researcher selected a 

suitable target site for the research by identifying a high performing principal as 

determined by the Georgia Governor and State School Superintendent. Using a snowball 

technique, the researcher identified high performing academic departments within the 

school in which a high performing principal was the leader. Continuing the snowball 
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technique, the researcher identified high performing teachers within the high performing 

departments. The high performing departments and teachers were selected based on the 

recommendation of the principal and their implementation of a standards based 

classroom. The selected teachers and classrooms were the subjects of observation. 

The researcher also collected data through interviews. During multiple visits to 

the research site, the researcher interviewed faculty members concerning strategies and 

practices that were implemented to narrow the academic achievement gap between 

African-American and Caucasian students on the graduation tests. The researcher 

interviewed the classroom teachers that provided instruction in the core subjects of 

Language Arts, Mathematics, Science, and Social Studies to first-time testers. The special 

education department leader was also interviewed to provide insight concerning students 

served through special services. Interviews included questions concerning efforts during 

the spring 2007 and spring 2008 graduation test administration and the impact that 

specific strategies and programs had on student academic achievement. In addition, 

teachers and administrators were questioned concerning practices and strategies to 

increase the academic achievement on the spring 2009 administration of the Georgia 

High School Graduation Test. 

A review of documents was also used to collect data for this qualitative research 

study. The researcher used documents such as the school report card provided by the 

Governor's Office of Student Achievement (2007) and school reports from the Georgia 

School Council Institute (2007) to identify possible research sites. Documents were used 

to collect information about the demographics of students and staff, course schedules, 
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academic performance in classes and on standardized tests, and other pertinent data to 

support the evolving focus of the study. 

The data were based on the population of the study which included current high 

school eleventh grade students, faculty, and staff of a high school in Georgia. While the 

study did not require direct access to students, the population was identified using 

demographic and academic performance data from the Governor's Office of Student 

Achievement based on the 2006-2007 school report card. The researcher determined this 

was the best possible site for this study based on the research questions focusing on the 

academic achievement gap between African-American students and Caucasian students 

and the demographics of the high school. Other possible sites were eliminated from the 

study based on a disproportionate number of African-American students compared to 

Caucasian students or due to a large academic achievement gap between the two groups. 

The Research Site 

To ensure anonymity, a pseudonym was used to identify the city, school district, 

school name, and staff names for the research site in the study. Downby County High 

School is located in Coley, a rural city in Georgia with a population of 4,300 residents. 

The population is comprised of 55% male residents and 45% female residents. The 

average age of a resident in Coley is 40 years old and the ethnic demographics are 55% 

Caucasian, 43% African-American, 1% Hispanic, and 1% representing other races. The 

total area of Coley is 3.39 square miles and has an average house value of $73, 000. The 

estimated average income for the residents of Coley is $31, 000, which is $19, 000 less 

than the average income of families in Georgia (Advameg, 2008). 
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The city of Coley has a higher number of residents below the poverty level than 

the state average. In 2007, 19% of the residents of Coley were living in conditions below 

the poverty level. In addition, the number of residents in Coley earning less than a high 

school diploma or earning a high school equivalent is higher than the state average. In 

contrast, the number of residents in Coley that have less than one year of college, an 

associate's degree, a bachelor's degree, a master's degree, a professional degree, or a 

doctorate degree are all below the state average. Thus, the poverty level for residents of 

Coley is above the state average while the educational attainment of residents is below 

the state average. 

Downby County High School had a total enrollment of 398 students for the 2008-

2009 school year. The student population included 45% African-American and 50% 

Caucasian students enrolled in grades 9-12. 100% percent of the student population is 

eligible for free or reduced lunch based on federal guidelines (US department of 

Agriculture, 2009). 103 students were administered the Georgia High School Graduation 

Test during the spring 2009 semester. Of the 103 students tested, 97 were first time 

testers. The scores on the Georgia High School Graduation Test in Language Arts and 

Mathematics are two predictors of adequate yearly progress according to the No Child 

Left Behind Act (Georgia Department of Education, 2009). In addition, passing scores on 

the Georgia High School Graduation Test are also required to earn a high school diploma. 

Thus, scores on the graduation test also impact the second indicator for high schools in 

Georgia, graduation rate, in determining if a school or district makes adequate yearly 

progress. 
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Data Analysis 

After collecting the data, the researcher organized data by categorizing interview 

responses and documents according to the research questions. Interviews were recorded 

using a digital voice recorder and transcribed using digital voice editor software. The 

interviews were printed, color coded, and divided by teacher or administrator responses. 

The researcher then assigned interview responses to the themes of leadership, 

individualized learning, smaller class size, and mentoring. The researcher matched 

interview comments to a strategy after completing the first set of interviews which 

occurred prior to the spring 2009 administration of the Georgia High School Graduation 

Test. After realizing that few interview responses addressed smaller class size, the 

interviewer identified this as a point of increased attention during the follow-up 

interviews after the administration of the graduation test. Once the data were 

categorized, the researcher identified themes and reoccurring ideas or observations. 

Interview responses were compared to documents and observation notes to determine the 

triangulation of strategies that were considered useful in narrowing the academic 

achievement gap between African-American and Caucasian students. 

Summary 

A qualitative design was used to identify practices that were implemented to 

reduce the academic achievement gap between African-American and Caucasian high 

school students at one high school in Georgia. Possible research sites were identified 

using academic and demographic data reported through the state academic accountability 

system. The final research site was selected based on an even distribution of African-
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American and Caucasian students who demonstrated high academic achievement on the 

spring 2007 administration of the Georgia High School Graduation test. 

Through the use of interviews, observations, and document review, the researcher 

identified practices that narrowed the academic achievement gap between two subgroups. 

Modified analytic induction was used to determine high performing teachers and 

classrooms to be the subjects of prolonged observation to determine the implementation 

and subsequent impact of strategies aimed at increasing student achievement for all 

subgroups, thus resulting in a narrow achievement gap. 



CHAPTER 4 

REPORT OF DATA AND DATA ANAYLYSIS 

The purpose of the current research study was to identify a combination of 

strategies that were implemented to narrow the academic achievement gap between 

African-American and Caucasian students on the Georgia High School Graduation Test. 

After an extensive literature review of strategies used to narrow the gap by improving the 

academic achievement of all students, the researcher selected to conduct a qualitative 

case study of one high school in Georgia that reported a narrow academic achievement 

gap between African-American and Caucasian students on the Georgia High School 

Graduation Test. The overarching research question for the study was what programs and 

strategies are being implemented in order to produce high academic achievement for all 

subgroups, thus narrowing or eliminating the achievement gap between African-

American and Caucasian students. In an effort to answer this primary research question, 

the researcher observed the implementation of strategies used at a high school to narrow 

or eliminate the achievement gap. Specifically the researcher inquired about the 

implementation of four program components that have been identified as contributing to 

an increase in academic achievement for minority students: a) mentoring, b) smaller class 

sizes, c) principal leadership and d) individualized learning. Finally, the researcher 

identified and explored additional programs and strategies that were being implemented 

to address the academic achievement gap between African-American and Caucasian high 

school students that surfaced during interviews, observations, and document reviews. 

57 
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Mentoring 

Research study results suggest that mentoring can be a successful strategy 

implemented in schools to increase the academic achievement of students (Bohrnstedt & 

Stecher, 2002; Hunter, 1999; Tierney et al. 1995). The studies reviewed by the researcher 

in this study focused on school based mentor relationships and community based mentor 

relationships. The school based and community based mentoring relationships were often 

between caring adults outside of the student's academic teachers in which the primary 

purpose of the relationship was not initially to improve academic performance (Fritzberg 

& Alemayehu, 2004). Although the primary focus of the mentor relationship was not 

academic performance, improved academic performance was reported for students 

involved in a positive mentoring relationship (Fritzberg & Alemayehu, 2004; Rhodes, 

Truitt, & Martinez, 2006). 

According to the administrative staff at Downby County High School, a formal 

mentoring program is non-existent (personal communication, February 2009). In an effort 

to provide additional assistance to students, a program titled teachers as advisors was 

implemented. One day each week, teachers meet with a group of students that have been 

placed in their homeroom. During this time, the guidance counselor provides activities 

for the teacher to facilitate. The activities range from identifying personality traits to 

calculating the student's grade point average. 

Despite the absence of a formal mentoring program at Downby County High 

School, classroom teachers reported many informal mentoring relationships. For 

example, one teacher describes a situation with a student that she mentored in the 

following way: 



I had a kid who I had last year and he didn't do well. Then he came back this year 

and he is doing much better. It was like I took special interest in him and asked 

what are you doing? Not only in my class, but when report cards came out I 

would say 'give it to me' and I would ask what are you doing here and what are 

you doing there because I knew that he could actually do better than he was 

doing. It was to the point where I was getting onto him so much that he started 

calling me mama. You really can see a difference when they know somebody's 

interested in what they're doing. And not saying there was not any interest at 

home because I'm sure there was, but at school he knew that he had somebody 

that was going to want to see and know what he was doing. Every time I see him I 

ask 'what are you doing, how are you doing on this', because he had done so 

badly last year. He turned it around. This year he's on honor roll and he's done so 

well, he just kinda pulled it out. I think it was more last year that he was a junior 

and this year he's a senior and I think that adds a little incentive as well. He 

knows that if he doesn't get it done this year he'll be back next year. He's not 

even in my homeroom. Now my homeroom kids, yes I've kept up with them and I 

check on them and I ask them what happened but he was in class and I saw him 

every single day (personal communication, February 2009) 

A concern about the teachers as advisors program is the lack of familiarity with the 

students assigned to each teacher's homeroom group. One teacher that also serves as an 

academic department leader in the school made the following suggestion to improve the 

teachers as advisors program: 
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If they're going to implement a program like this I would rather have homeroom 

everyday so that I have a chance to get to know the students. I've always done my 

own form of advising because I try to get real involved with the kids when they're 

in my class. I go around when it's progress report time and say, 'get them out, let 

me see them'. I'll stop by every desk while they're working on their homework 

assignment. I'll stop by every desk and ask 'what are you doing here, what's 

going on' (personal communication, February 2009). 

Classroom observations and interviews conducted by the researcher suggest that the 

teachers as advisors program is a school level attempt to encourage each student to have a 

positive relationship with a caring adult, which is similar to a formal mentoring program. 

Smaller Class Size 

The class size of the observed classrooms at Downby County High School ranged 

from 15-30 students. The average number of pupils per teacher at Downby County High 

School is 15 which is equal to that of the state of Georgia. It is important to note that 

although the number of pupils per teacher is 15, this calculation divides the number of 

enrolled students with the number of certified teachers in the school. More representative 

of the school class size in Georgia is the maximum number of students that can be 

enrolled in a classroom. In Georgia, a formula is available that allows class sizes to reach 

a maximum of 35 students, depending on the grade level and subject taught (Chen, 2009). 

The teachers at Downby County High School preferred smaller class sizes. Ms. 

Florence, the Language Arts teacher, taught a class of 17 students during the first 

semester of the school year and a class of 32 students during the second semester. When 

asked to compare the students' performance on the Georgia High School Graduation 
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Test, Ms. Florence reported that all of the students that failed the Language Arts section 

of the graduation test were enrolled in the larger class of 32 (personal communication, 

May 2009). In addition to being a larger class, the class with 32 students included 8 

special education students and it was a co-taught class. The class of 32 students was the 

largest Ms. Florence had taught. Ms. Florence normally has a class size of approximately 

20 students each semester. 

Ms. Potter, the social studies teacher, also preferred smaller class sizes. But in 

contrast to Ms. Florence, Ms. Potter reports that the students that failed the social studies 

portion of the Georgia High School Graduation test were in her smaller class. Ms. Potter 

had a larger class during the first semester of the school year and a smaller class during 

the second semester. Ms. Potter suggests two additional factors that may have contributed 

to the number of students that failed the social studies section that were enrolled in her 

smaller class. One factor was the students' lack of motivation. Ms Potter states "no matter 

what attempts I've made to try and get them to do something, they refused. It wasn't that 

they didn't try, but in most cases they flat out refused" (personal communication, May 

2009). The second factor was Ms. Potter's absence for maternity leave. Ms. Potter was 

absent for the first month of the second semester and despite providing assignments to 

prepare for the graduation tests, some students did not complete the assigned work with 

the substitute. 

A third teacher, Ms. Worth, also prefers smaller classes. Ms. Worth had classes of 

23, 22, and 17 this semester. When asked the difference between classes of 32 and classes 

of 23, Ms. Worth states: 
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When I have 22 students and I put them into groups of four to work, it's so much 

easier to get around and I can spend a little longer with each group. And I know 

that when I put them in those groups and I have one that's really good in each 

group then I can do it one time and I can count on them getting it across to the 

others. They are easier to manage when they're small like that (personal 

communication, May 2009). 

Research on class size reduction programs in Tennessee, California, and 

Wisconsin suggests that smaller class size when combined with other strategies can 

impact student achievement. The administration and staff at Downby County High 

School have made an attempt to combine smaller class size with other strategies and they 

report an increase in academic achievement. Despite the teachers' preference for smaller 

class size, one teacher believes that other factors such as motivation and teacher absences 

also affected student achievement even in a small class. 

Leadership 

The leadership at Downby County High School consists of two administrators, 

one principal and one assistant principal. Although both administrators share the 

responsibilities of the school level leadership team, they prioritize daily responsibilities in 

order to maximize their ability to lead the school. Mr., Long, the principal, has worked in 

Downby County for 30 years. He worked as a teacher at Downby County High School 

for 20 years, an administrator at Downby County Middle School for four years, and is 

currently working in his sixth year as the principal at Downby County High School. Mr. 

Long also lives in the city of Coley, which is the community in which Downby County 
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High School is located. Thus, Mr. Long refers to himself as an ambassador for the school 

system, county, and city (professional communication, February 2009). 

Mr. Bow serves Downby County High School as the assistant principal. In 

contrast to Mr. Long, Mr. Bow has lived and worked in several counties in Georgia and 

other states. Mr. Bow began working at Downby County High School during the 2006-

2007 school year as the assistant principal. Mr. Bow describes the relationship between 

the two administrators as "Long's strengths are my weaknesses and my weaknesses are 

Long's strengths" (personal communication, February 2009). 

As the principal of Downby County High School, Mr. Long made teacher morale 

his priority. Due to Mr. Long's history at Downby County High School and his 

relationship with the previous principal, he was allowed to begin meeting with the faculty 

to determine what issues he had to focus on when he began his work as the principal. Mr. 

Long describes a situation that led to low teacher morale as follows: 

There were times when money had apparently been spent and then there wasn't 

money for other things. One of the stories they used to tell was that they bought a 

big water dispenser for the faculty; they delieverd it around March. A month later 

they came in and the repo man was leaving with it. So the teachers had to provide 

their own coffee. How do we raise teacher morale? Basically the way that we did 

that was number one giving them the opportunity during the school year to 

express and talk to us about our problems, second, I didn't get them a water 

machine but we did start paying for the coffee. We did start doing some things to 

get our financial house in order because the financial situation was not good here 

at the school. Once again, we took steps to get that taken care of. By the time we 
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did those things, by midyear, you began to see that they began to trust us; they 

began to think that they could do certain things. But that was the number one 

challenge when we came here. It was teacher morale (personal communication, 

February 2009). 

The focus on teacher morale by Mr. Long impacted the teacher's views of him as a 

leader. Teachers that have only taught in the Downby County School System and a 

teacher that has vast experience in other systems expressed their respect for him as a 

leader and a person. 

He is very much a people person, very fair. He isn't the only administrator we 

have worked for but he's by far the most fair and the most calm. He has the best 

people skills because he not only works very well with his staff but he pleases 

parents and students. He works well with the whole picture. If you have a problem 

whether you've done something wrong and you go to him or whether you've done 

something right, you still come out of there pretty positive. Because I could have 

done something maybe not exactly as it was intended, and I can leave him and 

still feel good. And it just makes me work harder for him (personal 

communication, February 2009) 

The relationship that was built between Mr. Long and the staff of Downby 

County High School also impacted the implementation of curriculum changes. Upon 

Mr. Bow's arrival, a strong emphasis on standards based classrooms emerged. While 

Mr. Bow was familiar with standards based classrooms and standards based instruction 

because of his prior experience in larger school districts, Mr. Long was not. As a result, 

Mr. Long states Mr. Bow first had to "make a believer out of me" (personal 
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communication, February 2009). After Mr. Long began to understand the importance of 

standards based classrooms and the need to be proactive in its implementation, he then 

had the task of making sure that the teachers "bought into it and that we're all doing it" 

(personal communication, February 2009). 

Mr. Long and Mr. Bow make strong attempts to include the department leaders 

in all decisions. During a review of the Downby County School Improvement Plan, the 

researcher noticed the inclusion of a school improvement planning sheet which provided 

recommendations for the following year's improvement plan. When asked about the 

planning sheet, Mr. Bow stated "we don't run this school. I mean Mr. Long and I don't 

run the school, we work together with our teams" (personal communication, February 

2009). The teachers reiterated the opportunity that they are afforded from Mr. Long and 

Mr. Bow to be involved in the revision of the school improvement plan. According to 

Ms. Worth, the school improvement planning sheet was distributed to each department 

within the school and the faculty members completed the sheet with suggestions and 

forwarded the information to Mr. Bow and Mr. Long (personal communication, 

February 2009). 

In addition to being involved in the school improvement process, the principal 

and assistant principal allowed the department leaders to provide input for the course 

schedule. Although scheduling is the primary responsibility of Mr. Bow, the assistant 

principal, the department leaders are credited with knowing the strengths and 

weaknesses of their department. According to Ms. Moon, 

They really do seem to give an awful lot of credit to us for knowing our people 

and knowing our strengths. In the special education department we have all four 



subjects. There are seven teachers in that department and they vary in their 

strengths and in their certifications. When I first started teaching I had early 

childhood certification and then went and got special education certification. 

Then no child left behind came and we needed to start co-teaching plus be 

certified in these areas. Plus there's a high turnover in special education, in my 

opinion, and we have 80 students at this school that are served through special 

services. So they'll all each have individual needs but when it comes to 

scheduling, they really do give me an awful lot of flexibility with these kids to 

not only follow their IEP but try to push them, try to make AYP, and scheduling 

them accordingly with teachers who are as qualified as we can get them and in 

the best learning environment that we can (personal communication, February 

2009). 

Although Ms. Worth agrees with Ms. Moon that the administrative team allows them 

flexibility in scheduling courses for their department, she adds another perspective 

concerning decisions in which they are not consulted. 

We meet as a department and we know where our strengths are and our weaknesses 

are and as much as possible we try to keep everybody happy. While at the same 

time, doing what's best for the student. There's certain areas that they pretty much 

leave all of that up to us and then we make our decisions, we run it by them, and 

they approve it. Then there are other areas I feel like they're asking for our opinions 

and then they're going to say here's how it's going to be done. For the most part, as 

far as who's teaching what, they listen to what I think should be done and if they 

agree they agree and if they think something else then we discuss it and talk about 
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it. It's very seldom that I feel like I've been handed a dictatorship decision (personal 

communication, February 2009). 

Overall, the teachers and department leaders have the opportunity to provide 

feedback concerning issues such as school improvement and scheduling. The principal 

and assistant principal consult with the department leaders about assigning the 

appropriate teachers for each class. The department leaders supported this finding in their 

interviews stating that they are trusted by the administration to make decisions based on 

the strengths and weaknesses of the department. The school improvement planning sheet, 

as well as the implementation of suggestions from the faculty, also supports the idea that 

the leadership style of the principal and assistant principal is one strategy that has 

impacted the academic achievement of students. 

Individualized Learning 

Individualized learning is one strategy used to increase the academic achievement 

of at-risk students. Individualized learning is implemented at Downby County High 

School primarily through the use of technology based resources. Downby County High 

School uses two programs, A+ Learning Systems © and USATestprep ©. Both programs 

are used to assist with Georgia High School Graduation Test preparation and 

remediation. The administration values the use of these two programs and requires each 

classroom teacher to spend one class period per week in the computer lab utilizing one or 

both of the programs (personal communication, February 2009). 

The administration of Downby County High School emphasized the need to target 

all students for test preparation instead of only targeting the students that were identified 

as at-risk of not passing the tests. As a result, Mr. Bow, the assistant principal, created a 
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schedule for all academic teachers to spend one class period each week in the computer 

laboratory with their students. The Language Arts and Mathematics teachers began their 

computer lab schedule in January because a greater focus was on the student achievement 

in these two areas because of adequate yearly progress and the No Child Left Behind Act. 

The Science and Social Studies teachers began their computer laboratory schedule in 

February. In addition, the students that were not scheduled in an English, Math, Science, 

or Social Studies class were scheduled for test preparation with an academic teacher 

during their scheduled elective class. Mr. Bow credited the increased scores in the honors 

and advanced placement range to USATestprep© and the A+ learning system©, no 

matter if the teachers used the resources in the computer lab or in their classrooms 

(personal communication, May 2009). 

The classroom teachers had varied opinions concerning USATestprep© and the 

A+ learning system©. Ms. Potter identified the large amount of reading required with the 

A+ learning system© as being a potential problem for test preparation in Social Studies. 

According to Ms. Potter "they would just take the test and write the answers down, and 

they would go back and take the test again and write the answers down and they kept 

doing that until they had all of the questions and answers" (personal communication, May 

2009). In contrast to the A+ learning system©, Ms. Potter reported using USATestprep© 

regularly with her students because of the closely aligned format to the questions on the 

Georgia High School Graduation Test. USATestprep© also allowed for individualized 

instruction because the classroom teacher could easily review the questions missed by 

each student during the lesson and tailor instruction to remediate in that specific area. 
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The use of USATestprep© and the A+ Learning System© was difficult as a 

preparation tool in the area of Language Arts according to Ms. Florence (personal 

communication, May 2009). The Language Arts section of the Georgia High School 

Graduation Test requires much reading after which students are required to answer 

questions based on a passage. According to Ms. Florence, the students were unable to use 

these resources as tools because they did not know the terminology required to answer 

the questions correctly. As a result, Ms. Florence preferred to use USATestprep© in the 

classroom as a whole group in order to teach terminology while the students were 

working through the lesson (personal communication, May 2009). In agreement with Ms. 

Potter, Ms. Florence also stated that the questions in both USATestprep© and the A+ 

Learning System© started to repeat and the students complained about this aspect of the 

technology resources. 

Neither USATestprep© nor the A+ Learning System© were preferred tools for 

test preparation in the mathematics classroom. Ms. Worth reported that both resources 

lacked alignment between the practice test and the actual Georgia High School 

Graduation Test. In the past, Ms. Worth used USATestprep© but states that recently the 

format of the questions changed and as a result did not provide acceptable practice for the 

students (personal communication, May 2009). 

Despite varied opinions concerning the usefulness of both USATestprep© and the 

A+ Learning System© as preparation tools for the Georgia High School Graduation Test, 

there was consensus concerning the mandatory required time to be spent in the computer 

laboratory. All three teachers interviewed after the results of the graduation tests were 

received reported that mandatory time in the computer laboratory did not have a 



significant impact on student achievement. The repeating of questions on the practice test 

eventually led to the resources no longer being learning tools. In addition, the students' 

limited knowledge of terminology in Language Arts required teacher assistance in order 

to answer the questions which eliminated the resource as an individualized learning tool. 

Thus, both sources can be valuable but the teachers would prefer to have flexibility in 

how the tools were used. 

Individualized instruction allowed students to excel in the academic areas in 

which they understand the concepts and receive additional instruction and practice in 

areas in which they were struggling. The interviewed teachers used technology based 

resources to provide individualized instruction but they also attempted to do this in small 

classes. The ability to individualize instruction occurs when using technology but also 

relies heavily on smaller class size. As a result, the teachers interviewed believe that a 

combination of smaller class size and technology assisted them in providing 

individualized instruction. 

Georgia High School Graduation Test Results 

The purpose of this study was to identify strategies and practices that contributed 

to a narrow academic achievement gap between African- American and Caucasian high 

school students as evidenced on the Georgia High School Graduation Test. The results of 

the spring 2009 administration of the Georgia High School Graduation Test are presented 

in Table 6.The results report the number and percentage of African-American and 

Caucasian students that passed each section of the graduation test. 
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Table 6 

Spring 2009 Georgia High School Graduation Test - Downby County High School 

Student 
Ethnicity 

African-
American 

Caucasian 

Language Arts 

42/53 = 79% 

38/42 = 90% 

Mathematics 

47/53 = 88% 

41/42 = 98% 

Science 

39/53 = 74% 

40/42 = 95% 

Social Studies 

41/53 = 77% 

40/42 = 95% 

Adequate yearly progress is determined by academic achievement in the areas of 

Language Arts and Mathematics. In Georgia, AYP is determined by a passing score on 

the Language Arts section and a score of 516 in Mathematics on the Georgia High School 

Graduation Test (Georgia Department of Education, 2009). The results for students 

scoring 516 or better on the Mathematics section of the graduation test are presented in 

Table 7. The Georgia Department of Education provides a tool for preliminary 

calculations to determine if a school has met the requirements for adequate yearly 

progress. Based on the data for the first time testers at Downby County High School, the 

school has made adequate yearly progress for the 2008-2009 school year (personal 

communication, May 2009). 
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Table 7 

Mathematics Scores of 516 or Greater on the spring 2009 Georgia High School 
Graduation Test 

Student Ethnicity 

African-American 

Caucasian 

Students receiving score of 516 or 
greater 
27/53 = 50% 

38/42 = 90% 

Student achievement on the spring 2009 administration of the Georgia High 

School Graduation Test show that an achievement gap does exist between African-

American and Caucasian students. The gap is narrower in 2009 than it was in 2008 but is 

larger than it was in 2007. Thus, despite the implementation of strategies and programs, 

the achievement gap still exists. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND IMPLICATIONS 

The purpose of this research study was to identify an effective combination of 

strategies that could contribute to a narrow academic achievement gap between African-

American and Caucasian high school students based on the results of the Georgia High 

School Graduation Test. After a review of the literature, the researcher decided to focus 

on mentoring, smaller class size, individualized learning, and leadership and how the 

strategies are used in one high school setting to improve the academic achievement of all 

subgroups. Research suggests that each of these strategies had an impact on improved 

academic achievement for at-risk students and often produced the best results when 

combined with other strategies instead of being implemented alone (Karcher, 2008; 

Krueger & Whitmore, 2001; Nettles & Herrington, 2007; Sullivan, 2001). Therefore, the 

researcher sought to explore the implementation of the four strategies at a high school 

that reported a narrow academic achievement gap between African-American and 

Caucasian students on the spring 2007 administration of the Georgia High School 

Graduation Test. 

The researcher began identifying a suitable site for the research study by 

reviewing the academic achievement gap between African-American and Caucasian 

students in schools that had an even distribution of African-American and Caucasian 

students enrolled. The selected site's enrollment was comprised of 45% African-

American students and 50% Caucasian students. Using information from the Georgia 
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School Council Institute (2007), the researcher was able to review the test score data 

from schools with similar demographics. After a review of all of the schools with a close 

to even distribution of African-American and Caucasian students and their test scores, 

Downby County High School was selected as the research site. 

A review of documents, including the master schedule, school improvement plan, 

and school improvement planning sheets revealed an emphasis on academic excellence 

and a goal of making adequate yearly progress. Although the documents were useful, the 

interviews with the administrators and four academic teachers yielded data that provided 

insight into the implementation of strategies to improve the academic achievement of all 

students. 

First, the interviews with the administrators revealed a shared leadership style 

between the principal and assistant principal. The principal who had only worked in the 

Downby County School District was focused on teacher morale and teacher buy-in to 

new programs such as standards based classrooms. The principal shared his experiences 

when he accepted the position of principal at Downby County High School and stated 

that his priority was improving the morale of the faculty (personal communication, 

February 2009). 

In contrast to the principal, the assistant principal had a large amount of 

experience outside of Downby County in large and small, rural and urban school districts. 

The assistant principal's experience allowed him to bring a new perspective to increasing 

student achievement; most notably incorporating standards based classrooms and 

technology into each academic subject. During the first two years of his role as assistant 

principal, the school experienced a dramatic change in academic achievement as 
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evidenced on the Georgia High School Graduation Test. As referenced in Table 7, the 

academic achievement gap was narrow between African-American and Caucasian 

students in three of four academic subjects. The results of the spring 2008 administration 

showed a gap between African-American and Caucasian students in all areas. This 

research study began after the results of the spring 2008 tests were released and therefore, 

the academic focus of the school was making adequate yearly progress and improving the 

academic achievement of all subgroups. 

The principal, assistant principal, and teachers all stated that their focus was not 

on improving the academic achievement of African-American students but instead was 

on improving the academic achievement all students. The increase in the academic 

achievement gap on the spring 2008 administration of the Georgia High School 

Graduation Test as well as the failure to make adequate yearly progress caused the school 

to change their approach to graduation test preparation. According to the data collected 

through interviews, in preparation for the spring 2008 test administration, the school only 

focused on the students that they did not expect to pass. As a result, the students did not 

earn the scores needed to make adequate yearly progress. Thus, the focus during the time 

period of this research study in preparation for the spring 2009 administration was on all 

students and emphasized students earning scores in the advanced proficiency area of 

achievement instead of simply passing (personal communication, February 2009). 

One strategy that was emphasized from the administration was the use of 

technology based resources and individualized learning. The literature suggests that 

technology based individualized instruction has a greater effect on younger than older 

students and on examinations administered immediately after course completion instead 
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of summative assessments such as the graduation test (Kulik et al., 1983). 

USATestprep© and the A+ Learning System© were regularly used as individualized 

learning tools to prepare students for the Georgia High School Graduation Test. Each 

academic teacher was scheduled to spend one class period each week in the computer 

laboratory using one of the online resources to prepare students for the graduation test. 

Students were also afforded the opportunity to use the online resources outside of 

scheduled class time. The use of the computer based programs was so prevalent that 

students that were not enrolled in an academic course during the spring semester were 

excused from their elective class to attend a preparation session in the computer lab with 

one of the academic course teachers. The administrators credited the use of online 

resources during a scheduled time in the computer lab with the improved scores of the 

students, especially the scores in the advanced proficiency range. 

Although the teachers interviewed used both USATestprep© and the A+ Learning 

System© as tools to prepare students for the graduation test, they were not as convinced 

as the administrators that the scheduled time in either the computer lab or the use of the 

resources had a great impact on the academic achievement of the students. In fact, the 

classroom teachers all stated that they would prefer to have more flexibility in deciding 

how and when to use the online resources as tools to prepare the students for the test. 

Based on the difference in opinions of the impact of the online resources and the 

scheduled time in the computer lab, a possible disconnect exists between the teachers and 

the administrators and should be addressed. 

Another strategy that was explored was smaller class size. Two of the interviewed 

teachers believed that this strategy had a great impact on the academic achievement of 
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students on the spring 2009 administration of the graduation test. The teachers reported 

that their ability to assist individual students with concepts was more likely to occur with 

classes of 22 students compared to classes of 32 students. The ability to monitor the 

behavior of the class was also greater in smaller classes than in larger classes which also 

was suggested from the literature on small class size (National Education Association, 

2009). The test scores support the teachers' perception of small class size impacting 

academic achievement. In Language Arts, the students that failed the test were enrolled in 

the larger class. In addition, all of the students in the smaller class passed the Language 

Arts section of the graduation test. 

The likelihood that smaller classes would not be implemented next year was 

implied by the administration and echoed by the classroom teachers. Due to the number 

of students enrolled in eleventh grade courses, the class sizes will not be less than 20 

students. The teachers would prefer to have smaller class sizes but also understand that 

class size is determined by enrollment and are accepting of the larger class sizes. For 

example, math classrooms will likely be large due to changes in math requirements in 

Georgia. The freshman class that entered high school during the 2008-2009 school year is 

under a new curriculum that includes a math course sequence of Math I, Math II, Math 

III, and Math IV. The high schools are still required to teach other math courses for the 

students that entered prior to the 2008-2009 school year. As a result, the math department 

leader believes that the older math courses such as geometry and algebra will have larger 

classes but the new class of Math II will have smaller numbers (personal communication, 

May 2009). 
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A formal mentoring program is not in place at Downby County High School but a 

program titled teachers as advisors is implemented. The inability to build meaningful 

relationships between students and their advisor teacher exists due to the lack of meeting 

time. Teachers meet with their homeroom teachers once each week and this time is spent 

completing assigned activities from the guidance department or administration. In 

addition, clubs meet during the homeroom time which results in some students being in 

homeroom for a very limited time. The opportunity to meet more often with the students 

in homeroom would be beneficial to establishing relationships. Meeting daily instead of 

weekly is one recommendation that would be made to improve the teachers as advisors 

program. In addition, protecting the homeroom time by requiring clubs to meet at another 

time would assist in building the relationships between students and the homeroom 

teacher. 

The importance of relationships is not only evident between teachers and students, 

but also between students and the administration and the staff and the administration. An 

overwhelming mention of the leadership at Downby County High School was revealed 

throughout this research study. The teachers spoke highly of the principal throughout 

each interview. When asked about the availability of the principal, the teachers responded 

that he was not always available. After probing, the researcher determined that the 

principal was not always available because he spent time addressing the needs of 

everyone, including teachers, parents, and students. The principal believed in being 

available to parents whenever they needed to speak to him. Mr. Long would not require 

parents to have an appointment to speak with him because he valued their input and 

interest in the school. This philosophy was evident when the principal was working with 



students and teachers. During the administrative interview, the principal and assistant 

principal contrasted their differences by stating that Mr. Long would take significantly 

longer in dealing with a student concern as compared to Mr. Bow. The longer meetings 

were the result of Mr. Long's interest in understanding the factors contributing to the 

problem the student was having. 

The relationship between teachers and administrators had an impact on student 

achievement. Research suggests that sharing student achievement data with teachers 

allows them to make informed decision concerning classroom practices (Bottoms & 

O'Neil, 2001; Waters & Grubb, 2004). The administrators at Downby County High 

School shared student data with all faculty and staff members and also provided teachers 

the opportunity to offer suggestions to improve the academic achievement of all students. 

As the researcher for this study interviewed teachers and observed classrooms, the 

knowledge of student achievement data was evident. Teachers readily referenced the 

inability of students to meet the enhanced scores in Mathematics and Language Arts the 

previous year which caused the school to not make adequate yearly progress. The 

teachers knew the importance of students scoring in the advanced proficiency range 

during the spring 2009 administration of the Georgia High School Graduation Test and 

the implications on making adequate yearly progress. 

The administrator's ability to clearly communicate expectations of classroom 

practices also contributes to increased academic achievement (Cudeiro, 2005; Edgerson 

& Kristonis, 2006). Mr. Bow introduced standards based classrooms to the faculty of 

Downby County High School upon his arrival as assistant principal. Mr. Bow had 

extensive knowledge in the implementation of standards based teaching from his 
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previous experience in other counties. During the administrative interviews, Mr. Long 

admitted that he was an obstacle to Mr. Bow implementing standards based practices 

(personal communication, February 2009). As a veteran in the county, Mr. Long had not 

been exposed to standards based practices but was willing to work with Mr. Bow to gain 

a better understanding of standards based classrooms and how this new practice could 

contribute to increased academic achievement. 

In addition to understanding how to clearly communicate expectations of 

classroom practices, leaders should also provide meaningful staff development 

opportunities to incorporate appropriate strategies to improve academic achievement 

(Bottoms & O'Neil, 2001). The teachers at Downby County High School stated that staff 

development in the implementation of the new Georgia Performance Standards was 

available and especially helpful in the area of social studies. In fact, the social studies 

teacher reports that an increased focus on the standards did contribute to her students 

being more prepared for the graduation test. It is interesting to note that the primary 

reason why the social studies teacher did not prefer to use the A+ Learning System© was 

because it did not appear to be correlated to the Georgia Performance Standards. The 

researcher recommends that the administration closely review recommended online 

sources for alignment to the Georgia Performance Standards. 

Robert Marzano (2003) ranks providing challenging goals as second on his list of 

factors that affect student achievement. The administrators at Downby County High 

School challenged the faculty and staff to increase the expectations for student 

achievement. The focus for the 2008-2009 school year was to make adequate yearly 

progress and increase the number of students that earned scores in the range of advanced 
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proficiency. Mr. Long also credits Mr. Bow with increasing the expectations of both the 

staff and students. Mr. Long recalls the initial meeting with Mr. Bow and the department 

leaders during which the goals for the school year were established. Mr. Long states that 

he and the department leaders initially set goals to increase student academic 

achievement by one or two percent. Mr. Bow interjected and proposed that they establish 

higher goals. The students did achieve the high goals set for them and both Mr. Bow and 

Mr. Long believe that their enthusiasm about the high achievement was a result of setting 

and achieving high goals (personal communication, May 2009). 

Although the results of this study do not support the claim that a combination of 

the four strategies of mentoring, small class size, individualized instruction, and 

leadership contributed to a narrow academic achievement gap between African-American 

and Caucasian students, it does support the claim that the strategies increase the academic 

achievement of at-risk students. 100% of the students enrolled in Downby County High 

School are eligible for free or reduced lunch. Thus, there was an increase in the academic 

achievement of the at-risk student population. The academic achievement of the students 

at Downby County High School is to be commended and they have been recognized by 

U.S. News and World Report as a 2009 outstanding high school. 

Student motivation emerged as a barrier to academic success for students. Two 

teachers suggested that despite efforts to prepare all students for the Georgia High School 

Graduation Test, some students refused to participate in class activities and complete 

assigned work (personal communication, May 2009). The teachers contributed a lack of 

motivation to most students who did not pass one or more sections of the graduation test. 
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The researcher recommends future research in exploring student motivation as a factor in 

conjunction with leadership, small class size, individualized learning, and mentoring. 

In addition to exploring student motivation, the researcher also recommends 

replicating this study in a setting in which a formal mentoring program exists and a focus 

on narrowing the achievement gap exists instead of a focus of increasing the academic 

achievement of all students. Although improving the academic achievement of all 

students is relevant, the ability to narrow the achievement gap has still eluded the 

researcher. The researcher attempted to visit a school setting in which a narrow 

achievement gap existed on three of four graduation tests. Based on qualitative data, 

Downby County High School successfully narrowed the academic achievement gap 

between African-American and Caucasian students on the spring 2007 Georgia High 

School Graduation Test. After reviewing the test data for subsequent years, it appeared 

that in fact Downby County High School had not eliminated the achievement gap but did 

successfully increase the academic achievement for all students. Thus, the results of this 

research study can contribute to the literature of effective practices to increase the 

academic achievement of students but falls short of contributing to strategies of 

narrowing the academic achievement gap. 
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Appendix A 
Administrative Interview Transcript #1 

INTERVIEW 
B- Mr. Bow: Assistant Principal 

L- Mr. Long - Principal 

R- Researcher 

R - This interview is going to be real general, or informal, First Mr. Long, tell me about 

when you became principal. When did you come to Downby county high school and 

what challenges were you faced with when you came? 

L - Do you want my life story or just the principal? 

R -just being the principal, we'll get to the other part later. 

L - 1 came here six years ago, I believe 2003-2004 school year. I took the place of Mr. X 

who was the principal at the time. I was the principal at the middle school back during 

that time. When we came to the high school right before we came, we were assigned, the 

guy that was the assistant principal, we were told like in late April of that year. So, one of 

the things I wanted to do was to get an idea of what was happening because we had heard 

a lot of things, good and bad. So we got permission from the principal at the time, Mr. X, 

who worked very cooperatively with us, to come up and we did a series of interviews 

with the teachers and with the paraprofessionals. What were the strengths, what were the 

weaknesses, what did they see going on with the school. Not surprisingly, the academics 

and the test scores were not what they were talking about. The biggest challenge was 

teacher morale. When we came up, the morale was low, you know, without casting 

disparaging remarks about my predecessor, no disrespect, the biggest thing they were 
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saying was they didn't have accessibility to the principal, discipline wasn't done on a 

consistent basis, there were times that money had apparently been spent and then there 

wasn't money for other things. One of the stories they used to tell was that they bought a 

big water dispenser for the faculty, they brought it in like in April, March, January, 

somewhere along that line. A month later they came in and the repo man was leaving 

with it. So the teachers had to provide their own coffee. In addition to that, just the moral 

was bad. They didn't feel like they were getting backed, support. So that to me was the 

number one challenge. How do we raise teacher morale? And basically the way that we 

did that was number one giving them the opportunity during the school year to express 

and talk to us about our problems, second, I didn't get them a water machine but we did 

start paying for the coffee. We did start doing some things to get our financial house in 

order because the financial situation was not good here at the school. Once again, we 

took steps to get that taken care of. By the time we did those things, by midyear, you 

begin to see that they began to trust us, they began to think that they could do certain 

things. But that was the number one challenge when we came here. It was teacher morale. 

R - Mr. Bow, what about you, when you came here? This is your third year right? Tell 

me about how you got to Downby County. 

B - Well, it is a funny situation. I was not necessarily looking for a job, but I noticed 

where they were needing a coach and an assistant principal and an assistant coach in 

football and assistant principal so I came down and interviewed and seemed that things 

just kinda worked out real well. It was a place that I, after talking with Mr. Long and our 

superintendent, it just seemed like a good fit and so that's how I got here. You know, I 

think that the challenges when I came was that we needed to get some buy-in on our test 
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scores and we needed to buy-in from some of our teachers, not necessarily morale wise 

but we had an older faculty my first year. 

L - We had , not to interrupt, we had a very big veteran base that had done things, and I 

was one of them, that had done things the same way for thirty years and with things 

moving toward standards based, it was a struggle, don't you think that was a big thing? 

B - 1 think becoming a standards based school and having standards based classrooms, 

we had a lot of folks that really didn't understand why they had to do certain things. 

L - 1 think one of the challenges Bow had was me. The reason I say that was, I taught 

with these teachers for 20 years, left them for the middle [school], then came back. Well 

then, he said, here's some of the things you need to do, here's some of the techniques. He 

had to make a believer out of me first, I think then, because I was skeptical about some 

things. I resisted somewhat. But he's persistent and did a great job of the way he 

explained it all, and I think that helped a bit. 

B - well the biggest thing is I had been, you know, I had been, and I think what I brought 

to the table was the fact that I had been in other systems and I had seen, I was in one of 

the most progressive systems in the state of Georgia as far as technology, as far as 

keeping up with what's going on, if there was a pilot program out there, we were doing it, 

you know, and, I will say this about being there, it got so big that I don't want to be there 

anywhere, other than that, the professional growth and staying on top of what is out there, 

really helped me. And I think I brought that to the table here in this county where, not 

that they didn't do professional development that much, it's just that there were some 

things out there they just weren't aware of. And, how to do things. So my biggest 

challenge was to show, come in, try to be a leader along with Tim to convince them that 
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you know, the state's going this way, we need to be on top of it, we need to be at the 

forefront rather than waiting till the state mandates that we do certain things. You know, I 

said, trust me, you'll see it's gonna happen in the future and we did, and we're so far 

ahead of other school systems in our area because, not because they did what I said but 

because, I knew all about standards based, I knew what the classroom was, I developed 

little checklists that you can walk through and check off whether you got, you can walk 

out of there and say this is a standards based classroom. We do what we call awareness 

walks, we have things that we check off, we see what teachers are doing, the thing about 

it is that it is immediate feedback for that teachers. We tear off a part of it, the teacher 

gets their part, we keep our part, and you know, we'll sit down and talk about it if we 

need to. 

L - 1 think one of the best things with him that I am sure you remember, it was like 

September the first year here, we had a county wide meeting, administrative meeting and 

we were in there, and the assistant principals from all three schools and the 

superintendent and they brought a listing about all these things that at your school you 

should be doing such and such which is standards based. Well the other schools, again I 

won't mention their names, they were all nodding saying yeah we're doing all that and I 

leaned to Bow and said "we ain't doing that". The other schools were having awareness 

and other people were coming in and he said you want me to say something and I said 

sure. He said, you all, we're not ready, he was point blank honest with them and said, 

we're not ready. Well the other schools, no offense to them, claimed they were ready, 

went through the awareness walks, we didn't, they didn't get the greatest report from it 

because what they thought they were doing wasn't completely what needed to be done 
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and the reason that is without him doing that, I'm more of a more quiet person when it 

comes to things like that, I probably would have waited until the last meeting or not 

speak up and see what happens. I thought it took a lot of guts for him at a county meeting 

to say look y'all, we're not doing this but we're going to but we're not and I think we 

progressed because of that where as the other schools which they're doing well don't get 

me wrong we have a great system, but at least at that particular time, they either didn't 

want to admit they were not doing it the right way or they thought they were doing it the 

right way and it wasn't. I think he brought a lot of good stuff to the table from the other 

system. 

R - So where your priority was more, and it may have been the time, but you were able 

to look more at the instructional aspect of it because Mr. Long had already gotten the 

teacher moral up and the finances up. 

L - 1 think financially when I got here, and when I say this, not disrespectful to anybody 

that was here, to the teachers, but when I got here it was heavily veteran based, the 

average years of the teachers that had been here was 20 -25 years all at this school and 

they were close friends of mine. Getting their morale up and getting them moving in the 

right direction. Bow coming in and them focusing on the instructional helped then and 

when we say this because these are my dear friends, we never told them, nobody ever 

said, if you don't do this you need to go look for another job, but it is interesting that I 

think the first or the second year when they saw the direction we were going, we had 11 

teachers and a counselor that decided to take their retirement. The next wave of folks that 

came in were very young for the most part, energetic, some worked out, some didn't but 

the entire demographic of the school changed and I think a lot of it was, and this is what I 
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want to emphasize, nobody came in, he did not come in I didn't say you're either going 

to do this or you're fired. But I think they actually saw that we were telling the truth, that 

we're not going to be able to teach, and I even told them, y'all, right now if you put me 

back in the classroom back then, I would go back to my old ways and somebody would 

be coming to me saying Long, this is the way you need to teach because you are not 

doing it the way it needs to be done under the standards now. So, I think his direction is 

what helped us move and change the demographics. 

B - The good part is that from a team standpoint, administrative team standpoint, that 

Long's strengths are basically my weaknesses and I think my strengths are his 

weaknesses. 

L - 1 agree 

B - and we balance so well, and we both take the instructional lead but I think I spend a 

little bit more time with it. 

L - 1 rely on him an awful lot 

B - 1 handle the scheduling although he has any kind of input that he wants to do but yet 

we kinda work together. I'll go in and say I've gotta do this and this and I'll bounce It off 

of him and say what do you think. We just... as far as being a team, you couldn't I don't 

think you could find a better team. 

L-1 don't either 

R - When you talk about your strength about being an instructional leader, you talk about 

the awareness walk and the standards based learning, if that's more of your area, correct 

me if I'm wrong, are you more focused on, if you're the instruction person. 
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L - If he's more the instruction person, I'm more the climate. Basically in terms that I 

would say that again Bow takes more of the lead for instruction in terms of being 

innovative. Both our priorities are we want kids #1 to get their diploma. Number two is 

the graduation test to go through the roof with the scores. But I think his strength is his 

instructional leadership. My strength is basically to make sure that the teachers buy in to 

it, that they're on board with it. That we're all doing it. Again, I'll throw another thing at 

you. We're doing lesson plans on echalk© which is electronic type of program that we 

have. His strength is technology, my strength is convincing the teachers that just because 

you don't write in the blue book anymore doesn't mean that they're not valid and that this 

new way is not a bad thing it's a good thing. So again, does that mean that I never give 

instruction ideas, by no means does it mean that. Bow doesn't convince teachers that they 

need to do something. But again if you're looking at this would you agree? 

B - 1 pretty much take care of the discipline, Mr. Long is if I get loaded down and I don't 

have time to do it or a teacher brings one to him, I mean we don't say Mr. Bow is doing 

all the discipline so give it to him. It's kinda a team thing. I'm one of those that 

martinizes people. 

L - you see the one hour martinizing that takes an hour. I do the discipline for four kids it 

may take 30 minutes. He's through in about five. Same result just different styles. 

B -We just have different styles as far as, I get that sometimes I'm too blunt but I also 

know how to deal with people. We don't have parent problems, if we do, we know how 

to deal with it. I've been in this business for 36 years, I think I know a little bit about 

what to do. I've dealt with probably every kind of parent from rich to poor. 
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R - So how is your parent involvement and how do you view that. You guys would not 

imagine this is a side note, I have all these questions and you are answering them. Talk to 

me about the parental involvement. 

L - if you look at parental involvement, again it is something that I think we still need to 

work on. We don't have a mentoring program which I know some schools have, our 

younger grades in the elementary school do. On the other hand, in terms of looking at 

some of the things that our parents do, in a small school setting, small town setting, your 

high school is the flagship of the county because we have very few industry, very few 

business, we're not an Atlanta. We're a small little rural town so parent involvement 

takes different ways. Let me tell you some general things that they do then we go into the 

instructional part of it. Many of our parents are involved in our athletic booster program. 

Their children play ball, they want to be involved with it which is a great organization. 

We have a large number involved in .our band booster organization, in fact we have one 

of the biggest bands in class A, we have 100 members in our band and we're only a 

school of 435 almost a quarter of our population are in the band. Those are two ways 

parents get involved in the school. Some more practical ways are we do have workshops. 

One is e411 which is a financial aid workshop when we have the parents come in with 

regards to the senior class, they come in and actually talk, they get the complete 

presentation. We talk to them about scholarships and the whole 9 yards. 

R - is that an outside company? 

L - An outside group. I think they are from Atlanta and they come down. We have Title I 

meetings throughout the school year, the countywide parents come, then the high school 

parents get together, middle school and elementary in their own separate breakout 
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sessions. We take parent surveys to get their strengths and weaknesses last year through 

Title I. This year we got a gang awareness workshop set up for our parents to come to 

more of an educational type thing. Bow has set up four different kinds of pre-registration 

curriculum nights for parents to come. That night we will talk about graduation test 

scores and exactly what is going to be involved so they know what their children will be 

doing. Those are the marquis things. On a personal note, we are very big on parent phone 

calls, parent contacts. We send out failure letters, we send out danger of failure, we also 

send out progress reports every 4 lA weeks, all teachers are required to do that. Here's the 

difference to me between a big school and us, you ever watch Andy Griffith? Andy 

Griffith, the big town is Mt. Pilan roley, where Bow came from Mt. Pilan and we're 

Mayburry so when Aunt B wants to come in and talk to the principal and it can be a 

problem as far as logistics, when they want to come in and talk to the principal or the 

assistant we don't require them to have an appointment. You come on in , give me ten 

minutes, come on in, tell us what's going on, good, bad, or ugly. You'd be shocked, that 

personally I have my phone number in the local phone book so that they can call me at 

the house. The reason is that if something happens on Friday or Saturday night that could 

break out on Monday morning, these parents are calling me at the house "Long, when so 

and so gets off the bus you better get him or somebody going to kill each other." So it's 

really neat because the parents do care about the children. Our local police have been 

wonderful in terms of being out here whenever we need them. 

L- So to sum it up from that portion of parent involvement it has been wonderful. We 

have a large number of them that do contribute whether it be honors night or graduation. 
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B - 1 think one thing that is a problem is that we need to get them more academically 

involved. I mean if you look where we're lacking and hopefully these nights that we're 

having for registration is that we've never required parents to come and we're not 

requiring but we're saying maybe one parent come or guardian come to this night and 

we're going to explain some things we'll let some teachers give a little bit of a 

presentation about their programs and stuff and we're trying to get them more involved. 

When we did our ninth grade registration, which was our first time, we almost I would 

say we probably say we had 95% participation. With kids and parents coming so I said 

o.k we got do that night, why not do all of it. [all grades]. 

L - before I step out, he talks about the parent perception or the ideas about the academic, 

and by the way hopefully I'll be back in a little bit, tell her about the parent perception of 

AP courses and that kind of thing, that definitely comes into play. 

B - The thing I started, they had AP courses here a long time ago and I kinda started it 

back this year. We do have an AP English class, we've got a couple kids taking AP 

physics but it's within the class itself. 

R - why did you want to start that again? 

B - we need to offer more rigor. I mean I'm an old football coach and I grew up doing 

that, that's why I got into education in the first place but I found out as I went down the 

road that I also had some other things that I could offer other than just being a coach. And 

education became more and more important to me. I coached in college for six years and 

those kinds of things and I kept seeing that getting kids to college when you're out 

recruiting and you see where these kids aren't prepared and they aren't ready for it and 

we still need to stress here that there are other things beyond a high school diploma. The 



problem we have in Downby County is that's where right now it's stopping. It's stopping 

at the high school diploma. We have kids go to college, don't get me wrong. 

R - 1 saw the college board, [map with students pictures and string connecting them to 

the city where they are attending college] 

B - Which is great. But if you look percentage wise, our kids come here and then that's 

it. And there's the problem that we have in this community is that they don't have any 

other place to go. I mean there is no jobs here and what gets you is they graduate from 

high school and what are they doing.? I mean, we want them off the streets, we want 

them off the welfare roles and everything else but that's a frustrating part of being here is 

that you can't get them see beyond Coley, Georgia. 

R- and do you think that you're able to see that because you've worked in other places? 

B - 1 think it helps. I grew up as a navy brat, we lived all over the world. I guess that's 

one reason I've moved around in my career note that when I first started out about every 

two or three years I would get the itch to move because that's what I did as a kid. Every 

eighteen months or two years we were going somewhere else. I never saw anything 

wrong with that. Roots and ties and everything are great but seeing what other people do 

and the experience of that kind of nature and I think that's kinda what I see. It makes me 

want to say to these kids, there's something else. I push the military. If you're not going 

to work in some kind of industry, you don't have some kind of trade, go on. Try the 

military. It's a way out of here. Go to trade school. Go anywhere we can go. That's the 

one thing I think we miss here at our school. We don't have enough, when a kid 

graduates from here can he go get a job. Yeah but what in? 

R- That's when I heard you talking about the electives and offering different things. 
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B - we tried CAD, which I thought was a good program. We tried criminal justice. We 

tried nursing. I'm sure we would do really good in cosmetology, I think our kids would 

take it all the time. See I think... 

R- Why don't you think kids are signing up? 

B - 1 think a lot of it is that they don' really want to do those kinds of things. The biggest 

industry here other than the school system is we have four prisons right around this area. 

R-1 think I passed Downby County prison. 

B - yeah. We got two another way and two close by. You have about four or five prisons 

in a pretty good range. So, criminal justice should be a very demanding area because 

that's one place you can go get a job. and it's not[popular]. That's why I brought it in 

here. I had five or six kids sign up. You have to have ten to make a class. When the local 

college come in here they agreed to help us but not with five or six but we had to cut that 

out. We can't grow the program. 

R- Let me ask you this about curriculum since that is really your area, how much 

flexibility, I know it's smaller and maybe you can compare this to larger systems, but as 

far as teacher allotments, classroom size, curriculum, how much flexibility do you and 

Mr. Long have here since you're the only high school in the county? 

B - not a lot, we still adhere to those numbers now we're about 1 V2 teachers over for a 

high school. And that's amazing because in most high schools you're sometimes ten, 

fifteen, twenty teachers over and what hurts is because we don't, we can't fund those 

people because we don't have a good enough local tax base to fund extra positions. It 

limits our curriculum because we have to offer the basics. We have to offer math, 

science, social studies and English. 
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R - so it doesn't leave much room for your electives? 

B- so the elective part of it, in fact, we try to tell our elective teachers that you need to 

build your program because if cuts come where are they gonna go? They're going to 

electives first, if you're only having ten, fifteen, twenty kids in a classroom you can say 

goodbye to them. 

R- what about maybe your foreign languages and your AP classes and things like that? 

B - Well, I think our superintendent and our school board understand that you've gotta 

offer those kinds of things. I mean the Spanish, the only foreign language we offer is 

Spanish. 

R- do you think that's a problem? 

B- it's not a problem, it just limits what you want to take but you know if you have two 

classes of Spanish, you've got to remember one thing, we've got about, out of each class, 

we've got about thirty or forty kids that are going to go to college. 

R- is that realistically are going to college or that are on a college prep diploma? 

B- they're on that track, probably out of that we have, twenty to twenty-five go to 

college every year. 

R- so the majority of your population is on a tech prep track? 

B - of course we don't after this , this years' class we don't have that extra diploma. But 

that's basically it. We've got about, let's see, two physics classes a year, we have two trig 

classes a year, so that's twenty to twenty-five, that's twenty, forty, we've got about forty 

kids that physics pretty much tells you which ones are college prep. We have about forty 

kids in this senior class that are college prep. 



R- Let me ask you this, this is one of the good things about doing this kind of study is 

that when you say something it clicks something else. When you think about the stigma 

associated with tech prep and these are your lower performing kids, you have a majority 

that are working toward the tech prep diploma but yet they're graduating. So that is my 

new thing, not only do you have kids graduating but these are kids working toward a tech 

prep diploma. So talk to me about the perception of your teachers, do your teachers, and 

maybe you can compare it to being in a larger system where unfortunately your college 

prep kids are geared toward your Euclidean geometry and your tech prep kids are geared 

to informal geometry or money management. Do you schedule them all together saying it 

doesn't matter if you're tech prep or college prep you're going to take geometry? 

B- we haven't in the past but what we have found and what I preached when we got here 

was that they all have to learn the same standard. It doesn't matter what class you're in 

you better be teaching to that standard. So, when we became pushed toward standards 

based it moved I got a lot of this, well they can't learn that, I said then we're not gonna 

make AYP if they can't learn it so they better learn it, you better teach it, you know, and 

it's not the majority of our teachers that were that way but some were that were still in 

that mode of we need to water this down and do that for these kids, and I said no you 

don't. 

R- so you increased the expectation? 

B - it's rigor, My thing is and this comes from coaching you get what you expect. If you 

expect little you get little and that's the same way it is in the classroom. If you expect 

them not to know it or you don't expect them to learn it then they're not going to do it 

because they can read it in your eyes and they can read it in your face. Kids know. 
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D-they do 

B - and I think we are, this faculty, after we got rid of what we got rid of is more student 

oriented. 

D- so talk to me about the relationship that you and Mr. Long have with the students. As 

far as you guys gave me a little bit about how he might take thirty minutes to deal with a 

discipline issue where you might take five. Are you guys in the hallways? 

B- Oh yeah, we're in the hallways and we're visible. We don't spend a whole lot of time 

in the office. Of course there are those days when you have all these plans to get in the 

classrooms and then the first five minutes of school you have one parent come in and 

then you have another one and then a fight, well not a fight but a discipline problem and 

you get bogged down and that's the only thing bad about being in a small [school], he 

and I, we don't have that time that we need. One of the things we've talked about is 

designating days and saying o.k. Monday, Wednesday, Friday this week you're going to 

be out, going to classrooms, out and visible and I'll stay in and take care of any office 

problems whether discipline or whatever then on Tuesday, Thursday that week maybe I'll 

get out and he'll stay in the office. 

R- have you guys tried that yet? 

B- well we kinda started with it and then it kinda faded away but it's something that next 

year, that we'll plan on doing. I'm like I said, kinda goal oriented, I like to see things get 

done and I want to see how we can measure it and move in that direction. Long and I are 

not completely different in the styles but he's more of the very politically correct and I'm 

the bull in the china shop. I'm sorry but I'd rather ask forgiveness than ask permission. 

And it does, I've worked with a lot of principals over my career and I can say this, this is, 
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like I said, I think we could go to any high school in this state and make it better, as a 

team. And because he does the right thing, and I don't know how your system works but 

I know in the Atlanta area , you know, they don't think coaches know a whole lot about 

curriculum and they don't think they have a whole lot of ideas about how to get things 

done and I fought that stigma for a long time. 

R- was that more of a personal choice to say, you know what, I've been a coach and I can 

take what I learned from coaching and I'm an assistant principal and in this role I have to 

learn about curriculum and learn about standards. 

B - 1 just, you know, when I was in the other systems where I was an assistant 

administrator, I tried to stay up with everything that was going on, usually your duties 

and responsibilities, you can handle discipline, you can handle facilities, but you can't 

handle that curriculum stuff, that's way above your head. But I've also found out that 

somehow, someway over 36 years I've kinda figured it out and understand what I've 

done and believe it or not, we've had a lot of people call and say, how did you all do that. 

R-I'm one of them 

B - How did you do that? And it's the thing that we did was that we decided that we were 

going to put students first and we decided again that you can't just take the low part or 

the low student and work on him you gotta work on them all. If you want to raise the bar 

and raise your test scores, you gotta do, I don't care, the person that scores the highest 

score you can get can still score a little higher. And if you take that one and they're 

scoring the high scores and the low people start getting up and start moving then you get 

that middle group to raise the bar a little more, you can't just target one area, that's where 

a lot of folks mess up. They say, we're going to target the blacks, the black male because 



they're the lowest area. Well let me tell you something, black females are low too, and 

white males are low and white females are low too. 

R- let me ask you this, with that vision, you are exactly right about targeting students, 

once again going back to the topic of the study is the achievement gap, do you think that 

the success that you guys had was because you didn't only target a specific group but you 

generalized everything and instead of saying ok I'm only going to work with the low 

African American students, so you guys never said this strategy is geared toward my 

lowest students? 

B- no, we said if we're going to raise the bar for everybody, you can't say I'm just going 

to target this one group. To me that's where you mess up. That's a personal feeling I 

guess, but I've seen it in our school, it works, we start off with this, we're going to target 

just this group that the teachers say are going to have a hard time, and that did not have 

anything to do with ethnic group. 

R- those were just the kids that were going to struggle on the test. 

B-1 don't care if you're black, white, purple, green, yellow, you're going to struggle. We 

did well with that. Last year we tried to target that same group, I told Mr. Long let's look 

at what we're doing here well we said we did well with that so were going to stay with it. 

R- now this is the 06-07 group that did great. With that group you just targeted the low 

group? 

B- yes who the teachers said were going to struggle with that exam. The next year we 

said we were going to do the same thing but what we didn't do, But I told them. I know 

we made it here but we have to maintain, we can't just go we gotta get going. He said, 

let's just do it this way since we did so good. I said listen to me. 
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R- That's the 07-08 year that you didn't make it [AYP]. 

B- yes I told him, after we got the data back, the first thing I said was we need to target 

everybody, you can't just target one group, and that's where I think we made a mistake 

but I think you're going to see, since we are targeting the majority, all of our students, all 

of our students are involved. 

B- whether they're in a class or not, if they're not in math right now they're still getting 

math trained. So, we've got everybody involved. 

R- So do you think that was probably the biggest difference because when I first 

identified you guys of course it was based on that 06-07 data and then I looked back and 

said o.k. this is even more interesting because now I want to know, and as I'm sure you 

guys are saying, what happened here so do you think the biggest thing is that you only 

focused on the lowest kids instead of everybody? 

B- yes I do, I think that hurt us. I think we said, oh these mid kids are going to pass, but 

guess what, we needed them to do more than pass, we needed the plus, and those five, 

those eight, those nine kids that didn't make it that were fourteen and fifteen, with a little 

bit of extra effort with those kids, we would have got the sixteen and seventeen and 

eighteen, and twenty. You know what I'm saying, so that's what you gotta look at. 

R- So what are you guys doing now since you've had, and I'm talking about that 06-07 

you targeted the low ones, you got the teachers to identify 07-08 you still only targeted 

the low ones, but you realized we need to do the middle ones, so what are you guys doing 

to prepare these kids now? 

B - we, once a week, our math and English teachers take them to the computer lab, they 

work on A plus Learning Systems© along with test prep and anything else that we have 
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that we can identify that would help them in their test preparation, so that's what we're 

doing right now. 

R - now let me ask you this and I have to ask and then we'll talk about it. So they go in 

one day a week in math and language arts (right) are the math and language arts teachers 

in there with them during their class period? 

B- yes mam, now those kids that don't have math and language arts are scheduled in. 

Sometimes we can get them into a class that doesn't have a lot of kids in it, I mean, 

where we get thirty computers so if we only got twenty-five kids we can put five kids in 

that class along with that math teacher. 

R- Now what class would they be pulled out of? 

B- we pull them out of the electives. We target all of our elective classes anytime a kid 

doesn't have math or English, we pull them. 

R- How do your elective teachers feel about that. Let me back up, do they, do you see, 

because I noticed when I was talking to the 2nd period group, was it the technology 

teacher, he said, oh you won't really want to talk to me, in the sense of I don't really deal 

with the academics, so do you have, have you seen any [resistance] from your 

nonacademic teachers when you're pulling kids, or do they feel like their class maybe 

isn't as important? 

B- there are some that will say, you know, this is just as important and then unpolitically 

correct as I am, what pays the paycheck is AYP, o.k. until education gets away from 

saying math and English are the two subject areas that you have to worry about right 

now, that's what we get scored on, so what, are we teaching the test, no we're teaching 

standards. 
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R- and that doesn't affect their morale? 

B- no. I mean they understand, hey, it floats the boat. I don't want to be on needs 

improvement here, you know, we don't want that, because now you got hoops to jump 

through that you shouldn't have to jump through. I mean, I know that's maybe 

educationally correct but it's reality. 

R- so let's go back a minute to the language arts and the math, what exactly are they 

using A+ for? 

B- A+ and test prep, we get them on anything the teacher comes up with a new site, if 

they want to do something else, that's great, if they've got, now my wife is very good 

because she does a lot of science stuff and everything , I mean she's got all kinds of sites 

for them to go to to work on tests and that kind of stuff. 

R- How do they know what their .. .In the school improvement plan and it said that you 

guys are using eoct scores to identify areas of weakness. Do you guys look at these 

students in the language arts and math class? How detailed are you? Do you get as far as, 

this kid scored low on this area? 

B-That's what we do. The teacher gets the data back from that test or that section, that's 

what A+ allows you to do, you can see exactly what, we have pretest that show the areas 

that they're weak in and they can go right to this test and start working on that. 

R- It's very specific, and very individualized. 

B- Exactly, it's individualized for every student. 

R- They're not just using a blanket everybody work on this. 

B- That's not what they're supposed to be doing. What we're supposed to be doing is 

looking at what and where's this kid weak. If he's weak in grammar or whatever he's 
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going to work on the other things along with it because we don't want them to forget 

what we're trying to get done, same thing in math skills, whatever the weakest is, that's 

the area that we concentrate on, and we still do the others. We missed your third period 

group, [missed the third period planning group for my introduction] 

B-But anyway, that's what we're targeting and that's what we're trying to look at. 

R- Let me ask this, did you guys do it that specific last time? 

B- When we first started, we pretty much did everything. We didn't try, I guess when you 

don't make it by just a little bit, you start looking, you start nitpicking as the old saying 

goes you look at those little things. 

R- because it was only 9 kids?[missed ayp enhanced score by 9 kids] 

B - so you start saying where did we , what area were they weak in, let's make sure we 

target each individual kid. 

R- So that was the result of last year. 

B - not making it. You know, before we just generalized, put all the standards in there, 

let them work on each standard when they mastered that standard we moved to the next 

one. That's kinda what we did. Uh, we're pretty much targeting math and English right 

now. 

R- Is that because of the enhanced score? 

B-Yes, in about two weeks, well maybe three, right before, about three weeks before the 

test in March we will start bringing in with social studies and science along with it. 

Although our social studies teachers and our science teachers are already doing it, we 

know... 
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R- Now are they [science and social studies] already going into the lab? 

B - well, in my wife's case, of course chemistry kids are 11th graders, so what she does is 

she puts them on test prep and all that, she has her own set of computers, laptops, in her 

room through one of them grants that we had to write. 

R- O.k. so let me ask this, you have language arts and math that are going once a week, 

what are the teachers doing on a regular basis , the rest of the time, especially the science 

teachers that don't have a lab and social studies, what are they doing in the classroom? 

B- They'll still do, I mean we're still teaching standards, and this is what I want you to 

understand, we are as close to a standards base high school as you'll see. You walk into 

our classrooms and you'll see word walls, you'll see essential questions, you'll see the 

standards posted, you're going .. .and, not only are you going to see it, you're going to 

hear it. You're going to hear it being taught, you're going to see it being taught, you're 

going to see them referring back to the standards that are on the wall. 

R- Are the students able to speak the language of the standard? 

B- We are getting to that. That's what I keep stressing all of the time. It's not just you 

understanding your students need to understand and be able to express using the language 

of the standards what they're talking about. If I walk into a classroom one of the first 

things I ask them to do or I ask the student when I go in what are you working on? 

R- and you're starting, so o.k. 

B- There are expectations, teachers know that when I walk into a classroom, I'm going to 

go right to somebody in that class or three or four or five and I'm going to say what are 

you working on and I don't want to hear EL123 I want to hear we're working on trying to 
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do pronouns and working on that or whatever it is, I want them to be able to say what 

we're working on. 

R- Not just memorizing a number. 

B-Right. And our teachers' know that's what we expect. That's standards based. To me, 

the rest of it's malarkey. What I want them to do is use the stuff that we're asking them to 

display. That's the key. You can walk in, boy that looks great, they got all this stuff on 

the board but they're not using it. They're still teaching the way that they used to . 

Wrong. They're going to get from me, when I go into a classroom, it's just like, Long had 

a hard time understanding what standards based was. So what we did is we worked 

together, we'd go in a classroom and I would do an observation and he would do an 

observation and we'd come out and compare and he'd say ,what did you see and I'd tell 

him what I saw well I didn't see that, I'd say, well, this is what I saw and this is why I 

think it's there and this is why I think they're doing it. 

R- and he, this just amazes me, how well you guys are working together and that you 

have a principal that has been in this county for years and you're the new kid on the block 

but is he, he's just that receptive and how do you think that's impacted everything else. 

The fact that he's saying here tell me about standards based learning. 

B - 1 think, when I first got here, he had, and what you want to call it vocabulary, he had 

no idea of what we were talking about. But, he would come into me, just like technology, 

he very seldom used technology now he does, he at least reads his emails, he's actually 

sending emails, he's actually sending memos. Before, I'm telling you, that first year, I 

would walk in and say did you read your email, I sent you an email and didn't get an 

answer, I didn't read it, well you need to start looking at it. That was the mindset. I was in 
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state, might be in the south, I mean it was just unbelievable what they had, teachers had 

white boards in every classroom before anybody even knew what a white board was. 

R- Let me ask, did you implement the use of technology or did it change when you got 

here? 

B - It started changing when you got here. 

R- What about white boards, did they come with you? 

B- They didn't at first, after I got here, then, you know. I'm not taking credit, they had 

those kinds of things in the works. Just... 

R- Did you push it? 

B- Yeah. All the time. I mean why can't we get this in the classroom, just like the 

computer lab, let's get it done. Let's don't wait, we don't need to wait two or three years. 

It's very slow here now. You ask for something and you might wait 6 months before you 

actually get it. 

R- Do you think that now looking back that you have the whiteboards or even the 

computer lab more so that that's directly impacted student achievement based on their 

ability to use USATESTprep or A+? 

B- yeah. I think it has a lot to do with it. See, I Implemented some other things that let us 

get to where we are. we did, they never did credit recovery or credit restore here. You 

know, I started that. 

R- and that was using what? 

B- well we went ahead and did it through A+ learning systems and what we did is we set 

up how many standards these kids would have to go trough and pass and everything else 
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in order for them to get credit for that, now credit restore for us is we did for eight weeks, 

I mean eight days after the end of the semester, you have to have a 60-69 in order to be in 

it and that's how a kid gets that, a kid can go in, pay their money, go in and do the work, 

they get a 70. We don't, the one thing we don't do is we don't give them a separate grade 

for that. For restore, we don't. Now for credit recovery, we do, it's a different grade, 

because credit restore is they get an incomplete, they got 8 days to make it up, they get 

the eight days and boom, they get a 70 and they pass the class. 

R- Does anyone, what's the process for identifying who can do credit restore and who 

can't? 

B - 60-69 

R- So anyone who has 60-69 can do credit restore? 

B - in an academic area. We're not, not in electives. Only academic. So you know, that's 

gonna, that helps our graduation rate, it cuts down on our summer school where kids have 

to go to summer school, it cuts down too , that kid that's got 2 or 3 68's and guess what. 

I'm one that, I could never give a kid a 68 or a 69, I'm sorry. 

R-1 was that way too, Am I that perfect that... 

B - And any day I have a hard time with that. I can understand 64's and 65's and kids 

coming in and maybe they didn't do a project or they didn't do something and we'll let 

them, refinish and redo and that kind of stuff and we'll let them work on what they failed 

and what the teacher thinks the standards ought to be that they didn't pass or they didn't 

master. 

R- Let's talk a little bit about the school improvement planning sheet where you have that 

from each one of the departments. I saw some things that were in this that were reflected 
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teacher's involved and do they feel like they really can make a difference in the decisions 

that are made as far as how to improve the curriculum? They have some really good 

suggestions in here. What are their feelings, what would you say their feelings are about 

their level of involvement? 

B - 1 think they, I'm going to be honest with you, we don't run this school. I mean Mr. 

Long and I don't run the school, we work together with our teams and we try. O.k. I'll 

tell you what an administrator is, and administrator is a person that tries to get all the 

tools that that teacher needs and gets the heck out of their way and lets them do their job 

and teach. Now that's my , that's what I do. That's the administrator I am. I'm not. I want 

to give you what you need in that classroom to get it done. 

R- So if they come to you, if you're, what was something, I think it was maybe language 

arts, they were really detailed. If they are saying, training for co-teaching, would this 

language arts department feel I put down that I need training for co-teaching and I can 

expect training for co-teaching. 

B - yes. We are going to get it for you. Now that's just, if we can't get it, were going to 

fight about it. It's , and I think they know that. Now some of the training we've gotten 

them has not been what they wanted and I understand that but you know we, you have to, 

sometimes you don't have that choice. 

R- So as close to possible, you will try to get them what they want as long as its relevant. 

B - Here's the thing, if you don't let these teachers have ownership in what we do, then 

you can have all the prettiest things in the world in that school improvement plan and it 

aint' gonna get done. It's just going to sit there, it's not going to be a working tool. 
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R- And would you say that it is something that they're constantly working on? 

B - 1 think we look at we're going to do a better job at that too. I feel like you gotta 

revisit that thing about every three or four weeks to see where you are. Not just, if you 

just do it once a year, I think you lose your focus on what you're trying to improve. 

R- It has to be a living document. 

B - you gotta be working at it. 

R- Back to the achievement gap. What are your perceptions is there an achievement gap 

here at Downby County High School? 

B - 1 think a small one, I don't think it's as let's put it this way, it's not as big here as it is 

in other places that I've been because like in Foster county very few African Americans 

are there, now the Hispanic population is there large achievement gap. The school that I 

was at most of the time while I was there, South Foster high school, very upper to high 

income families but we had that small group of Hispanics that we had and you would see 

big time achievement gap. 

R- why do you think that there's not that achievement gap, and it goes back to some of 

the things you told me about the test scores, but what would you say, just if you were 

running off a list of things as to why that achievement gap isn't as big here as in some of 

the other, as in most of the Georgia counties. 

B- I'm going to be honest with you, I really believe it's our faculty. I mean, cause once 

we convinced them that you're going to teach everybody the same, and that in order for 

them to pass the GHSGT we had to teach the standards. So, that's what I think more than 

anything has changed the way we did things. 
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R- Do you think that as an administrator and comparing, how important is it for you and 

Mr. Long to understand the standards and what's expected when you're asking these 

teachers to do it. 

B-1 think it's very important, not so much that I know exactly what that standard is in 

that classroom as in because I'm not an expert and that's why we've got English teachers, 

and chairmans of departments and things of that nature because they're the curriculum or 

the knowledge person, they're the expert. I feel like I'm the expert in how it ought to be 

done, I mean, I know good delivery when I see it, I know that students are learning when 

I walk into a classroom and I can be in that classroom and I can see, and I also can make 

suggestions if a teacher is not doing or they're doing a good job but maybe if they tried 

something a little bit different, or I know when I can say to a teacher, hey, maybe you 

need to go check out, Mrs. Worth and watch her how she delivers this or how she works 

with this. 

R- So you guys do, so that's something you would send them to another teacher and just 

really give them a variety of ways, you're not just saying you have to get better but get 

better by... 

B - here's the thing, they're not going to get any better if we don't have a way to show 

them how to get better. So , you always have somebody on your staff that, and I think this 

is true everywhere, that is really your master teacher. There's somebody that knows how 

to do it and when to do it, and is just a great teacher period. And we have several of 

those, I think, on our staff right now. We're lucky, I'll be honest with you, we're lucky 

and my wife has been teacher of the year, not here, but in other places and everything 

else. See, we're old school, we've been in the business, both of us, like 36 years, but the 
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one thing, and that's the difference in us though, we don't mind change, as long as it's 

not just for change. If it's change for a reason, that's why we can come in here and talk 

about standards based because she's done it and I've done it. I mean , that's how we got 

on moving ahead, because they didn't see, and I was here a year before my wife came. 

She stayed in Foster for a year, but we just, it's just different. You get teachers that are 

gonna when you walk in, they say Oh man, I'm not going to do this, that's too hard, why 

should I, I've been doing it this way for 30 years, the older hats would see, the good part 

is that I have the perfect example that I can point to even though she's my wife, I can say, 

it doesn't matter how long you've been in this business, you can change and you can do it 

this way. 

R- And Mr. Long I would think would be an example, when you have a leader that's 

saying, hey, I had to change too. So, It's o.k. 

B - and it does help. Right now, we don't, we might have about three left on the staff that 

are bucking it still. 

R- How do you deal with that? 

B - 1 let Mr. Long deal with it most of the time, because if I dealt with it they wouldn't 

be here. And I'm just that way. You know, hey, it's time, you need change. 

R- Let me ask this, those that you feel aren't necessarily adjusting and aren't moving to 

the standards based, how do you assign them their classes. Do you still assign them ... 

B - most of them are electives. 

R- would that be something where you guys would take a stand? 

B- sooner or later we will. And, what we're trying, and what we try to do is we didn't 

just ask them to go into standards based classroom without explaining it. We tried to train 
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them, I've sat down with them, I've had , we've had people come in and talk about 

standards based, the thing about it is, and I'm going to be honest, 9 times out of 10 when 

you get a consultant in,, or you work with somebody, you don't need them. All you gotta 

do, but for some reason everybody thinks.. 

R- they think that you need a consultant 

B- that you need to go outside to let somebody know what's going on. And , I say this 

even in big systems, everywhere I've been , we always got to go pay 4, 5, 10,000 dollars 

to get this guy to come in and tell you what you already knew but you won't listen to the 

people that are in your own system because you don't think they know anything. 

R- Have you seen that here at DCHS, you guys listen to each other? 

B - Ah, a little bit more here. I think they feed off, I mean they'll go in, my wife has 

been , people have gone in and talked to her and how do you do this, and what do you do 

with that, she's real good with technology, she's gone through IT training and all that 

kind of stuff so she's kind of the pull-in every once in a while and we do use her, and Mr. 

Long uses her a lot more than I do because I don't want people to think I'm pushing my 

wife but I also know what I have there, I mean you can go sit down and talk with her for 

5 minutes and you'll know exactly what I mean, you start talking educational jargon and 

working that way, she'll run circles around most of us, I mean she just knows, she's such 

a good teacher. I mean she cares about kids. 

R- and that's what, do you think that once again, that's one of the big differences between 

or one of the things that making a difference here is the teachers? 
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B - yes. I definitely, that's what I'm saying, that's why our AYP scores improved, 

because the teachers said, yeah, o.k., we'll do it. They bought in, you know, the buy-in 

was there. Mr. Long did an excellent job with the buy-in. I'm the one that said we got em. 

R- Let me ask this, when you talk about that really you're the one that started it, a 

change, how did the teacher's respond to that, you being the new guy and bringing all of 

this change, what was your relationship like with them? 

B - 1 think that they found out right away that it was, and what I tell people is that, I'm 

going to do it for students, if I make a decision, and I can go home at night and I can say 

the decision was made to better the students, then I have nothing to fear. That's the key. 

As long as you stay focused on the student, then you got it made. Once you get out here 

and you start saying , I'm going to do this, It ain't gonna work. Like I said, 36 years has 

taught me, once you get off that student focus, then you're not going to do your job. 

You're going to see it fall. 

R- Now what does your wife teach? 

B - my wife teaches chemistry and physics and she's the gifted coordinator. 

R- When you guys are scheduling cause you do scheduling too right? Do you still put 

your best teachers with your highest performing students? 

B -Not necessarily, we have in the past, in fact Shirley [bow's wife], last year she taught 

physical science tech prep and our eleventh graders. 

R- So you move them around. 

B - she's pretty much going to stay with the chemistry and physics, because she's really 

the only one we have on staff qualified to do it. But, next year, she might teach some 
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more physical science or something like that. We pretty much, all of our teachers, see 

cause we're so small, we get one teacher that teaches all the ninth graders in English 

R- Is it a brand new teacher, is it by choice? 

B - they like it, they want it, and she stays with it. We have one teacher that teaches 11th 

grade, one that teaches 10 grade, so they're all teaching all students. See we don't, 

they're teaching co-taught classes, they're teaching our college prep classes, so guess 

what, the difference is that the rigor is just a little bit more in the college prep but it's still 

being taught the same standards. 

B- So that's where you're doing the differentiation, just in the rigor, not in the , well it 

could be used, you could use differentiation in your other classes, In your TC classes you 

could do rigor but you would also have those kids that are being co-taught. You may 

lower some of it, not lower the standard but teach it a different way. You might have to 

say, if you're teaching in a physical science class, you might be teaching electricity, you 

might have to stay on that standard a little bit longer with one group than with the other 

group then move the other group ahead so different ways of doing it. 

R- Let me ask this about the schedule. Your collaborative, your special ed teacher, do 

they have one for example, will you have one teacher that is going to do all of the 

collaborative language arts or do you have the special ed teacher that may do language 

arts here, science here? 

B - could have that, we had that this year because we're so small, that's the thing, that's 

the one thing we can offer all the things we need to offer to these kids. Because of the 

size of our school. 
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R- So then you just pick the most important, and is your special education teacher, are 

they able to help in the content? 

B - most of them are, most of them are highly qualified. Now we have a lot of TAPP 

teachers right now, and that's a god send for us because we can get them in here and try 

to do some work with them and train them, sometimes it is and sometimes you get one 

that you wish you would never have, you can't say get rid of them but that's just the way 

it is. I think right now we have, other than like I said 2 or 3 that we, we have a better than 

excellent staff, I'd stack them up against anybody in the state, as far as what they do in 

the classroom and how they teach and what they expect from kids. And that's the way I 

feel about them and I think they know that. We try to let them know that we think they're 

doing a great job. And I think that's important. You need to pat people on the back when 

they do good things. And they do good things in the classroom everyday so you need to 

pat them on the back as much as you can. 

R- I'm looking forward to just being down here. I can't wait to get in the classrooms. 

B - 1 hope so, I'm going to tell you something. We have a good school. And you know, if 

anything else, if you're going to get in this administrator part, the one thing that you have 

to remember, never forget where you started. You started in that classroom. 

R - and do you think that that's one of the things that you and Mr. Long remember, that 

you value their time and their input, and let them be the experts. 

B - that's one thing we talk about all the time, do we need to waste their time right here. 

Is it a waste of time. We fight with the people at the central office all the time. And he 

knows me, I'm just going to tell it, hey, our teachers need classroom time, they need to 

get ready. I just think I've never forgotten where I came from, you know, I taught health 
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and pe but I also taught science classes too. I've taught earth science and biology and 

things of that nature. So, I've been in the classroom as well as coaching and all that kind 

of thing, so I've just, the one thing I said, when they asked me to come, I'm going to try 

to remember where I've came from. I've seen administrators walk by and they're too 

busy to talk to you, and I want you to do this, this, and this, and they forget you have 180 

kids to worry about and to give you some advice, don't ever forget where you come from. 

R- this is what I try to do, it's a small staff, we only have 8 of us on staff so I would 

rather take on more responsibility so my teachers have more time to teach. They don't 

need to be worried about all the other stuff. You go in that classroom and you do a good 

job in that classroom 

B - that's the way we think about it. We try to do that everyday because it's just like, 

when we , and Long is ,and I know we've talked a lot here, normally, I'm short and 

succinct and to the point and we get through with things. When we have faculty meetings 

I try to tell him, let's stick to the agenda and let's go. Because they don't want to be here 

anymore than we want them here. It's not that they don't want to be here, they're 

thinking of other things that they can do. 

R- Will I have time to do 4th period?[meet with the teachers on 4th period planning] 

B - Do you want me to call them down now? Are you ready? 

R- you have actually answered just about all of my questions. 
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Appendix B 
Administrative Interview #2 

INTERVIEW 

B-Mr. Bow: Assistant Principal 

L- Mr. Long : Principal 

R- Researcher 

R- Tell me your perception of the achievement gap at DCHS. What do you think? Do 

you think there is one, there isn't one, what? 

L - That's a great question. My perception is that there is a gap from a test score 

perspective between, now the data is going to tell you between white and black, I look at 

it more as those that have and those that have not though I have no data to back that. 

When I say that it's basically this, this is a socioeconomically depressed area, in fact, 

federal government has even declared us a socioeconomically depressed area so that if 

someone has a, I know my wife had this years ago, a pell grant, you teach here three 

years, it's absolutely excused because you teach in that type of an area. I think what we 

see is the fact that a lot of times those children that have access to computers in the home, 

those children that have access to either a mamma or a daddy that is able to not have two 

jobs and is able to be at home with them some, grandparents, we have a number of 

grandparents that are raising children and a number of aunts and uncles that are raising 

and a lot, not a lot, I mean I'm out on a limb saying it, but there's a number of them that 

don't have either mom or dad in the home. I think if you were to look at those test scores 

and compare them to the test scores of those whose folks are not necessarily in the 

socioeconomically depressed state or those whose parents are only having to work one 
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job and they're home, I think that's where you're gonna see more of a gap. Now that 

translates and I will say that again, if you look at our black male population versus the 

white male population there's a definite discrepancy, especially in math achievement 

scores. You definitely see it on that. By the same token that doesn't mean that one group 

is not capable of learning. In fact, they're probably more capable simply because of the 

fact that look at what so many of these socioeconomically depressed are going through at 

home. So yeah, my perception is yes there is a gap. I think from a school standpoint, 

there are things that we try to do to close the gap and I'm not even talking computers or 

programs or data. I'm just talking about trying to develop an atmosphere where the kids 

feel comfortable enough that they know at school they're going to be fed, at school they 

know they're going to be treated right, if there's a problem there's somebody to go to. 

R- How do you guys develop that? 

L - That's the thing, in a small town, in a small school, you get it because you know the 

kids, like we were saying before, a lot of times you become familiar with what the child 

deals with. I know this sounds crazy, coaches have a real good perspective of where these 

kids come from, why, because here, I don't know about bigger cities, but here if they 

don't have a ride home, we drive them home. We take them on the buses, so they 

[coaches] can go to that house and they can tell you well Long, the reason why so and so 

was ticked off this morning was because probably he didn't have breakfast or he didn't 

have supper last night because there aint nobody home or they had ritz crackers or 

something or whatever it may be so it's not so much that it is a thing that you say o.k, this 

one is here and this one is here, you know it from the standpoint from you're dealing with 

the students on a daily basis. Now the other thing that you do look at is that we do have, 
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this year and it's been wonderful, we have at-risk coordinators and they are sponsored 

through a grant for Downby County connections. What they've done is they've taken all 

of those students whose grades, and I'll have to ask John to come in and make sure I'm 

saying this correctly, all of those students that have a c or lower, and literally listed them, 

and those of them that have been absent from school 5 days or more, made a list of those, 

those that have been referred discipline wise 5 times or more, make a list of those, then 

what they did was cross referenced those to see if they were on all three lists they were at 

a real at-risk category so now what do you do. Well what they're doing is taking them 

one at a time and doing individual counseling with them, working with them on what 

they need or don't need and then they're getting in touch with the families to say o.k. 

here's what we're seeing at school what can you do at home to help us. Then they go into 

the two categories, let's say it's discipline and grades, then they may call the student in to 

see what's going on here and try to get to the root of the problem. So this year we are so 

much more blessed because of this grant. We've got two of them that are two at-risk 

coordinators. The third thing that we've got is a mental health counselor that is on the 

campus now. 

R- Now that's not the guidance counselor? 

L - No. It's totally separate from that so that when they refer one, they can refer them to 

mental health if they feel like they need to. All she does is let them know what her 

services are and gets in touch with the parents and lets them know what the services are 

and from that point on decides if they need to continue. It's more of a support system. 

R- But this is all part of the grant? 



L - That's all part of the grant. Now academically, what do we do to prop them up, we 

don't have a homework policy that says you either must give homework or you don't 

give homework, we leave that to the individual teacher but this is the advantage of being 

in a small town. They can pretty well tell you those children that didn't turn in their 

homework because they just didn't want to do it or those that really had difficulty and 

maybe didn't have the support or those that had a situation. I want to say it's true of 

everybody but I'll say 95% of the teachers use their common sense to determine is this 

something that the child could help or something the child couldn't help? Is this a short 

range project or a long range project? I think those are some of the things that have 

helped us and that you've got that, this school has more of a personal touch with the kids 

than you would find at a school of 1000. 

R- Do you think it's the size? 

L - The size has a lot to do with it. Now do we know everything about every one of 

them? We don't and I don't want the report to suggest that. But let's put it this way, you 

get a lot of teachers that will come to me or Bow and say "I'm worried about so and so, 

can you talk to them? Can you check?" See, my rule as a principal, and again 

everybody's different, I don't think I do it the traditional way. My rule as a principal is to 

come in around 6:30 or 7 in the morning, do my paperwork until 7:30 and then hit the 

halls. Then from about 8:00 to the 3:00 it's, do what I'm supposed to do as far as any 

paperwork, school work, but my major thing is to be out and available to the kids. Then I 

do my other paperwork whatever it is until 3:30 on. That's why my wife don't know my 

name most of the time, because during the school day, I want to be accessible to them. 

My policy and Bow's is too, if a child has a problem, all they have to do is write it on a 
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sheet of paper. "Mr. Long please see me" and give it to the secretary. Within 24 hours, 

either he or I will see them. That can be grades, they're having trouble in a class, it can be 

discipline, something in the hall. It doesn't matter. When you do it that way the kids 

know you care. Do we have some that don't like us, yeah we do, got a few. But by the 

same token I think it helps though. That's the kind of support system that I think has 

helped our achievement or helped our gap. But from a more practical standpoint, the 

remediation that we're doing in the computer lab helps, we offer study skills classes in 

math, social studies, language arts, we don't do it in science at this point. 

R- Is study skills only for special education kids? 

L- No, regular education. So for a child, by the time they hit their junior year, if they have 

struggled in either math, science or language arts, we put them in a study skills class. It's 

a little selfish to do it. The reason why I say it's selfish is because its gearing them up for 

the graduation test but it also helps them with their basic skills so that regardless of what 

they do on the graduation test they are getting some kind of background so these are 

some of the things that we currently do. 

R- You said it's for math and science? 

L - Should be math, language arts, Social Studies. 

R- How come you chose not to do it with science? 

L - In all honesty, it's because of personnel. I think it's more because of personnel and 

the sizes of that. And again, I think there is a lot of crossover between the math area and 

the science area so a lot of those concepts are pretty well taken care of. 



123 

R- my next one, Mr. Bow I'm just cross-referencing some of them [questions that were 

asked of Mr. Bow in the previous interview]. My next one is what content areas do you 

think academic instructional improvements are needed? 

L - What areas do we think academic improvement is needed in terms of teacher 

instruction? That's a loaded question. Honestly, I'll start with an obvious one, it's not 

necessarily a junior course, I think with math I and math I support and the difficulties 

we've seen our teacher deal with along with students I think math I is an area that while 

we have a very competent and good teacher in it, she has asked for more support and 

we've given it to her through professional development. 

R- You only have one teacher teaching math I? 

L- Right, at this point. I think that's an area that we look at. I think our science area, I 

think it's a strong area in the sense that you've got a very strong department chair. One of 

the strongest departments are social studies and language arts. The social studies 

department has two young ones but one of them, the chair has been here 10, 15 years, a 

strong teacher, real standards based and I think you're going to go see her tomorrow. We 

have two others, one that came from a state school, who when he came in from the state 

school I was concerned because of some of the methodologies he was going to use. He 

wasn't going to use desks he was going to use tables in an S shape and I thought God 

bless him he aint going to last. He is Mr. Standards based, he's excellent. One is a former 

attorney, he had taught, and again he has brought to the classroom tremendous thirst for 

knowledge and boy he gets to the kids and I feel that that's strong. Language arts, they 

get mad when test scores come back and they haven't hit a 95% or 100%. We got writing 

scores, I think it was about a year or two ago which I think said 92% or something and I 



got in there with them and sat down and said "you guys great job, you made a 92%". I 

won't say exactly what they said but it wasn't real favorable, 92% was not good enough 

for them. It's a great attitude. I think it's that attitude that has really helped with the 

writing scores and the overall language arts scores. They're not satisfied with anything, 

for years, on the writing assessment it was 98, 99% that they would have on 1st time test 

takers passing it. So when it got below 95%, they were ticked. 

R- How did they adjust because, what was that two years ago when the writing test 

changed? Is that when they got the 92%? 

L - Here's one of the things that they did, first of all they wanted staff development, what 

are we doing wrong. And so they basically they went to workshops, I believe that was 

offered. Then RESA offered another workshop as far as what exactly is being looked at 

on these writing assessments. They went and it was like the gospel, so however they said 

to do it, don't ask me how, that's how they're going to do it, and that's what they've 

done, and its not just our 11th grade teachers doing it, our 10* grade teachers and our 9l 

grade teachers are doing it too. Our 9th and 11th teachers have been together for close to 

18 years. The 10th grade teacher, this is her second year with us, and I don't mean this as 

derogatory, but the 9th and 11th teachers, the 11th teacher knows what's been taught in 9th 

so by God when they come they better know it. The 10th grade teacher has learned that 

and she's adjusted too. By the time they get to the 12th grade, they know how to write. 

The other thing to mention to is in terms of vertical teaming, we really haven't done what 

we should, but 8th grade is extremely strong with their writing. They've got two 

wonderful teachers from the last I remember. Those two have done such an emphasis on 
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some change a little bit, but the transition is not bad. 

L - we gave the writing test to our 9th graders and lA of them were not even in an English 

class at the time but we still gave the test and I think it was 87% or 88% passed it. It's 

just really basically what we did it for and it is to find out where they were so we can see 

what areas we need to work on. Data collection for us so we can go back and say alright 

now, but this is something that our English department decided that we needed and we 

found some through resa, we got some test and so we did that and I think that in itself. 

They were upset. 

L - Oh they were mad about 80 something. 

B - 1 told them, look they haven't been here. But the good part was that it did show that 

our students are getting a good basis in writing from our middle school grades and that's 

shows right there. 

L-1 think that translates too to the Language Arts in general. 

B - 1 think that helps us a whole bunch. 

L - 1 know this is unrelated to the question, but as a side note, the first time Bow and Ms. 

Collins wanted to do this and it was great, but we finally gave the PSAT to all of our 10th 

graders so next year that can be some good data for them to look at. 

R- Did you all pay for it? 

L- the 10th graders didn't have to pay. 

R- the state pays for 10th grade? 

B - The big thing is that if any 11th grader wants to take it, they end up paying for it. So, 

that's where we are. This is the first time we have given the PSAT to all 10l graders 



R- Usually who do you give it to? 

L - those that want to take it. 

R- for 10th graders? 

L - we really just opened it up to who wants to take it. The last time we gave it to all 10th 

grade was 15-20 years ago. It had been a long time and we feel like that data is going to 

help us improve what we need to work on for our SAT scores and that kind of stuff. 

B - There's some very positive data that we can draw from and work with. I think Mr. 

Long and several of our teachers went to a workshop on PS AT interpretation. 

R- Mr. Bow and I talked before about the data from the 06-07 school year which is when 

you guys did wonderful and then you had a little change in 07-08. What is your 

perception of the differences between that year when you guys really did excellent and 

then the dip a little bit in 07-08? 

L - 1 need to go back before I can make sure that I'm speaking accurately. But, first 

impression is that 06-07 was a larger class than the 07-08 class. I may be wrong on that. 

R- 06-07 was larger, [based on data from report card] 

L - The reason I'm saying that is from an 06-07 standpoint, I think it was significantly 

larger, I need to go back and look at that before I tell you exactly what I'm thinking 

about. The reason why I'm hesitant is because there was a class in there [saying student 

names to try to remember the group].. .was that the graduating class of 06-07? 

R- no the juniors in 06-07. 

L - o.k last year's class 07-08 class would have been [naming student's names]. I think 

I've got them in my brain now. If I'm wrong, we'll go back. The sizes were comparable. 

I think what you saw in 06-07 versus 07-08 was 07-08,1 want to say in the area of 



Language Arts was one of the areas that we finally, the test started moving towards more 

application questions. 06-07, if I'm not mistaken, was probably more of the testing, it had 

been for those juniors, the testing had always been given. 

R- It looks like you had 98 kids [testers] in 06-07. 

L - 07-08 may have been the same or more. I think I was getting them confused with the 

year before. 

B - And last year's test data was the first time they had taken [the test] on standards. 

L- Which would have been the 07-08. I'm thinking what we're looking at was 06-07 

were not adversely affected by the teaching methods that we had in the past. In fact, 06-

07, we did have a strong veteran base of teachers, the test, for the most part, had not 

completely moved toward the application process that you see now. 07-08 which would 

have been last year's graduates, which would have been graduates during that time, they 

scored very well, if there was a drop from 06-07 to 07-08 which obviously there was, I 

think it's going to be part of it was the fact that they had not been taught from a standards 

based classroom. Now I may be wrong, that's more of an opinion. I may have to go pull 

my test data again and look at it again. I want to look at some of the names to see if I'm 

remembering these classes correctly. 

R- and that's one of the things that once again with this type of study, a lot of it is, I have 

the data, I want the data to support it, but more than that, what are your feelings as 

leaders because a lot of times our perception will guide what we do. 

L - I'm thinking that this will go opposite of what our study is showing. Or what your 

study is showing and this is the opposite. 06-07 I don't think we pushed the A+ learning 



system as much as we did with 07-08 but you would think then that 07-08 would show 

more than 06-07. 

B - That was our first time doing it. That's when we initiated A+ along with doing a lot 

of test prep and everything else. 

L- In fact we pulled kids from classes that year. 06/07. We took and made a heck of a job 

in 06/07. You're right that's when we did A+ learning for the first time and it was such a 

different way from what we had been doing because you probably did see a big jump in 

scores that year. 07/08 we still did it. 

B- We still did well but the only place, and I really believe this, the passing grades were 

just as comparable but it was the pass plus that got us and we were within four or five 

students and we had eight or nine that made 514 - 515, all they had to do was make 516 

and we would have been there. That's the thing, looking from the leadership standpoint, 

that's what were... 

L- the other thing that we didn't do was, we didn't take the student that we thought could 

pass, we worked on that lower level student that we wanted to bring up to pass, well we 

needed to, and this is how we've changed in hindsight, we needed to work on that middle 

of the road kid just as much as we did that kid that we thought weren't going to make it. 

L- the definition of at risk from our perspective was who is not going to pass. But then, 

and that's because, I'll say this, that's because of the compassion that this school has and 

it frankly stops headaches for me, they can't walk at graduation if they don't pass it. 

R- That's what you said earlier. 

L- so our number 1 thing has always been, and even when we meet with the juniors we 

tell them, our number 1 thing is to get you through this test, pass it. 



R- Do you think that's a motivating factor in itself, hey if I don't pass, I don't walk? 

B - It's big. It's scary for them but 

L- it's a fear factor. It's not that I necessarily like the fear factor and the extra pressure 

that it puts on, but by the same token, without it, and yeah I can walk anyway, for here 

the kids and their parents look at it as being, basically the thing is if the kids think I can 

walk and it doesn't matter if I pass the test or not. I think that's a motivator because in a 

small town like this, mama and daddy live, or grandma or whoever, lives to see them 

walk across that stage. And what you're going to look at is that they know that the juniors 

have to pass that test, they take it serious. And I think that's where part of the motivating 

factor is. The other thing that I think is the motivating factor is, again, like I told you 

before school we do paperwork, after school we do paperwork, during the school day 

we're both psychologist with these kids, one of the things we try to do is pump them up 

and to let them know yes it's important, but no matter what happens you're still 

breathing, we still love you, we just have to figure out how to get it done. I think that's a 

big part of it. I'll tell you what, we have two for this year, we have two regular education 

students that have not passed the graduation test and they're seniors. Everybody else is 

ready to roll. Special education, we only have 1 or 2. We went and we talked to the kid 

and he was so discouraged. He still had 2 or 3 parts to pass at the start of the year. We 

said, look, if you pass it we'll go to southern star during the school day or whenever you 

want and we will pay for it. I looked at him [bow] and said are you crazy? He said no we 

will do it [referring to Bow]. Now that kid only is 1 away and every time he sees us he 

says, I'm getting a steak. 

R- Tell me before you head out, what are your predictions for March? 
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L- I'm the Vince Dooley of test scores. Vince will take a weak opponent and say, Lord 

we're probably going to get beat by 'em and then you come up surprised. My 

expectations for this class is, I'm not going to make AYP predictions, but I will predict 

that the graduation rate with this will be just as good if not better than any in the recent 

times. 

R- Do your teachers feel pretty good about the preparation and that they're doing 

everything that they can? 

B-1 think that what we have done this year that has helped us is that we targeted all of 

our students. The best that we have and the worst that we have. We've targeted all of 

them. We have changed our tactic, we said, we've got to make sure every one of them 

gets something out of this. Right now, we've concentrated since January on math and 

Language arts. We are starting on Monday to concentrate on not only on math and 

Language arts but also on Social studies and Science. 

L- Now that's where our graduation coach has been just wonderful. He set it up. 

B- We rely on him to make sure the schedule is set so we can get people into the 

computer lab and work on testprep, work on A+, work on whatever we think is going to 

allow our students to have the opportunity to pass these test and to do well on them. And 

I think, I'm hoping that we see a significant jump in the pass plus versus what we had last 

year. 

L- I'm cautiously optimistic. Is that a good one? 

B- And each class is different. Each class has its own uniqueness about it. Some classes 

are inherently smarter. You know, you've got a big upper level, I think the 06/07 class 
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were pretty well, we had some real smart kids, but we had that middle of the road kid that 

was pretty good. 

L- It really was, and in getting back to that 06/07 class because I remember it now, that 

was the crew in looking at it, they are going to be hard to beat anyway, and the reason I 

say that is because of the fact that yes, not only were there some inherent brightness 

about them, there was a good competition amongst all of them for grades. There were 

about 30 of them, and when you take 30 out of 98 kids, from that class we had 34 honor 

graduates, and to be an honor graduate you have to have an A average, to be able to be an 

honor graduate for the entire high school career. Think about it 1/3 of that class were A 

students and honor graduates. On the other hand, this group of juniors that's coming up, 

they're just as capable, just as smart, Bow's right, they've had the benefit of the mistake 

we made last year. I think it's going to be hard to improve on the regular ed passing rate 

for 1st time testers. But I don't think it's impossible to improve on the pass plus, but I'm 

going to be cautiously optimistic. 

B- This group right here, and we will remind them, it's steak dinner time if they make 

AYP. 

L- That's true, we bribed them. 

B- It's not really a bribe, it's more of a reward for taking it serious. 

L- Before I go, let me tell you one thing. I'm the ambassador for this small town I guess, 

because I do love it. When this 06/07 class did as well as they did, our local chamber took 

it upon themselves to not only write a wonderful article in the newspaper about them and 

what they did for that town, but they also treated the entire junior class at the time to 

pizza, the chamber paid for it, members of the chamber came out and helped and I do like 
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to think sometimes that the success that is built is not just from a school standpoint but 

the community did get involved. 

R- and when you talk about the parents getting involved, that's something because in our 

district, I was actually one of the ones that said no, you need to let all of these kids walk, 

they worked so hard and their parents, because from my perspective I'm thinking what if 

I'm one of these parents and my child has done everything but pass one of the test. Now 

you're giving me another perspective that it's a motivating factor and raising the bar 

saying it's a privilege and we're going to do everything we can to help you pass. 

L- the hardest thing is in May, and I tell these kids and Bow does to, before they, even as 

juniors, take that first test, I'm selfish, don't put me in the position that in May I call you 

in and call mama and tell them you're not walking. I said, I don't sleep the night before, 

and I don't, and I don't sleep afterwards. It kills me. 

B- It's just like this one kid that we've got, now we know the other one probably won't 

make it, but this one kid is, as far as he's come is how it's going to kill us if he doesn't 

make it. 

R- is that the steak dinner one? 

L- And I want him to make it. 

B-We're doing everything we can, we have him in tutoring, short of going in and saying 

that's the answer! 

L- It is hard. 

R- Has he been improving with each administration? 

L-He's done well so we're hoping, I'm very empathetic, and this is not from this 

perspective, But I do know and this is why I think the Lord lets you go through some of 
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these things so you can have a perspective and feel if the parent blesses you out and you 

don't bless them back. My son, who is special ed, had a 90 average overall for 4 years, 

and as his daddy and the principal, it would have been very easy to turn that head and say 

I'm going to let him do it. He couldn't be an honor graduate because he couldn't pass the 

graduation test. And I would have loved, and the only reason he got to walk was because 

he got a special education diploma. And the thing is it kills you as a parent, it killed me as 

a parent and he still reminds me of it, at times, that he didn't get the blue cord because he 

did everything everybody else did but he didn't pass the graduation test and as the daddy 

and as the principal you have to make that decision so when somebody comes in and their 

child is not going to walk, I know their hurt. It's not quite as bad as they're feeling 

because mine got to walk with a special education diploma. But I know the hurt, and you 

know, if you ever forget, even though I'm retiring, If you ever forget that hurt, then you 

don't need to be in it. You have to be not sympathetic, but empathic. I think that's a big 

part of it. 

B- Go fill your papers out. 

D-1 have to go retire! 
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Appendix C 

Administrative Interview Transcript # 3 

INTERVIEW 

B-Mr. Bow: Assistant Principal 

L-Mr. Long: Principal 

R- Researcher 

R - My first question is overall how did the kids perform? 

B - We feel like we have made AYP 

R - This is based on you looking at the numbers? 

B - Yes, and putting in the calculations in the state website. 

R - What website is this? 

B- It's the DOE website. There is a formula on there that you can put your numbers in. 

We're probably on the high end, we've done an excellent job with English/Language 

Arts. We did a great job with them math. Science, which is probably the toughest test of 

them all, we did excellent on them all. 

L - of the four, the social studies teacher was disappointed. She thought the numbers 

should have been better. She likes to take a lot of the responsibility. It wasn't her, she is a 

great one to help them review. She was out on maternity leave for about three months. 

And so again, she feels that maybe that could have been a factor. 

R- She said, you know what, if I would have been here... 

L- That's one of the things that Potter does is the week or two leading up to the test, she 

does what she thinks is a lot of cramming. Now if it works or not, I don't know, it has in 
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the past. She really prepared them. She did that this time but she'll tell you she didn't get 

as far as she wanted to. She does a great job. We told her it's just a glitch. 

B- We're looking at science 42 of our kids out of 97 were in the higher ranks. Advanced 

proficiency or higher. We had 32 or 28 made advanced proficiency. We had 12 honors in 

science. 

L- Science is traditionally is the one that kicks tail 

R-1 think your wife was telling me when she looked at the state average for honors was 

15% and you all were at 16%. 

B- So we're above the state average in honors. That's pretty good. 

L- When you look at the numbers we wonder how did we do it. Again, I go back to the 

math, I was just shocked at how good they did. Because perception is so much of it. And 

when the kids came out of that test saying that it was easy, it makes me nervous. The 

other thing is, my wife and I have had this debate. At the elementary school, they give the 

CRCT , they give the language arts 1st which is a lot of reading and then they give the 

math 2nd or 3rd. We've always made a point to give the math first because on the first day 

of testing, we don't want them to be innodated with a lot of reading. With math, either 

you know it or you don't. There is a rational why we go with the math first. It's very little 

reading. They're nervous about taking the test anyway. We give them the math first here. 

Then the language arts goes 2nd. That gives them another day to prepare for the reading. 

WE would never give language arts the 3 rd or 4th day always second. Because you figure 

by the 3rd day their winding down and the 4l day their braindead. 

R- What's third 
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L- Third is science and 4th is social studies. If you look at it from that perspective, Potter 

was taking a little bit of the blame for doing it. But when you look at the order that it's 

put, we give it all in one week, Monday through Thursday, that fourth day, they probably 

have had about enough. 

R- And social studies has a lot of reading 

L- It does have a lot of reading. The reason we get language arts early is obviously 

because of AYP. We made sure that on each of those days that at 8:05 when the bell 

rings, we have all of the juniors come to the lunch room, they have an opportunity to 

have another juice or another milk if they want, they take about ten minutes. The reason 

we do it is not so much because they got to eat, but there is an old saying that says misery 

loves company. It gives them a chance to get their brain cleared, talk to their buddies, and 

say were all in this boat together. It was very interesting that each one of them that would 

come in there that this group their attitude was that taking the test didn't seem to bother 

them. They didn't seem quite as nervous, quite as antsy. The year before we had some of 

them ask if they could do a prayer before the test. We said as long as you all do it 

yourselves, we're not going to make you do it, help yourselves. It was kinda interesting 

that this crew has took a very nonworried approach to it which scared me and they ended 

up doing pretty good. 

R- Do you think they were better prepared because one of the things everybody was on 

the same page. Going to the computer labs, standards based classrooms. 

L- Bow, you may want to add to this. I think that part of the reason that they weren't as 

nervous as the other groups, and it was Bow's idea, let's get everybody the remediation. 

Everybody had some time on the computer, everybody had time in the five sessions, a 
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brief overview every Monday leading up to the test, everybody knew the importance of it. 

I don't know, what do you think? 

B-1 think the way we did it and taking USATestprep, taking the tests that are online that 

we can take, and practicing those things, A+ was a very big influence and I really believe 

that the reason we saw the increased scores as far as honors and advanced placement, I 

believe it was because we took all students to the computer lab or they did it in their 

room. Rather than just saying we're going to take that one group, we decided to take 

them all and I think it enhanced our score, especially on the other end. 

R - Which is what you guys said from the beginning. I'm excited about your results. I 

think that what is shows is that, and hopefully what the study will show, is that the things 

that you put in place, and one of the main things you said from the beginning was that 

last year you just focused on the kids that you wanted to pass and didn't push the other 

ones that scored that 513 or 514 and from the beginning you said that was going to be a 

focus this year. 

L - It may have worked. I keep saying that this school is very lucky to have this man next 

year. It sounds like this is off the path but we'll get back on it. When we did 

preregistration this year for upcoming juniors, we incorporated a Georgia High school 

graduation test night with it. When the parents came in to preregister, they were not only 

given information about being seniors, but they also received information about what 

website we had, the importance of the test, we joked with them and told them to tell your 

son or daughter not to break up with their boyfriend of girlfriend the week before. We did 

a really good job of letting the parents know what the test was and that they weren't 
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going to walk in graduation if they don't pass it. I think we need to give the mommas and 

daddys some credit for getting onto the boys and girls. 

R - so everyone knew about it. 

L- They knew about it. We also sent a letter home to the parents of the juniors about the 

graduation test, and the time periods, and to get plenty of sleep. Our staff talked about the 

importance of it. When he came up with the idea of parent night. We had close to 90% of 

the parents show up for registration. That's the most we've had. 

B - That's our biggest thing here. If we can continue to show that we're improving, I 

think it's going to be very hard to make AYP. I think test results will be fine. I think the 

graduation rate will be for any school in the state of Georgia when it goes to 80%next 

year and on to 85%. Believe it or not, my next focus is to come up with ways for our kids 

to help our school meet the goal. 

R- But the test scores... 

B-1 think it's a matter of us keep pushing, the teachers knowing what we're going to do. 

L- Also think about class personalities. It's a small school. I haven't put my finger on the 

9th grade yet. But this 10th grade class is a smart class. They have some really good ones. 

I was more worried about this year's juniors than this upcoming group. 

R- One of the things I didn't ask about earlier was to compare the classes. Ms. Florence, 

one class had 17 and another was 32.1 asked her about the difference between the sizes 

of the classes. 

L- I'm sure she told you. 
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R- She definitely liked the smaller class. But she understood about the numbers. But from 

a school perspective, and you've been in a lot of schools. Do you think that there is an 

impact because you have a smaller school? 

B-1 think it depends on the demographics of where you are, as far as the school. I have 

seen very rich schools where test scores were extremely high, of course back then we 

didn't worry about graduation test but we were looking at SAT and that district was 

always one of the top five schools in the state. 

R- so it's not just for you the size but also the demographics. 

B- Down here, the demographics are such, I've been in schools that are predominantly 

black, I've been in schools that were predominantly white, as far as looking at different 

test scores, I think it really depends on, for some reason, this little community has 

decided that education is important and our kids have decided that scoring well, being 

able to walk, is important to them. What we are trying to stress right now is school pride. 

You are in USA news and world report the 2nd year in a row. Let's do it again. Let's be 

better than the junior class before you. There are things that we try, we're trying to preach 

academic pride in our school. 

R-1 think it was Ms. Worth said that she thinks that maybe this junior class had a chip on 

their shoulder. That the group before was so good that let's prove to them that we're 

smart to. 

L-1 know with my children, if I talk about my oldest and not a whole not about my 

youngest, the youngest is going to say, what about me. I'll be honest with you, they heard 

the talk and they may have heard it from me. This year's seniors, were our best shot to 

make AYP. When they didn't, I started getting concerned. Well, my impression came 



from the teachers. Ms. Worth may have been right and they thought, I m going to show 

you. In hindsight, it wasn't the fact that we didn't think they could do it, it was more of 

the attitude that some of them portrayed was that it wasn't a big deal. It was a big deal, 

but they just didn't show us from their attitude. 

R - She (Worth) said the same thing. If last year's group didn't make it, now I'm really 

nervous about this one. 

L- We did make some references to these classes. 

B-1 know, I told them, you don't want to be like that class last year. 

L- The thing that is interesting is that sometimes we as educators shouldn't forget that 

they put a lot of pressure on themselves. When they got the results that they passed, they 

cried. 

R - Ms. Worth said you didn't here it all the way up there. 

L-It was like a mini riot, but a happy riot. I told them to go in the break area and they did. 

They were hugging each other. You would have thought they won the world series. But it 

means a lot to them. Not only the test but the walking. 

R- We had this discussion before. I told the administrators that one of the things you all 

do was that if you don't pass the graduation test you don't walk. Me and another 

administrator were the ones that said these poor kids, let them walk. But now, we are 

rethinking that. Yes it puts a lot of pressure on them but it makes them work harder to 

take ownership in it. 

L - When the decision was made to do that, I opposed it. I wasn't the principal yet, but I 

opposed it for the same reason you did. Well, that first year, we had about 15 or 20 that 

couldn't walk and they had the state patrol out here at graduation. Not because anybody 



had threatened but because they were concerned that something was going to happen. 

Well as you go through, the number started to get lower and lower. I hate to admit when I 

am wrong but it is the only way to make sure that they take it seriously. If they know 

they're going to walk anyway, they're not going to worry too much about the diploma. 

But the big thing is to walk, to go across that stage. The bad part and the one part of the 

job that won't miss, when you have that one child that has taken the test four times and 

have done everything that they can, and they're not going to make it. To sit and watch 

that child and their parent and tell them, it breaks their heart. There is nothing that you 

can say to make them feel better. That is the only drawback in doing it. I've become a 

believer in it. We've been blessed that we only have one student that is not walking 

because of the graduation test. 

R- You said from the beginning that you thought one would make it but you weren't sure 

about the other one. 

B- Our biggest thing more than anything else, if you don't set goals and you don't set 

standards, then why have it. If you're not going to set a standard for a kid to do 

graduation, they're not going to let you walk in college if you don't meet the 

requirements. You hate it to come down to one test. 

L- And he's with me when I talk to the parents. Both of us have left here with tears in our 

eyes. It kills us both. 

B- But you have to have standards. If you don't have standards, to me education is not 

that important. 



B-1 know I'm not just talking about the standards of the graduation test, it's just sooner 

or later, it's got to mean something for those 12 or 13 years that you go to school. Not 

just to show up and be there. You've got to do something. 

L- Because I'm going to tell you, the first week we were together, we had to meet with 

our departments and come up with AYP goals. WE thought what if we raise this 2% or 

1%, and he (Bow) looked as us and said we're crazy. He said set the goals high, we all 

looked at him and said, where did he come from. But he was right. We did set them a 

little bit higher and then when we actually met them, they got more excited. He has 

preached that, raising the bar. 

B- You raise the bar. It's like now, we said o.k., we knew that 75% was going to be this 

year. We're going to hunt, we've got to get there. 76.9, could have been a little bit worse 

or better. 

R- But 75 was the cutoff? 

B- 75 was the cutoff for graduation rate across the rate. So you're looking at what we're 

doing here. AYP is going get harder to make across the state. Here, unless we do 

something and come up with some new ideas and ways of thinking, virtually outside the 

box. 

( Discussion about ninth grade academy, success academy, and 8 14 academy) 

B-1 don't know if we'll make it next year with the 80% graduation rate. 

R - You have to be cautiously optimistic. 

R- Let's look at the numbers. 



Appendix D 

Teacher Interview Transcript # 1 

INTERVIEW 

F-Ms. Florence: Language Arts teacher 

P - Ms.Potter: Social Studies teacher 

R- Researcher 

T- Ms. Tebb: Science teacher 

R - Alright this is the interview with Ms. Tebb who is the physical science teacher and 

Ms. Potter who is US history teacher and Ms. Florence who is American Literature 

teacher. We'll just go ahead and start. How many of you or which ones of you have 

taught in other schools besides DCHS? 

T-1 have not taught in any other school system besides DCHS. 

P - I've never taught anywhere else. 

F-No. 

R - really. O.k. So that question is scratched because I was going to ask you what's the 

difference. Why have you guys only been here at TCHS? 

T - Because I came in through the TAPP program and this is the first place where I 

interviewed at I had to do two years here and I just stayed. 

P- Once I got hired here I haven't had any desire to go anywhere else. We've established 

a family here. 

R - Are you originally from here? 
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P - No, I have an uncle here but you know with my daughters, my girls growing up here, 

their friends are here, and me and my husband haven't really been interested in looking 

anywhere else. 

F- I'm from here and I only wanted to work here and I'm not planning on leaving. 

R - Since you've been here what has made you want to stay here specifically? Since this 

is the only place that you've been and you don't want to go anywhere. 

F- I've enjoyed the administration. It's really not been a stressful workplace. The kids are 

good and it's been no reason to try to leave. We've had good administration and good 

kids. 

P- Just the atmosphere, it's almost like we're all one big family and everybody gets along 

and everybody works well together. If I ever need anything from another department, like 

at one time I taught world history which I paralleled a lot with Ms. Florence a lot here at 

the school. We could work together anytime with US history, she does US literature, we 

can go back and forth on different things as well. Everybody gets along. It's a good work 

place and there's no stress, no problems, no anything like that. 

T- I'm from a small town, 8 miles away, so I'm close to home. It's a great working 

environment, my family was raised here, my children were raised here, so I decided to 

stay. 

R - I'm going to skip down because you started talking about the administration, so let's 

go there. How do they support what you do in the classroom? 

P- Anything that we want to do, they're usually very supportive about it. They back the 

teachers in what we decide to do in most cases. Unless of course it's something that 

really needs to, the parents are really upset about, then they're going to look into it. 



They're very fair in their decisions and what they do. The administration has always 

supported the teachers in what they do. 

R - what about curriculum and things that you want to do in your classrooms? I know 

that I was looking at the school improvement plan and they had the comments from all of 

the departments about graduation tests and what you guys could do differently. I thought 

that was really interesting because some of the suggestions, and I think Language Arts 

was the most detailed, it was very specific about what you guys were going to do. But I 

noticed that a lot of the suggestions were changes that you guys have made. So tell me a 

little bit about how much input you think you can give to the administration and do they 

listen and make changes based on what you guys are saying. How comfortable do you 

feel about that? 

T-1 feel as if we make recommendations about remediation or helping the test scores. If 

it can be justified they support us in the fullest extent that they can. They make it 

possible. 

F- They don't try to micromanage. They don't want to know every single thing we're 

doing. Just as long as we're getting results. Like the Language Arts department. We were 

disappointed with our writing scores last year. They didn't really come down on us, but 

they wanted to know what can we do different, what do we plan to do different. But they 

don't berate us. They're very supportive and they just question and ask what could we do 

different. 

R - same thing in history? What specifically have they done, as far as Bow and Long to 

help you guys prepare for the graduation test? 



T- They have allowed us to identify our at-risk kids and allowed them time to be pulled 

out of their electives for remediation, on the ALS [A + learning system] computer 

program, which remediates them in their area of need. 

P- If we need books for study, like the graduation test workbooks, or the EOCT [end-of-

course-test] workbooks, they have the USA testprep online that the kids work with in 

class and they allowed us to pull kids out of class to review. I know especially right now, 

we like to get them into a class setting to review the areas that they were the weakest in. 

Looking at the teachers and they say, this person may need some extra work and this 

person. Not even that, even the kids that we didn't feel they needed remediation, they are 

allowed, they are pulled one day a week so that they can refresh on things that they may 

have gotten rusty on. 

F- Also, math and English for sure, we're required to take our classes once a week to the 

lab. I think that's really important for the English because on the English part there's so 

much reading and I think it's good that the kids are having to sit there and practice 

reading so much on the computer. They hate it, but by the time it's time for them to take 

the test, they won't be so frustrated with it. 

R - now aren't they starting science and social studies to go to the computer lab? 

T- We start science next Thursday. I'll be taking them. 

R- and you'll do what? Just your classes? 

T- I'll do my class one day a week, my 4th block. And the at-risk kids will come in with 

that 4th block class. 

R- One of the things, because I first looked at the data from the 06-07 school year when 

you guys just blew it out of the water. Then there was a dip in 07-08. When I was talking 
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to Mr. Long and Mr. Bow and one of the things they said happened was that you guys 

just focused on the kids that you didn't think would pass the test instead of focusing on 

the ones that you needed to do pass plus. They both said that was something that you did 

some adjustments with. Talk to me about how you've changed your focus in the 

classroom to the kids that may not pass to the ones that you need to get the pass plus, 

especially for Language Arts. 

F-1 think another reason was that the format of the test has changed a little bit in that the 

standards are more prevalent in the testing and the questions. One thing that we've done 

is that our daily sponges are from the standards. They reflect the standards and the 

language of the standards. I hope that's going to help a lot because just doing the material 

is good and doing the vocabulary is good but I think they've got to learn the language of 

the standards. 

R- Now what I noticed, I think bell ringers, but it's kinda the same thing. Is that 

something that you are required to do or you choose to do? 

P- We are required to do it. But I think, one of the things that they have suggested, I think 

it came from teachers as well, this is what I do with it, so we use that to review for 

graduation tests and EOCT. Like in my class I take a sample questions and I have it up 

there and they have to answer that sample question and not just answer it but they have to 

go through the steps of, if you read this question, which answers could you mark off as 

being incorrect, tell me why. 

R- Where do you get your sample questions from? 

P-1 get some from workbooks and others from USA test prep. 



R- So that's a requirement. Now did they require that that [the questions] be geared 

toward the graduation test or the administration just said I want everyone to do this 

activity? 

T- It was more of a standards based classroom. When they came in they had to have a 

sponge or bell ringer to do. Some teachers chose to gear it toward the graduation test. 

Some teachers gear it toward the lesson that they are teaching that day. 

R-Wwhich one do you guys prefer? Gearing it toward, since you're 11th grade teachers, 

gearing it toward the graduation test or to the lesson for that day? 

T-1 do both. 

P-1 usually just gear it toward the graduation test and EOCT. The questions that I choose 

will normally deal with what we're covering at the time. But it's always set up in the 

format from the graduation test or EOCT to get them accustomed to answering those 

questions. 

R- so to have the multiple choice questions? 

F- same thing. 

R- I'm just skipping around. Talk to me a little bit about, and Mr. Long, I just talked to 

him about it, we're on a block schedule as well, and one of the concerns that we've 

always had was I can get through all of the first semester, all of the content, and those 

kids will be ready for March. But what do you do with those kids that you have right 

now. They're taking that test in March but you're only pretty much V2 through your 

semester. If each one of you guys can talk about what adjustments you make for 2" 

semester kids as far as the curriculum is concerned so they get what they need by March 

because you're only lA way through the semester. 
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T-1 go to the website and look at what the science portion of the graduation test is 

composed of. I take those percentages, the biggest chunk I teach first going down to the 

smallest chunk. I review and whatever is left of the standards after the graduation test is 

what I teach. 

R- Do you do that for first semester to? 

T-1 just do it for 2nd semester. 

P- We try and move a little more quickly, not too much, because you don't want to skim 

over it too fast, but I do move a little faster 2nd semester with that in mind. Also, I'm 

starting a little later this semester obviously since I 'm just coming back, but I'm going to 

start review sessions and one of the things that I do is I'll review, o.k. we're covering this 

in class but I'm going to jump forward and we're going to hit these things that we may 

not get to later on. 

R- When do you do the review sessions? 

P-Fm going to start next week. Usually after school. But what I'm going to do this time 

because I've learned that a lot of kids can't make it after school is that I'm actually going 

to be here before school as well, about 30 minutes and after school as long as they need, 

to cover different things that we may not get to because it's kinda hard to get all the way 

through to the end by March. 

R- and you still have the rest of the semester and if you've already done everything, what 

do you do. 

F- In language arts, it's really from 1st grade to 12th grade you do basically the same 

skills, you just build on those skills. The American literature part, the periods of literature 

and the things like that, I stress that and then we still review the other part but I will jump 
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ahead and tell them some things from different periods of literature that they will see that 

we will not get to before then and give them some handouts with the terms that I didn't 

think they would be familiar with and of course we go through the workbooks and things 

like that. 

R- Do you think it would be easier if it wasn't on block schedule? I know that's always 

the question that I've had as long as we've been on block schedule. Would it be easier to 

prepare them for the test if you've had them all year long? 

P-1 know the test is still going to come before the end of the year so there's still more 

than likely going to be material that's not covered. It's just according to your teaching 

strategies. One of the things that you look at, like with us and block scheduling, We have 

them for an hour and a half a day and if we go to all year long then it's going to reduce 

the amount of time that we have with them each day. So, you're pretty much going to be 

covering the same amount of material, you're still going to have the problem of we're 

going to have to get this information that we're not going to cover before you take the 

test because with it being in March, there's still April and May. That's two months of 

material that they won't have, even if they've been with you all year. 

R- What have you guys done, because the whole purpose of the study is looking at the 

achievement gap and the fact that you guys really, your achievement of your white 

students and your black students is actually pretty even, which unfortunately when you 

look across the state, that's not the case. You not only have an achievement gap between 

your black and white students but you also have an achievement gap between your 

students with disabilities and your regular education group. You have an achievement 

gap between your students with a lower socioeconomic status than those that are not. 
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What are you guys doing in the classroom that is contributing to all of your students 

performing well at the same level? 

P-I try when I start off the year, I try and treat them all equally as far as what I expect 

them to do. One of the things that I'll do is, I do monitor the class the first week or so to 

see, ok this person has it really well, this one will need a little more help. And what I'll 

do is the ones that need more help, I'll give them extra time, in trying to break it down a 

little, break it down to them so they can understand things a little better. One of the big 

things in my class is that I do expect the same work from everybody. Even if I have to 

change a few things here and there I still expect everybody to know the same things. 

When kids know that, I'm really big on repetition, it helps the ones that are good at it and 

they don't mind doing it, but it also really reaches those that have problems catching onto 

the information. And that's really key in my classroom, repetition 

R - How do you, you talked about, and you guys wouldn't believe how you just 

answered the question. But when you're talking about that first week when you monitor 

them, and you look and you say, Johnny over here is struggling and Suzy is struggling, 

how do you manage to then give Johnny and Suzy what they need but then you still have 

these over here, and you don't want them to get bored, how do you manage that 

individualized instruction in your classroom? 

P- That's where the repetition part comes in, like what you saw today with the cards. We 

go over those cards every single day? [ review game included the teacher using notecards 

and pulling popsicle sticks with student's name on it. Students did not raise their hand to 

answer the question but they were randomly called.] 

R - And that was my question, where did those cards come from? 



152 

P-1 made the questions up. 

R - Is it based on the graduation test ? 

P- And the unit. And what I've done is they do the cards after we cover a certain section, 

they answer questions on it, they have to also put them on flashcards. And, they can use it 

to study themselves and then we go over it each day which keeps it fresh in their head. 

We just add the questions as we go through the unit. 

R - and that would be the end of each unit and that's why you had so many cards? 

P - and plus there were a lot of states for the map. That's one way for me to know that 

they're getting it everyday and they're studying. It usually only takes about 10 minutes at 

the beginning of the class period. Yesterday I took the entire class period with them 

because it was my first day back. We'll go over them real quick every single day, even 

like today, the day of the test, I'll still go over them, and send it to them, and by doing 

that, those that don't have a really good long term memory, it kinda puts it in their head 

real quick, and the ones that know it, it just kinda helps them. A lot of times it will help 

them ease their worries about the test because we've gone over it again and I know I've 

got this right. 

R- How do you guys [interrupted] 

F- A lot of times I do the same like the repetition but I'll also, if somebody is not getting 

it or understanding I let them do peer group or peer note swaps and things like that and 

sometimes a classmate can explain it better than I can or try to get a concept across, 

especially before tests and things. I'll let them swap notes or take notes with somebody 

else and get the information that may not have gotten ahead of time. 
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R - Do you do the same thing, like the first week or two, how do you guys see who is 

going to struggle and who is doing o.k? 

F-1 look during the class, to see who is actually paying attention, who's writing things 

down, I tell them at the beginning, if I write something on the board, you will see it again. 

And sometimes people just don't care and they won't write so I sorta look and see who is 

actually attempting to do something. The small quizzes that we have to start off with 

because they are very simple, just to see, because a lot of what we do at the beginning of 

the semester is review because you know English just sort of builds each year. That's 

what we do. 

T - In the beginning I use some type of pre-assessment for my units. I do have pretest 

and I take that pretest and I look and see who might struggle with this concept. Now, I 

like to use a lot of group work, cooperative learning and then at the end of my unit I like 

to do some type of performance task and it's usually geared to those students who 

struggle. They have to do the same work but they have to do it in a different way. 

R - Are most of your classes either college prep or tech prep? Or do you have some that 

are mixed? 

T- Now my 9th grade physical science is mixed because they're tracked on their math so I 

have a mixture of those in there in my 9th environmental too. My 11th grade is just strictly 

tech prep. 

R - same thing with you? 

P- yes. As of right now the juniors are separated college prep and tech. And the 

sophomores this year that will be juniors next year will also be separated. Like she said 
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with the 9th grade this year, they have done away with the tracking as far as college prep. 

Everybody is going to be the same so they are all mixed in together. 

R - How do you think that affects them as far as knowing all of us are tech prep, all of us 

are college prep. Does it make a difference? 

P- There's a little bit of a difference which you can see it, I've seen it a couple of times. 

Even though my kids are separated college prep, tech right now, there have been cases 

where because of the scheduling conflict, I've had to have a tech student put in my 

college prep class. You can tell the difference, it seems like they actually worked harder 

in that college prep class than they did in the tech prep class. For some reason, I don't 

know exactly why, and then I've had a couple of kids this semester that they started off in 

my tech prep class and they weren't doing their work very well, they went to my college 

prep class and they did their work. They got it done. They then moved back to my tech 

prep class and now they are slacking off again. And I'm not really sure if it's the group of 

kids that they are with and the mindset of 'well I'm in this college prep class and these 

are the smart kids' or 'I am in the tech prep class and these are the kids that are just 

kinda goofing off. Because you have more goofing off in your tech prep classes than you 

do in your college prep class and it's just the group of kids that they are around that 

influences how hard they are willing to work. 

F- Those same two kids. They were in my tech prep class and the administration, well the 

counseling department, took them out and put them into my college prep class because 

when we go to the computer lab there's not enough [room], you saw how many kids are 

in my class, I have 32 in there right now. So they took them out, they asked for 

volunteers to go to the college prep class and those two volunteered. And they did 
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nothing. I only had 17 in that class and it was very low key and a lot of the work we were 

doing, we would start off talking about writing because some of them were having to 

redo the writing test so basically what I was doing in my college prep and my tech class 

were the same work out of the book. And they did terrible. They would not do anything. 

They would not even turn in writing. I don't know if they felt like they couldn't do the 

work or what, that's why they got put back [in the tech prep class ] because they were 

both failing me miserably. Now they are back in my tech class and they're still failing. 

They're still slacking off really bad. I don't know if that's not a good example, those two, 

now I felt like they could do the work. There is a lot of times in my tech class I ask a 

student why aren't you in college prep because it's so obvious that they can do college 

prep and a lot of times they will say because I didn't want to work that hard. 

R - So do you guys have a lot of kids that will switch or is it pretty much once they get to 

1 l l grade they are either one or the other? 

F- they usually can't [switch]. 

R - because of the scheduling. One of the things they talked about in the school 

improvement plan was the teachers as advisors program Tell me a little bit about that. 

T - Once a month your homeroom students come to you during homeroom on Monday. 

The counselor provides different activities. I know I have a 12th grade homeroom so this 

year we have been doing calculating hope gpa to see who is eligible for the hope grant. If 

you weren't we did possible calculations of what grades you needed to get 2n semester 

for you to be eligible for hope. We did personal characteristics surveys identifying what 

you were strongest at and just serving as an advisor for them , getting to know that 

special group or students on a more intimate basis. 
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R - and you see them once a month? 

T- well, we actually see our homeroom students 4 times a month but only once per month 

as teachers as advisors. 

R - Do you just end up naturally mentoring the students that you have in class, it's not a 

formal pairing but how important do you think that is to build those relationships and 

know those kids? 

P - 1 know I've had through the years, there's always kids that you know are struggling 

then you help them. Like this past year, I had a kid who I had him last year and he didn't 

do well. Then he came back this year and he is doing much better. It was like I took 

special interest, what are you doing, and not only in my class, but report cards came out 

and I would be like "give it to me" and I would ask what are you doing here and what are 

you doing there because I knew that he could actually do better than he was doing to the 

point where I was getting onto him so much that he started calling me mama. You really 

can see a difference when they know somebody's interested in what they're doing. And 

not saying there was not any interest at home because I'm sure there was, but at school he 

knows I have somebody at school that is going to want to see and know what I'm doing. 

Every time I see him "what are you doing, how are you doing on this", because he had 

done so badly last year. And he turned it around. This year he's had honor roll and he's 

done so well, he just kinda pulled it out. And I think it was more last year he was a junior, 

this year he's a senior and I think that adds a little incentive as well. If I don't get it done 

this year I'll be back next year. He's not even in my homeroom. Now my homeroom 

kids, yes I've kept up with them and I check them and I ask them what happened here but 

he was in class and I saw him every single day. So, I kinda kept up with him. I think as 



far as last year, I had him Is semester and last semester. Once in class, once in a study 

skills class. This year he had to take the class again, the history class, US history. 

R - Tell me about you guys' study skills class, I was thinking that study skills was only 

for your special education kids. But they said that study skills is an option or how does 

that work? 

F - It's listed as an elective and it's supposed to be for us to review for the graduation test 

and the ones, people who, students who have failed a portion of the graduation test, if 

their schedule will permit they are automatically put in there to review for the graduation 

test. 

R - And what do you guys use? USA test prep? 

F - We use USA test prep. We use A+ learning, There are several programs. Again we 

have workbooks that we go through in the class. 

R - Ms. Florence, one of the collaborative teachers, she pulled some kids out to work on 

the writing test I think it was, what will they do about the crucible, that they missed? 

[they were reading The Crucible as a group and the kids were pulled out to review for the 

test]. 

F - In that class I have 28 regular tech kids and 8 sped kids. In that class there are 9 who 

have not passed the writing test. And what she has been doing is every day taking 2 or 3 

out and they only miss a portion of it. But for her sped [students] she modifies the test 

and she is even reading some to them so she'll take them out some and she'll work on 

writing and she'll take them out some and go over the acts that we've done. Some of 

them were getting confused. I try to write on the board the characters and what's 

happening and get them to take notes but sometimes they still don't follow it. 



R - are they embarrassed to be pulled out? 

F - No. Really, at first they were because there are so many in there. But even some that 

are being pulled are not sped, there are others, and especially these that she is pulling for 

writing, they are wanting to go because they need to pass it because it is next week. I do 

believe at break today I had one tell me that if she pulls I want to go today. 

R - so they are asking to go? 

F- But they're, I don't think they're embarrassed because the other day she took a few 

and the one that was reading today, she pulled some today and he got up and ran to go get 

with them. She said, no not you today but he was fine with that. Especially since the 

writing test makeup is next week. 

R - we're out of school all this week and I think the makeup test is next Wednesday. It's 

like great, we're out of school so were reviewing, but we're going through and all last 

week we gave them a packet saying look, you've got to look over this over the break. I 

don't care if you want to go out with your friends, I don't care what you want to do, you 

have to take this test and this is the last shot before you graduate. 

R - How visible, going back to the administration, how visible are they? In the hallways, 

in the classrooms, how accessible are they to you guys? 

F- That's two different questions. Visible, they are pretty visible. Accessible, a lot of 

times, Mr. Long will tell us to come to his office at a certain time and I'll be in line 

behind 6 other teachers or other people because of things going on. Because if they have 

a situation they usually tend to it immediately. So we may have to get in line and we have 

to wait. A lot of times we may have to write a note and just put it in his box. He responds 

to anything but a lot of times just sending him a note in writing or like I say, he's in the 
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hallway, they are both in the hallway a lot, sometimes I know they cringe going down our 

hall because we grab them. We are standing in the hallway doing hall duty and we grab 

them and ask them a question. 

P- It's the same. And a lot of times it's just according to when your planning period is. 

2nd block planning period you're not going to be able to get them because they're coming 

in from break and sometimes they come in late after doing break and do the hallway thing 

and make sure everybody is in class and then of course shortly after that they are getting 

ready for lunch and doing that sort of thing. Last semester when I had 4l block planning 

they were much more accessible during 4th block during the end of the day. 

R - 1 think you guys have a big group that has 2n block planning. It was about full in 

here so that's a big group. 

T - Yes, same thing. 

R - Last question, do you want to give me a predication on how they will do on the 

graduation test? 

F -no . 

P - n o 

T - well I been praying for a long time. 

R - do you think that the changes that you guys have made this year as far as really 

targeting, and this is based on what Mr. Bow and Mr. Long have said, that you guys are 

targeting all of them versus just targeting the ones that may not pass. Do you think that 

will make a difference? Or are you just nervous? 
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T - I'm definitely nervous just looking at the junior class that we have now and looking 

at their writing scores and knowing that science has been one of the toughest portions of 

the graduation test and now it's standards based and I just have a nervousness about it. 

R - and this will be something that I want you guys to think about for when I come back 

after the scores come in. Things that maybe you could have done differently. I mean it's 

close to the test now, what, only 3 weeks away? Only a couple of weeks away. Do you 

think maybe you could have started going to the computer lab sooner for science or social 

studies because I know Language Arts and math have been going. Order books 

differently, anything? 

T-1 feel like we should have been going to the computer lab earlier. Now I do have a 

smart board in my room and I do use it to review but that's only with my 4th block. I 

haven't seen the rest of the 11th graders since December. And there are some of those that 

needed to have constant remediation so they wouldn't forget the concepts. It's going to 

be hard in 3 weeks to get them back to where they need to be. 

R - and you're just going one day a week? 

T - I'm just going one day a week. 

F-1 have a junior in my class and I'm concerned about him, not just science, the science 

test is the hardest part, even though he's college prep, a lot every year we see somebody 

that we never thought would fail and that person fails, and I just don't want my child to 

be there. It's nothing against the teaching at all because I think we're all doing our best to 

prepare them but I'm concerned because of how the test has changed. Because the way 

I've seen it change in the language arts department. 
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R - even with the writing, I remember that was pretty much a shoe in. I mean if you 

wrote your name on the top of the paper, you had to be pretty low to fail the writing test. 

And so I know when we looked at our scores last year and we have a December 

graduation, and they only had that one shot because they were behind on credits and I had 

two that I said go on and order your cap and gown, they're going to pass and they didn't. 

And it was amazing because that was our reality check that o.k. it really is changing when 

you have kids failing the writing test. 

F - The other thing that concerned me was people that I thought would have done pass 

plus on the writing just barely did the minimum, again we have some that I don't think 

would be a great writer scored pass plus and where did you come from? Why didn't you 

do this in class? This is mainly my concern, not the preparation, just the way the test has 

changed. There's always a surprise. 

R - Do you think you guys have prepared enough? And with going to the standards 

based, was that a hard transition? I know that this is only your 2n year here, 3 r , so did 

you come in pretty much under the standards based idea [talking to Tebb]? 

P - It really was tough and not only from a teaching standpoint, but for the kids as well. I 

knew it was coming and I've been trying to incorporate it into the way I teach for quite a 

while now. The first year I did it, knowing that the standards were coming and that they 

were going to change their questioning instead of recall for history it was going to 

analysis and evaluation. I started incorporating that into my teaching and into my test. I 

actually had parents come up and complain because my class was too hard. I would 

explain to them this is what they have to do. Your child is going to be taking this test, I 

had 9th graders at the time, your child will be taking this test with that type of questions 



and they need to know how to do it. That was the biggest thing because in history that 

hadn't been required. They could memorize, these kids were wonderful at memorizing 

and spitting it back at me and giving it to me. When I started putting these questions in, 

the kids that were normally just, oh my child had a 100 average in the middle school, 

what happened, why do they have a B. Well, it's a different type of questioning. Not only 

do they need to know this is when it happened and where it happened and who did it, 

they need to know why they did it and analyze it, that type of thing. It did really throw 

the kids for a loop as well as me thinking, what can I do differently to help them learn 

how to do that. So, it really was hard to transition them into the GPS. Because it was a 

complete different way of doing things. 

F - We're teaching the same content but we're just having to learn to do it a different 

way and they've noticed it, they understand how important standards are now, but it's 

taken them a while to get used to it also. 

R - do you guys have training to help with the implementation? Did you guys work with 

each other? How did you make that adjustment? 

P - I know going into the transition into GPS for history, I know they did it with English 

and they did it with science. There was, who was it that did it, I can't remember now, but 

we had to go to classes. We actually left, and I know I did mine in another city for most 

of it, and I had to go way down to another, but they had people from the state come in 

and explain what the standards were. 

R - and unpacking them? 

P - all the unpacking of the standards. The only thing that I saw that it helped because it 

gave me an idea of what was there. I'm one of those that I like examples. Show me 
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something, they were just like da da da now go back and tell your department and I'm 

going "I don't understand." There are still concepts that they've brought up in there that I 

still don't understand and I have studied and I have researched and I have looked and I 

think one of the things for history was to do conceptual themes rather than going in 

chronological order and I just went, huh? I don't understand. You have to go in 

chronological order. Even when I teach it in chronological order, I teach one unit and 

then I move to the next one, and I give them a date that comes back to that other unit and 

they say didn't we already cover that, why are we going back there, and it just throws 

them for a loop if you don't go in order. I still don't understand how they came up with 

that. I still can't explain how to do it to anyone. It has been hard moving into GPS. 

R - Of course this isn't hard because this is what you started out with was GPS. You're 

actually at the advantage. 

T- yes. 

F - 1 have a friend, my son's friend in college and they are , she is doing student teaching 

now, and I asked her are they teaching you standards, are they teaching you how to teach 

by the standards, and she said no. At my college, they don't really discuss standards. I 

said let me tell you something, you better ask. But she is doing her student teaching in 

history. I've wondered about that, why are they not teaching that now? 

R - and that may be that disconnect. I don't know why they wouldn't be teaching it if 

they are going to be expecting students to do it. Student teaching doesn't really prepare 

you for the classroom anyway. Nothing like that first day. Well that is everything, oh one 

more question. As far as the implementation of the curriculum, how much flexibility do 

you guys have as far as do you have maybe I'm trying to think, you have to cover this by 
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this date and give a test on this date. You have to cover this by this date or pretty much in 

your classroom do you have the flexibility to do as you want as long as you're doing it in 

a standards based classroom. How much do they micromanage not only at the building 

level or at the district level, say, if I come in your classroom on February 19 I expect you 

to be talking about this topic. 

P - No, we have complete control over the pacing of our classroom. And that's just one 

of those things they don't even say, they don't control it in anyway whatsoever. As long 

as we're doing what we're supposed to do. What controls my pacing is standards. This is 

how many standards I have, this is how long I've got to cover them. So I will actually go 

in and say I've got this amount of time for this unit, for this unit, for this unit. And base it 

on how many standards are based in this unit. It it's not that many, I won't stay that long 

on it. If it's a whole bunch, I know I need to take longer on it. 

F - 1 think the other thing too is I'm the only one that teaches 1 l l grade literature, she's 

the only one that teaches US history. If we had to keep up with another teacher that was 

doing that, was teaching the same thing, then I think we would be more likely to try to 

keep up, now we have our own schedule and as long as we can get everything covered by 

the eoct, like mine have an eoct, and the writing test, and the graduation test, so I really 

don't have room for content because I'm doing test. 

R - and that's one of the things that I was thinking about when I noticed that these classes 

are at the junior level instead of the sophomore level and that is the debate when do you 

put them, and I talked to Mr. Long about that earlier, I said man, they have the graduation 

test and then a month later is the eoct. To me, I think the eoct is more difficult than the 
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graduation test and so my fear is that they get a little comfortable after the graduation test 

going into the eoct. 

P - 1 know in my class, they get sick of hearing it, they get sick of hearing graduation 

test, graduation test, and I do it all together, graduation test, eoct so when I hit that point 

that they've taken the graduation test they come back and I say ya'll we can't stop 

because we have eoct and ya'll have to pass it because some of ya'll it may mess you up 

if you don't pass it, it may pull your average down. They know, they know I'm not going 

to let up on them, every time I say grad test or eoct you see them all roll their eyes like 

'can you quit saying that' and I say I'm not going to quit. What's real funny is the kids I 

th 

have now and I had last year, I had them their 9 grade year and I was preaching grad test 

their 9th grade year and they say you're still talking about that test. It's one of those things 

I don't want them to forget because being teenagers and being in high school that's one 

of the things they know have to pass it but a lot of times they've got other things on their 

mind as well. I don't give them a chance to forget. 

R - alright, anything else you guys want to add. You've answered everything. 



Appendix E 

Teacher Interview Transcript # 2 

INTERVIEW 

M- Ms. Moon: Special Education department chair/Language Arts teacher 

R- Researcher 

W- Ms. Worth: Mathematics teacher/department chair 

R - This is the interview with Ms. Worth, and Ms. Worth is the math department chair 

and I got a chance to observe her geometry class first period. Ms. Worth have you taught 

in other schools? 

W- Yes I have. I've been all over the state. 

R - Tell me where else you have been and kinda compare. 

W- I've been in Hill County, Evans County, Cookie County, Darwin County, Chuck 

County. I'm one of those that teaches for a while, stops a while, teaches a while and then 

stops a while. And then I had children, I stayed home until they got old enough to go 

back to school, so I've got a checkered history. 

R - we'll go ahead and I'll ask you guys some questions, Ms. Moon has also joined us, 

now that I have two of you, before you respond you'll just say Worth and respond and 

Moon and respond so that when I'm transcribing I know who's who. The other thing is 

that I'm also going to ask you some questions about being a department chair and how 

that ties into everything. Ms. Worth, compare for me maybe working in Downby County 

to working in one of those bigger areas. 

W - Alright. Of course when I was in the bigger systems, we're talking back in the early 

1970's. And I know things have probably changed a lot since then. I came here in the 
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year 2000. Lot of differences. My classes were a lot larger in the larger systems and I had 

students who came from homes where they were encouraged to be doctors, lawyers, and 

this type of profession and like I was talking with you earlier, that students here, they're 

high goal is to graduate from high school. So I don't have the high motivation factor with 

the majority. I have it with some but not the majority. 

R - Ms. Moon, is this the only school that you've been at or have you been at other 

counties. 

M - This is the only county I have ever worked in. I originally started at the elementary 

school, at the primary school as a paraprofessional. I went back to college and this was 

where they had the opening in the special education department which I just was so 

worried about the different age groups. I then did student teaching in other counties and 

that type of thing. 

R - now are you from here? 

M- No. I 'm originally from South Florida. We moved up here for space. 

R - Ms Worth, you're from... 

W - Cullen County. 

R - but here in Georgia? 

W - Yes, I'm from Georgia. 

R - Talk to me a little bit about how you interact as department chairs with Mr. Long and 

Mr. Bow. 

W - 1 work with them very well. I can't imagine somebody that couldn't work with Mr. 

Long. Can you Ms. Moon? 
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M-1 agree wholeheartedly. If we were to do a joint thing I know Ms. Worth would 

probably say close to the same things about Mr. Long. Very much a people person, very 

fair, he isn't the only administrator we have worked for, even at this school. I've worked 

under or with, going to school and finishing, and he's by far the most fair, the most, very 

calm. 

W - He has the best people skills because he not only works very well with his staff but 

he pleases parents, students, I mean he works well with the whole picture. 

M - If you have a problem whether you've done something wrong and you go to him or 

whether you've done something right, you still come out of there pretty positive. 

W - Because I could have done something maybe not exactly as it was intended, and I 

can leave him and still feel good. And it just makes me work harder for him. 

R - Is he pretty visible, is he pretty accessible to you. 

M- very visible and extremely accessible. 

W- he is always there. I'm telling you, he can walk this entire school and he can call 

every child's name. He knows those kids. He knows their parents. He's wonderful. 

R - How does that make your job easier as a department chair, having an administrative 

team that is that visible and accessible? 

W - For me, his interest number 1 is the welfare of the student. And doing what is best 

for the student. And that can't help but make our jobs easier. Because we're likeminded, 

you know. We wouldn't be in this position if we didn't feel this way. 

R - Did he, were you guys department chairs before Mr. Bow or before Mr. Long came 

or did you apply to be a department chair, were you appointed? 



W - 1 was appointed and it was before Mr. Long came because it was the year Mr. X. I 

was appointed that year. 

M - 1 was appointed also, but I was actually not appointed by the administration here at 

the school I was appointed from the board of education and the special education 

department. I was approved by the same principal but they have to be approved. In other 

words, Mr. X who was our principal then actually did not appoint me. 

R - Because both of you guys teach as well as are department chairs, so I'm going to ask 

you periodically to switch hats between teacher and department chair. As far as being a 

department chair, how do they support your efforts in your department? For example, are 

you able to pretty much be involved in decision making for math and for special 

education? And I'll let each one of you guys answer but how involved are you in making 

decision as far as curriculum, as far as purchases? Who's teaching what subjects? Ms. 

Worth and then Ms. Moon. 

W - We meet as a department and we kinda know where our strengths are and our 

weaknesses and as much as possible we try to keep everybody happy. At the same time, 

doing what's best for the student. There's certain areas that they pretty much leave all of 

that up to us and then we make our decisions, we run it by them, and they o.k. it. Then 

there are other areas I feel like they're asking for our opinions and then they're going to 

[say] here's how it's going to be done. For the most part, as far as who's teaching what, 

they listen to what I think should be done and if they agree they agree and if they think 

something else then we discuss it and talk about it. It's very seldom that I feel like I've 

been handed a dictatorship decision. 
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M - 1 agree with that. To start with I'll say what she ended with. They are, they really do 

seem to give an awful lot of credit to us to knowing our people and knowing our 

strengths. In the special education department because we have all four subjects plus our 

students that are, there are seven teachers in that department, they vary in their strengths 

and in their certifications, because when I first started I had original early childhood 

certification and then went and got special education certification, then No Child Left 

Behind came and we needed to start co-teaching plus be certified in these areas plus 

there's a high turnover in special ed, in my opinion, and we have 80 students at this 

school that are served in special services, so and they'll all each have individual needs 

and but when it comes to scheduling and that, they really do give me an awful lot of 

leeway with these kids to not only follow their IEP but try to push them, try to make 

AYP, and scheduling them accordingly with teachers who are as qualified as we can get 

them and in the best learning environment that we can. I think I probably shook my head 

because we've already pre-registered for next year and we're just barely into this first 

semester here and in special ed a lot changes. I mean in math, if they fail a class it will 

change your numbers. With me, it can change everything if any or all those 80 kids do 

not perform as what we expect them to do by the end of the year plus you have IEP 

meetings to change all of that. That's probably why I rolled my eyes when you brought 

that up. 

R - Now talking about scheduling, how do you all do that, if a student, for example and 

this is not with the freshman now, but the ones that have algebra, do you have, algebra 

IA, IB or just algebra I, geometry. 

W-that. 



171 

R - what happens if they fail algebra I? Do they go onto geometry or do they keep taking 

algebra I? 

W- they're recommended to repeat algebra I, what usually happens is they will go to 

summer school, now we have that program credit recovery, a lot of them will do that. We 

have very few students that don't repeat it before they take the next. I hardly ever have 

those. But on occasion it does. 

R - So would you just say o.k, we have to move you on to geometry? 

W - Geometry is so different from the other maths. I'll let any of them take geometry 

where it fits in their schedule. If somebody comes in there "I haven't had algebra II yet" 

I'll say that's fine, you'll take it after this. 

R - so you guys work pretty closely with, Mr. Bow does the scheduling right? [um huh]. 

Do you guys give input and say I think that such and such should teach geometry, such 

and such should be co-teaching, because that's another dynamic I would think. But when 

you start talking about co-teaching and do these personalities mix and does this mix and 

does that mix. 

W - and we're so small here that you can't be real picky. You can't. 

M - Ms. Worth has not had the pleasure of co-teaching. 

W - 1 haven't, because I'm bossy. I'm going to tell you I pull rank and I'm bossy. 

M - And that's, it's not, it's because of what she teaches. She's got some of my students 

in geometry right now but number one, not the numbers are right for a co-teaching class. 

But also, the students that are in there do not have a math deficit. There's really not the 

academic need for a co-teacher, there's probably a behavioral or motivational need but 

Ms. Worth can handle behavioral and if she has any issues she'll come to us. 



R - so not only do you guys give input on the master schedule but do you also , 

especially about special education, do you have some input in I need this kid in this 

classroom. 

M - much more Ms. Worth can attest to that, what the guidance issues may [be]. We've 

come a long way since we first came here with, especially the special education kids and 

even some of the other kids, it was strictly a numbers game, at times , we never had any 

that went through your math department until recently because if they had one problem, 

they kinda were stuck thinking, your one student, your honor math student, that could not 

spell and was in all special education classes for a long period of time, and I said you're 

going right down there to Ms. Worth's department for all of your math and was he not... 

W- Yeah, he had my top average, maintained a 100 average. 

M - but can't spell cat if you gave him all three letters. To me that's flexibility in both 

scheduling and in your thinking. 

W - See, when I had the others that don't necessarily have my top average I'll run to her 

in a heartbeat and say listen, this is what this kids doing, this is what this kids doing, I 

need your help. She can help me on her end trying to get them doing better. 

M - and if there were more students, 

R - when you talk about flexibility, that was actually one of my questions is how much 

flexibility do you have 

M - a lot more now and I think that's the sign of the times and the thinking. Co-teaching 

is taking a little bit of time, even though Ms. Worth has not done it, if there was a need 

for it in her class, she would be very accommodating and that's what we would do. I 

mean you would be flexible in your thinking and say 
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W-1 would let them sit wherever they wanted. 

M - But it would be a different thing, but right now I don't have anybody in the special 

ed department that is math content certified so she would be the co-teaching dynamic in 

that room, would be a whole different level. We could also, this is where your flexible 

collaboration, which we don't do, it could be an every other day thing, if we needed it in 

some classes, or just put a paraprofessional in there and it's just to keep somebody 

organized and shut up. Because some students could do the work but really don't have 

either the self-control or the organizational skills, no matter how many times you tell 

them, there's one in there right now that comes to me almost everyday for paper and 

pencil. But, where's the math notebook, doesn't have a clue. We've gone through this for 

three years now, it's not for lack of telling him and showing him, doing it for him, none 

of it's sticking. The organizational skills. 

R - So do you have any co-taught math classes? 

M- Yes, there are co-taught math classes. 

R - what courses are they? 

W - math I. 

R - That new one because they have to have math I support. 

M - and co-teaching. You can have math I with support that doesn't necessarily have a 

co-teacher. And we also co-taught algebra last semester, not you but two other teachers. 

R - so it's not, you don't have co-taught for your geometry, it's more so they're able to 

handle it. 
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M - or they have resource. See we're also very lucky at this school, and when I say that 

lucky, because think of the trauma if they had just cut out all resource classes and put 

everybody in co-teaching like some high schools did. 

R - we had several high schools that did that. 

M- if the student was not on alternate assessment there was no resource, they just went to 

co-teaching or support whether it's support with a paraprofessional, but they all went to 

general education classes for all of their academics , they were supported the best the 

school could do. Not only is that traumatic for the student, it's traumatic for the teachers, 

both regular and special ed. Regular education seems to sometimes think they have the 

market on the trauma of it, but somebody's got to do it all day. We still do have resource 

classes in this county but, of course, we're moving towards more and more co-teaching, 

and if they're capable, they go to regular education. That's what I'm saying. We've got 

four in that one geometry class, which I think is the most I've ever had from our 

department. 

R - now how involved do you allow your teachers to be? I see the department chair as 

that middle person and when I was looking through the school improvement plan, there 

was a form that you guys filled out, I think it was last year that each department did, or 

maybe it was the beginning of this year, talking about what strategies worked and what 

strategies didn't work. How much involvement did your teachers have in completing 

those forms before they went to Mr. Bow and Mr. Long? 

W- we met by department and just laid it on the table. What do you think? What 

comments do you want to make? 

M - Then we typed it up and gave it to him. 
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R - so you guys allow them to be pretty involved? 

M- Oh yeah. They can go straight to them. 

W - there is no chain of command. If they have issues or concerns and they feel like they 

need to go straight to them. 

M- they're not going to turn around and say, did you talk to your department chair. He 

will recommend that they take it to the department chair then if it's an issue, they may 

say.. 

W - usually it's not. Usually when we run him down it will be about a specific student. 

R - o.k. so it's usually not about staff but about a specific student? 

M- Yes, if they have a problem with us, they are more than welcome to come to them and 

I think we're lucky here. If anybody has gone and complained, we haven't heard it. He 

fixes it. 

R - somehow it gets fixed. 

H - No one in my department, if they want my job, they won't take it if I try to give it to 

them. Not to be.. .but I'd be glad to train someone and pass it on but they're like no. 

R - Let's talk a little bit about graduation test since that's actually the focus of the study. 

When you look at math, of course, you have to have the enhanced score for AYP, and our 

students with disabilities is always a subgroup and when you look over and over again at 

the subgroups that are struggling, 

M- our numbers here does not, 

R - it doesn't count? 
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M- you have to test 40 for a subgroup, maybe it's 25, and our special education students 

schoolwide do exceed that number but for the graduation number, we only have 18-21 so 

therefore they don't count as a separate subgroup. 

R - but they count in the all group. Talk to me about both as department chair and as a 

teacher, what are you guys doing to prepare them for this test? 

W - Alright. I have always, and you walked in at a perfect moment because I do that 

probably twice a week, where we're ending a section and I'm tying it in to how it could 

be used on a standardized test. Because my students take two, they not only have the 

graduation test but they've got the end of course test and the end of course test is much, 

much, much more difficult. So I try to show them with the questions as they're presented 

in the book, this style would be more like you see on the graduation test, this style would 

be end of course test. And I try to train them how to be observant of the traps that are set. 

They fall in them right and left. And I will give them multiple choice exercises, 

periodically after we've done a large enough body of material, I'll pass out a paper where 

I've got every question answered. But they don't know which ones are right and which 

ones are wrong and then they have to correct any that they think are wrong. You know, 

and then I'll give the results back like 18 of you missed #3 so that means, that's a trap. 

Let me show you what you did wrong. I try to teach them strategies and techniques plus 

we take them to the computer lab one day a week for them to actually do lessons that are 

geared for the graduation test. This is our first year doing this so I won't know how 

effective this is until I guess sometime in April. 

R- Was that something that you all suggested? 



177 

W- There's some good points and bad points. The part I hate about it is because of my 

subject matter I honestly believe I could do more if I had them in that small group in my 

room. 

R - than in the computer lab? 

W - um huh. I will give them a paper copy of the test, probably starting 2-3 weeks before 

the actual test. Where these questions are coming from every different direction, and it's 

more or less pulling together all of the different information that I have been throwing at 

them for the semester. I've always had really good luck doing that. So, but this has been 

our first year of being mandatory to take them to the computer lab, one full day a week. 

Like I said, there are pros and cons to that. I'm missing 90 minutes of teaching. I'm going 

to be further behind in the book. I will not reach the areas I'm used to reaching in the 

book. 

R - now was that a suggestion that came from your departments, was that more of a 

schoolwide decision? 

W- that was a dictatorship decision. That we are going to do this. 

R - Ms. Moon, what do you teach 1st and 2nd period. 

M- 1st block I teach 9th grade literature? 

R - is that self contained? 

M- self contained resource class. 12 varied eligibilities of students with disabilities. 

R - what about 2nd period? 

M - 2n period is 1 l l American literature. 

R- same thing for the 11th grade, American Literature. What are you doing to help 

prepare them for the test. 
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M- for the graduation test, the only thing we've started, is every morning their sponge 

comes from the end of course test study guide booklet, usually the grammar, something 

they can do rather quickly. Or the graduation test study guide for language arts. But right 

now, next Wednesday, February 25, is the writing test retake, and I have 16 students with 

disabilities that need to take that. 23 took it in September and 8 passed it. Then out of the 

16 that are left, there are 8 with scores of 194 or above which to me they should push 

right over the top this time. And 8 that are below that. But in all fairness to these students, 

unfortunately, their scores are commensurate with their eligibilities. We have some that 

are mildly impaired students that need to be on a regular curriculum, they're too high for, 

they're too capable for the alternate assessment but they're going to have to work very 

hard to reach the same goals as a college prep student because their scores need to be the 

same. So we've been focusing on writing once a week for one hour. The juniors, I have 

16 of them that come to my room. But there's also on ALS there's no writing review. As 

soon as we take, next Tuesday will be our last writing review, they will take the test on 

Wednesday, that next Tuesday, I will start with all of my juniors that will be taking the 

graduation test, most of them that are struggling, well all of them are in language arts, I 

only had a couple that got to take it last semester, they are either in a co-teaching class 3rd 

block or they're with me. 2nd block, that's what we're preparing from, both the end of 

course test and the graduation test. But I'll do mine small group, the only reason being is 

because I would prefer to do it small group in my room. I've not been told... 

R- as far as administering the test? [she clarified that the small group is for the review] 

M- now the ones that are in co-teaching go to ALS with the regular ed teacher but I will 

also pull them in for what I call oral, I do so much orally because their comprehension is 
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not on grade level, even the best now if I tell them to test themselves, I go in and say get 

on ALS and in my opinion a lot of the regular education still just kinda, I think I feel like 

they get more, I feel like it's one on one to be in the room, me watching what they're 

doing, not watching them work on the computer. 

M - 1 don't know if one of your questions deals with this but I do want to bring this out, 

like the group I worked with last semester, I had, when we covered the chapter on ratio 

and proportion because that is such a big part of any standardized test, I told them, I can't 

make up my mind how I'm going to test you over this so I prepared two tests and you're 

going to take both of them, and then whichever one you score the highest on, I'm going 

to take that grade. One test was multiple choice and one was you work it out and show 

me the answer, same material. Same style questions except over here multiple choice 

with all the traps and tricks set, and one over here where you just work it out and show 

me the answer. There would be as much as 40 -50 points difference on the two grades. 

R - Which one did they do better on? 

W- work it out and show me the answer. 

R - because they fell in one of the traps. 

W - Right, but my point is, I went to Mr. Long with this, to me, a multiple choice 

standardized test does not measure what they know. Because if they fell in the trap that 

means they were on their way and there's a big difference to being on your way to the 

right answer and not having a ball park idea of what it is. And there's absolute zero 

margin, or zero credit for being close. Because if you're close then your brain is 

functioning properly, you just didn't put the cap on it. And I have concerns about them 
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is not showing what the student knows. 

R - which is why you're trying to teach them about the traps? Tell me how you make 

adjustments because you guys are on block schedule and so you have the entire 1st 

semester to cover the material but unfortunately 2nd semester you only have until March. 

How are you adjusting your curriculum and what you're teaching so those students get 

what they need before March? 

W - They're pulled out of classes. Like when I take my 1st block class out of the 

computer lab, I have about 6 or 7 students that come from all over the school. They also 

come to the same lab and sit with me. And they're the students that had math last 

semester. They are not currently in a math class right now. So they're just temporarily 

rescheduled. 

R - but your 2nd semester kids, because you don't have the whole semester with them and 

you're teaching them geometry, you've only had January, February, and the 1st two 

weeks of March, what do you do with that material, that, if you're doing it on a normal 

schedule you wouldn't get to until April but they need it for the graduation test. Do you, 

or do they just don't get it? 

W- they just won't get it. 

R - How do you think that affects them? 

W-1 don't think that affects them. The graduation test is not designed to cover specific 

areas of a book. It's more about reasoning. And I cover how to reason in geometry. Like 

today in 2nd block I had a problem on the board and this is an example, you have not had 

this, you don't know anything about it, but you've been taught enough material, if you go 
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by process of elimination, you can throw out 4 of the 5 choices. So the answer has to be 

the only one that is left, and you still don't know how to work the problem. So, the 

graduation test is not designed to be evil like the end of course test. The end of course test 

is evil. As I told them, it goes through the last page of the last chapter of the book and 

there's no way I'll get there. So you're going to have to rely on this other stuff to get you 

over that hurdle. You gotta know what you know and you've got to know it solid. 

R - What about for American Literature. How do you do that? 

M - Language Arts, specifically what I teach, to me it should be and is one of the easier 

subject matters to get across before both the end of course test and the graduation test to 

me, it's not a matter of days that I would need, if I just had one more day, it's a general 

concept of listening, their ability to go back, and if they're going to scan for an answer 

after they've read it and read the questions, we do go over test taking skills and study 

skills but they've been taught that forever through language arts and grammar skills, 

taking their time, I mix literature skills with literature concepts with just taking and study 

skills , they if it's something like American literature, luckily for the end of course test. 

Then she said, there's specific poetry. But the graduation test, and I review it, that's what 

I will start doing on the review or just literally use the graduation test booklet and I can't 

think of a specific example right now, there's one, cause I remember last year when we 

were reviewing I said we will not get to this before you take this test, but it is a concept 

and it was one of the time periods that was in the colonial, or one or the other literary 

time periods that they will most likely ask you some sort of a question about, so that's 

how I do it. But I rely on the fact that we planned very intricately, to try to pull them out 

for at least one day a week on each subject, about as soon as the writing is over, language 
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arts will start, math is starting, and then we'll start on social studies and science and every 

week. But now for special ed we do get the leeway to do , to get them in the room and 

talk to them, they don't like to review anything anyway. They are slightly more 

cooperative in the room, I think they get a little bit more than behind a computer. 

W-1 find that to, they're much more cooperative. 

M - I'm sorry I have to step out. I have a 1:00 meeting. You've got my email if you want 

to email me, I'll be glad to answer anything. 

R - thank you. The teachers to advisors program. Talk to me a little bit about that. When 

I was talking to the teachers earlier, they said that you meet once a month. How does that 

work and also, do you feel like you are a mentor to those students or are you more a 

mentor to the kids that are in your classroom? 

W - 1 am more of a mentor to the kids in my classroom because I don't teach anybody in 

my homeroom. The teachers as advisors is by your homeroom and I just really don't 

know those children as well. When we have homeroom one day a week on Monday. 

R - so you don't really get to know them? 

W - and this is what I've been after them, if they're going to implement a program like 

this I would rather have homeroom everyday so that I have a chance to get to know the 

students. I've always done my own form of advisors because I try to get real involved 

with the kids when they're in my class. I go around when it's progress reports, 'get them 

out, let me see them'. I'll stop by every desk while they're working on their homework 

assignment, I'll stop by every desk and ask what are you doing here, what's going on. 

R - so that's how you're being more of a mentor to them? 
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W- to them, because sometimes they just need to know somebody is checking up on 

them. The stuff that we do in homeroom, I've got mixed feelings about it. Just to be 

totally honest. 

R - what do you guys do more of in homeroom, is it like announcements? 

W- well homeroom is one day a week. That's what they call clubs and that's when the 

clubs meet. So you're in homeroom for 20 - 25 minutes. 

R - so you may not have all of your kids if they're in clubs. 

W- they have to go to homeroom first, you dismiss from homeroom to go to the clubs. So 

you have them while you are taking the role and then after about five minutes they are 

dismissed to go to clubs. So they're not all in there the whole time. 

R - Talk to me a little bit about because once again the study is looking at the 

achievement and the fact that all of your students seem to be achieving equally as far as 

your black and white students. How do you approach that in your classroom? What do 

you think has contributed to that, is it that you all just go in saying, if you're in here, 

you're going to learn because you guys have been, the data shows that you guys are 

doing something that most high schools aren't able to achieve. 

W-1 expect all of them to do their part. I mean, I try to teach by example, I show them 

what I expect in return from them. I don't do my job with my head on my desk. I don't do 

my job seated at my desk. I don't talk to them from here to back yonder. 

R - and I did see you walking around to each one and checked, the girl in front of me, 

check number 4. 

W- because I've learned that if they can find what they are doing wrong, they will 

remember it so much longer than if I constantly point it out. There are those days when I 
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have to point it out but today was a multiple choice set so I just wanted to see. Because I 

said, alright, #4 was the one where they all fell in the trap. 

R - and you stopped them to, you said I'm calling time, you'll have time to go back but 

all of you with number 4, there is something going on there. 

W- they know I am very interested in everything that they do. And for the most part, see 

there's not but three in my department, me and two others. One of the other two teachers 

is just as interested in what's going on in her class as she can be, and she is a motherly 

type. And the kids know this. They know this. And I tell them at the beginning of school, 

see this is my report card. When you get a test paper back or if you get your report card, 

if you've got all A's don't you feel better than if you don't have all A's. They go yeah. I 

said, I feel better when I have all of you passing or making A's than I do when that 

doesn't happen because if somebody failed, I always want to know why, where did you 

miss the boat, why did you miss the boat. Fix it. Because I said, I keep that saying, I don't 

know if you read it, life is full of choices or choices will dictate the life that you live. And 

I do things like that all of the time, I have stuff like that going on all the time. I do 

remember, even though it was a long time ago, I've raised two teenagers, my oldest 

daughter's 30 and my youngest is 28,1 remember, I know what it was like, I know all of 

the things they've got going against them. 

R - and it makes a difference to remember that as a teacher because that will determine 

how you do it, how you do wrong 

W- Which just kinda breaks my heart that you don't get to see my 4l block class , really 

does. 

R - because that's the group that you're really close to. 
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W - Of course, see when I have them in trig, I've already taught them geometry. So this 

is my second time, they walk in the door they know me, they know what I will take and 

they know what I want. But when they have me the 2nd time, I really have the chance to 

get to know them. And we do become like a little family. 

R- that makes a difference. 

W- it does 

R-So the last question, how do you feel about this group going into the graduation test? 

W-1 don't feel good this year. 

R- is it because, you always have groups like that 06-07, with Mr. Long, that was just a 

smart group anyway. So, what is it about this group that has you concerned? 

W-1 don't feel like I can be truly objective until after I see the scores. And It may be the 

reason I feel negative is because I taught more of the lower level classes this year, I've 

had a larger number, usually I might have one class all year but this year I've had two. 

And so maybe I've been exposed to the underachievers. 

R - so is it that you're concerned about them passing or the pass plus? 

W- I'm concerned about the pass plus. 

R- so you're not concerned that they'll pass the test? 

W- not really. 

R - i t ' s getting that 516. 

W- yes. I do have a handful that I worry about passing but I've always had that. I've 

always had some and they always pass, I've always been like, I can't believe they passed. 

But I do have major concerns about the pass plus. 

R - do you think that you guys are doing everything that you can to get them to that 516. 
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W - 1 do. I don't see any slackers. This [Worth is crying] This staff, that principal, can't 

be beat. 

R- and that's why it's hard because he is leaving. Was that difficult for you guys that 

have been here? 

W-1 completely lost it. 

R- you guys weren't expecting it were you? 

W - n o . 

R- and you've had some experiences in lots of other counties so for you to say... 

W- that's why I'm really taking it hard. It's hard to believe that one man can make that 

much difference to a school, but they can. It's the way they talk to you, the way they treat 

you. 

R- he has a lot of respect for you guys. He does. 

W- because I mean, you can look at a child and say, I sure appreciate it son if you could 

tuck that shirt in, and they're going to do it. Another person can say get that shirt tail 

in,and it's going to create an atmosphere of hostility and they're not going to work for 

him. 

R - but he, Mr. Long, he just has a way of, I remember when I first identified the school 

and I was talking to a co-worker of mine that actually went to school here. She graduated 

maybe 95, 96. And Mr. Long was her social studies teacher and she, I said do you think 

that they will let me come in and do my study and she said oh yeah. You call him and he 

will talk to you and anything you need and that is what I've found since I've been here. I 

have classmates that still haven't heard back from the schools and I said, oh, I've already 

gone down there and everything so I definitely could see the difference that he makes. 
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W- It's like I told him, I have always felt from day one comfortable with you. I've never 

felt like I worked 

R- now when did you come in, what year? 

W- it was 99/2000, or was it 2000/2001.1 lose track. It was 99/00. 

R- now was he the principal then? 

W-no 

R- so you weren't surprised when he was [named principal]? 

W- the guy that was principal then, it was his first year being principal here and it was 

my first year teaching here. I got along with him, the other teachers didn't like him. But, 

we were both new so he was really nice to me. 

R- but he's not a Mr. Long. Is there anyone that can compare to Mr. Long. 

W- There is. But he's retired. He was a Mr. Long. I've had two. And I literally left when 

he retired. 

R- so are you leaving next year? You don't know yet? 

W-1 always give it, I worked there one year after he retired. When I saw how bad it 

could be and how much difference one person can make, I left. 

R- I'm just excited that I've had the opportunity to come down and meet Mr. Long and I 

think that I've learned just from talking to him. Just seeing how he interacts with you all 

and with these kids and you can tell. That's all I have as far as the questions. What I'll do 

is I'll come back, my next visit, I had planned to come back in April which is when we're 

on spring break but you guys are in school but that will depend on if the test scores are 

back yet. Because the next visit will be kind of a capstone, o.k. here they are, here are the 
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test scores. What do you think worked, what didn't work and when you start planning for 

next year, what will you do differently. So in April or May, I'll be back. 
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Appendix F 

Teacher Interview Transcript # 3 

INTERVIEW 

F - Ms. Florence : Language Arts teacher 

P - Ms. Potter: Social Studies teacher 

R - Researcher 

R - Ok this is the interview between Ms. Potter and Ms. Florence. And we're going to 

talk about the results of the graduation test. So the first question is overall how do you 

think the kids performed? 

P - 1 think the kids probably could have done a little bit better. But this year was with me 

being out six weeks I could actually tell that my kids that had me last semester, the whole 

semester did better overall than the kids who I wasn't here for six weeks. I could see a 

little bit of a difference in the scores and I think that may have had a little bit to do with 

it. Overall I did well but I think if I had not been gone those six weeks they might have 

done better. 

F- Overall, I think English did well. I was disappointed in that we had several of them 

that failed. The ones that did fail are the ones that I have this semester and they're in a 

really large class compared to last semester the class had 17 in it, this class has 32 in it 

and this is the co-taught class. All of them that failed were in that class. I don't know if 

that' a sign that I'm not doing something right in the co-taught class. 

R - That's actually one of my other questions. Do you see a difference in the 

performance for the kids that are in the larger classes than the smaller classes? 

F-Ido 
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R- So you only had 17 last semester and 32 this one. 

F- It's 24 with 8 special ed in there. I think that was a problem. 

R- Do you normally have smaller ones? 

F - The 32 is the largest class I've ever had. 

R - So normally around 20. 

F - Y e s 

R - What about yours? 

P - It was actually my smaller class that did worse on the graduation test. Then again, 

this was the class I was out of. I had larger classes 1st semester and most of that group 

did pretty well. The ones as far as regular education students that did not do well, it was 

my small class but it's also the class of kids who non-motivated. No matter what attempts 

I've made to try and get them to do something, they refused. It wasn't that they didn't try, 

it was in most cases, they flat out refused. I don't want to do this. This is ridiculous. I 

don't see any reason. Ones that I constantly had to get onto for sleeping in class and for 

being absent a large number of absences. Of the number that I saw that didn't pass, it was 

actually the special education that made up about half of that. And they didn't test with 

me. They tested in a separate room. 

F - That was mine too. A lot of them that didn't pass were special education but they 

were in my classes so I took responsibility for them. 

R - What's the difference between having the larger classes of 24 or 25 and then the class 

of 17? 

F - 1 feel like with the smaller class we're able to get more personal and get a lot more 

done. There's not as much distraction because with a larger class, and a lot of times my 



co-teacher will take hers out, that still leaves 24, its still the same kids you have that 

aren't motivated. I don't think a lot of them took the graduation test seriously until they 

failed it. Now they're taking it seriously because they just thought they could do it. We 

practiced. We would practice in the lab. We would practice in the room. They would go 

to sleep. They refused to do it. They totally refused to do it. Now that they failed, 

suddenly they want to try. But I think with the smaller class I'm able to get that one on 

one with them a lot better. They just seem to pay better attention because there are fewer 

in there and it's quieter. 

R- So your bubble kids. Think about the kids that you were really unsure. They could do 

it but it just depended on the day. How did they do? Your kids that could have went 

either way. 

P - 1 don't even know that I have any kids that I would categorize, well I really looked at 

it like I know these will make it and these will probably not and that is pretty much how 

it turned out. 

R - Were there any surprises? 

P - A few. I did have some that I didn't think would do well and they did. I had two I can 

think of right off the top of my head that don't do well in class but they haven't really 

done much. One of the two is not going to pass my class this year because he sleeps and 

doesn't do his work. But he passed the graduation test. 

R - What do you think was the difference with him? 

P - He was one of the ones that had the test read to him. But I have also noticed in class 

that when he wants to do the work he does really well. He's failing the class because he 

doesn't turn in his work. When he does his work, he does well. I didn't know how that 



would factor in with the graduation test. I have another one that its about the same thing. 

Some days he does well and some days he doesn't. Those were the two that passed that I 

didn't think would. Most of the ones that didn't pass, I had an [idea] that would be the 

way from the way I've seen them taking test. 

R- Were there any that you thought were going to pass that didn't? Or did all of them 

pass? 

P - 1 don't think I had anybody that didn't pass that I was totally shocked about on the 

graduation test. 

F - Me either. I'm trying to think of one that was a surprise but I can't think of one. I 

think the ones that didn't pass refused to do some of the review. Again, some of it was 

read to them. A lot of the English part is that there are so many long passages. They just 

don't like to read. So some of them that I didn't think would pass that did, had it read to 

them. So that helped them concentrate a little more. 

R- You talked about the computer lab and that was one of the things Mr. Bow and Mr. 

Long really seemed to emphasize. What impact do you think going to the computer lab, 

using the A+ learning systems had and is it something that you would keep doing? What 

are your thoughts? 

P -1 don't know how much A + actually helps my kids because it's so much reading 

before they take the test and when they would go in and I had them use it, they would just 

take the test and I actually had several kids take the test, write the answers down, and 

they would go back and take the test again and write the answers down and they kept 

doing that until they had all of the questions and answers. I actually used more of the 

USA test prep with mine. They have to take it and the questions are more like what 
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they'll see on the test. So, it gives me a chance to see who does well on the questions and 

who doesn't. I can actually go back and see what questions they got wrong, what the 

question was, and I can look at it and see that type of thing. I use that in class. WE 

actually use that in class. 

R - Do you have a mobile computer s or do you just do it as a group. 

P - 1 have some. I actually have the laptops. We do it with the smart board. We work on 

it together. Every once in a while, we'll go to the computer lab and they take a diagnostic 

test. They email the results to me and I can look at it and see what they got right and what 

they got wrong. With A +, it helps them to study information but for social studies, for 

me looking at it, the A+ is not correlated to GPS. It's so much information, unnecessary 

information, as far as GPS is concerned. It goes way beyond what you really need. It 

overloads and they really can't do that much very fast. I think when we went in to study, 

they may have gotten one little section done in the time that we went. 

R - Now do you like the idea of going to the computer lab? 

P - Y e s 

R - So that's o.k. It's just USA versus A + 

P - A+ is one of those that you have to use all year long for it to be effective. With social 

studies you can't cram with A+. It's too much information. 

R - If you had the option would you like to start going to the computer lab sooner? 

Because you only had a month scheduled for the computer lab. 

P - Yes. We had a month. They start in January with language arts and math. And 

science and social studies gets that last month. 

R - Twice a week? 
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P - once a week. Which is good that we can do it, but for social studies, we don't have 

set formulas like science, we don't have set things like math. English is the same way, 

it's a lot of information. With social studies, there's all these concepts they have to learn, 

all this information, all these people, and all these places. It's a work in progress. They 

don't get it in the beginning of the year, they won't get it. 

R - It's not something they can cram. 

F-1 feel like starting in January is too much. By the time March comes we've gone every 

week. I think it's overkill. The kids get tired of it. We get A+, we get USA test prep, and 

the questions did start repeating themselves. They'll say "I've already had this question". 

There were some questions that were messed up. It would tell them to read a passage and 

the passage wasn't there. I think by March they are really tired of it. I would also do some 

in the classroom. I prefer doing it in the classroom, because I feel like in English, a lot of 

it is terminology. First of all, they have to read this long passage. If they ask what is 

onomatopoeia and they don't know what onomatopoeia is or they are trying to find tone 

or mood, I think that just on the computer, they can't ask what this word means, is not 

helpful. I would rather do it in the class, have them take the test in class and we go over 

the questions. I try to stress the terms. I think that's a key part of it. I tell them, if you 

know all of this information but you don't know what the question is asking, you won't 

know the answer. And they really don't like doing it in the classroom either but I feel like 

that's better because we're able to talk about it more. It's more of a teaching tool instead 

of them just going in there and passing tests. 

R- Standards based classrooms. Mr. Bow talked about standards based classrooms. Talk a 

little bit about your perception of standards based classrooms and standards based 
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teaching. How does that work for you about focusing on what you need to know based on 

the standards. How do you think it impacted their scores. 

P - With social studies, it helps a lot because I know when I went to the standards classes 

when they were introduced, they told us, if it's not in the standards, it won't be on the 

test. With social studies you see it. It gives you the specifics. Like colonies, you need to 

know tobacco cultivation, I know what I need to emphasize. Just because they use a term, 

doesn't mean the question is going to be about that. It can be anything related to that 

term. Like I told them, the standard is about the tobacco cultivation but you need to know 

John Rolfe, even though it didn't say his name. The kids will ask, what do I need to study 

for the test. You can say, here are the standards. Study the information. This is what you 

need to know. The kids get so tired of hearing standards. Because everyday I say here is 

your standard. This is what you need to know. Halfway through I'll say notice this is in 

the standard. Look at the words on the word wall, these are from the standard. I think 

standard has now been reduced to four letters. They just get tired of me saying it. As far 

as graduation test, it's what you have to know. I think graduation test has gone to four 

letters too. I like the idea of the standards themselves because it is like my guideline of 

what I need to cover in class. I need to cover this because I know it will be tested. 

Whereas the QCC's were so general that it was like what do we need to 

know.. ..everything. Everything that has happened in time from the very beginning to 

now, just know it now. With standards I can say, o.k in this time period you need to know 

this. So I like it for that. It really does let you know what needs to be covered. 

R - and you think it helped them? You knew what to focus on in the classroom. 
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F - 1 feel like it helped me narrow it down. In English we do writing, literature, and 

vocabulary. It's almost like three completely separate courses. So it does help to narrow it 

down. 

R - Last question. I told you this one wouldn't be long. What will you change next year if 

anything when you're preparing the students for the test. I know you won't be out on 

maternity leave.. 

P - 1 won't have any more children. 

R - But when you think about the biggest thing, and once again, what has emerged from 

the previous discussions were how you guys seem to individualize instruction whether it 

be using USA test prep where they have to move at their own pace or just pulling kids 

out, I know you had some of your regular ed kids that were still going out with the 

special education teacher to work, just really focusing on them. Talk about smaller 

classes, you were able to focus on them more. 

F - I've asked them not to do that to me again [the larger classes] right. I know we can't 

help it. But especially with the writing test coming up, there's no way to teach writing to 

32 kids effectively. And that's to give it to them, grade it, and look at every part of the 

writing and where we need to work from there. That's really my main thing. And I don't 

think I 'm going to get that. I think we're going to have huge classes next year. 

R - But ideally, the smaller ones would be better. Standards based classrooms was not 

even on my list to start out with. That emerged from the conversation with Mr. Bow. He 

must have said standards 100 times. I typed the word standards so much. So what would 

you guys change, if anything, about next year. Looking back on how you emphasized 
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standards based classrooms, you've used the technology with the schedule of going once 

per week, smaller class sizes for some of them. 

F - Again, I think from January to March going once per week to the lab is too much. 

Especially because it's scheduled, that's the only day we can go because other people 

have it other days. There are some days I really need to be in my classroom. I'd rather 

stay in the classroom and do it with the workbooks. I just feel like it has been effective 

because we did have decent scores but I think it was overkill. 

R - So too much, I would have thought you guys would have wanted to start earlier (to 

potter). 

P - Again, with this year and me being out, I think that played a huge role in it. I really 

want to try to see if I can find a way to get these kids to be more responsible for 

themselves. That's the biggest problem that I saw with the ones that didn't do well. It's 

just that they want you to come up to them and touch them and everything be better. But 

you can't convince them otherwise and they don't see an importance in it until they take 

the test. That Day, they're like, I don't know any of this. Even after they take it, they 

don't realize it's because I didn't do anything. All of the ones that came back to my 

classroom that had at least one section that they didn't pass, not just social studies, they 

want to lay the blame on someone else. It was that teacher's fault because they didn't 

review with me. It was that teacher's fault because they didn't do that. They want to lay 

the blame on someone else. Even if they passed my section, I'm thinking, if you did the 

same in their rooms as you do in my room, then you need to look more at yourself. That's 

what I want and I have no clue how I'm going to do it. If these kids aren't motivated it 

takes an act of God to make them want to do something. 
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R - In the last interview you talked about a student of yours when I asked about 

mentoring. He started out in your class and he didn't do well but you said he started 

calling you mama because you were always asking him how did you do. Do you think if 

those kids that aren't motivated had more relationships that it would make a difference? 

P - 1 think that it would. And you try to have that with these kids. There are some kids 

that don't want it. If you start to get too close to them and they will move away. It makes 

it worse. You really have to be careful who you single out because that was the one that 

started me mama. I did single him out. I would call his name in class. If I heard him make 

a comment about not doing well, I would actually go, why not. He would take it and say I 

didn't study. I know I didn't do what I was supposed to do. You have other kids that if 

you did that it would not be good. Very defensive, why are you singling me out. You 

have to be careful on how you approach these kids. You know that there are some kids 

that you're not going to get that relationship with. You have to find a way to get a 

connection without being direct. And that's tricky. 

R - so as far as implementing anything, you're good with the way that everything went 

this year. 

P - 1 think that if I can just get the kids to the computers a little more, in the classroom, 

I'd rather do it in the classroom, I'm one of those teachers that if you take me out of the 

classroom setting, I'm lost. I never have everything exactly set up. My organizational 

skills aren't that great. But if I'm in my room, I know where I can lay my hands on it. 

R- how many computers do you have? 

P - 20 computers but they're very old which is why they let me keep them in my room. 

We do have to divide in class. When I do use the computers V2 work with me and Vi work 
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on the computers. I do want to see in class if we can use A+ more in class or at the 

beginning of the year as we cover a section, they go to A+ and cover it in there as a back 

up to help them a little bit. 

F - I think their attitudes have a lot to do with it. If they wanted to go to the lab each 

week and they wanted to try, I wouldn't mind go. But having to physically make them get 

up and walk to the lab and turn on the computer and do it is what I think is the problem. 

And especially, they do not see the importance of it. Last week, before the test, that's 

when they really wanted to work. I know we can't get through everything but I think 

maybe a month would be enough time. But having them do it for three months is too 

much. 

R - Is it maybe not as productive because they are sitting in there and they feel like they 

have to be there versus when you have them in your classroom you are able to engage 

them more. 

F - We would go over the questions out loud. I would want them to do it on the paper but 

we would do it out loud and talk about each of the answers and talk about why those 

answers were not correct. I would give them the terms that I felt like they would need and 

gave them a cheat sheet. A list of terms for them to keep with them because they were 

going to see them. The night before I told them to be sure to look at the list. Some of 

them did say, the terms were on the test. I would like some that failed it to come in and 

tell the kids why they failed. Of course they won't. If I would have just practiced a little 

more, if I would have not put my head on the keyboard during the test. I know the 

reading is a lot. They open it up and see it's eight paragraphs and they just stop. If we can 

get to them and let them know how important it is then it would be more productive. 



R - Did your seniors pay closer attention than your juniors? I know you all don't allow 

them to walk if they don't pass everything. 

P - the ones that had to, oh yeah. They were struggling. They wanted to get out of an 

elective to go practice. Bu this was their last chance before they walked. It didn't really 

strike the juniors that that could be them next year. 

R- So what was their response when they got their scores back? 

P - It was my 4th block, the ones that didn't want to do anything all year. It was during 

my class they got their scores. The children that refused to do work, that wanted to sleep 

and play and not do anything, were the most upset about failing. They literally were 

crying in my class, calling home and signing out, it was if their world ended and I didn't, 

but In the back of my head I thought, why are you surprised. Because you have just spent 

the last ten , 11, however many weeks, not doing anything. Six weeks that I was gone, 

they had work that I specifically let them know, this is what you need for the graduation 

test that they didn't do. Well Ms. Potter's not here, therefore I don't have to do the work. 

They racked up O's like they were golden goose eggs. They were just going and all of 

sudden when I come back they want to try to fix that. How can I get my grade up? Those 

were the ones that gave my sub the hardest time, didn't understand why they didn't do 

well. 

R - They didn't take ownership 

P - what's funny is now that I'm back and they're having to do work. They want the sub 

back. 
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Appendix G 
Teacher Interview #4 

INTERVIEW 

R - Researcher 

W - Ms. Worth: Mathematics teacher/department chair 

R- This is the interview with Ms. Worth. This is our follow up graduation test interview. 

The first thing is how did the kids perform on the graduation test from our perspective in 

math? 

W- They came up this year. We did do a lot better. They seemed to take it more 

seriously. 

R- Juniors and seniors? 

W- Mainly the juniors 

R-1 think you were a little nervous before they took the test. 

W- Overall, the group of students, they were flooded with high achievers like the 

previous grade level and in my heart I just felt like if last year's group didn't do it, this 

years' group wasn't either. I don't know if they just wanted to prove everybody wrong or 

if they wanted to show up everybody but when it got down to that last week of the really 

serious review cram sessions, they were so serious about listening and trying to do good. 

I just think that might have made a difference. 

R - Try to get in your mind some of the kids that were bubble kids, meaning they can go 

either way depending on the day of the week. Think about them and how did they 

perform. Did you have any surprises, kids that you thought wouldn't pass and they did. 

W - Yes, lots of them. But now I bargained with some of them that were not doing very 
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can, if you pass this graduation test, I am going to help you pass this class. 

R - So you got some surprises out of that. 

W - They're going to hold me to it too. 

R- It worked. If the graduation test is supposed to be indicative of what you learned, that 

makes sense. Did you have any kids that you were surprised that you thought were going 

to pass and didn't. 

W- No. I had a lot that I could see going either way. I'll tell you where they shocked me. 

This was the big shock, it's not just passing for math. It's the 516. 500 does not count 

toward our AYP, it's got to be 516. Now in my very underachieving class, it's the class I 

basically refer to help keep me out of jail. It's predominantly male and they have either 

been in YDC or waiting to get in YDC. They're potential problems. With the exception 

of five students out of 23, eighteen out of the 23 hit 516 or better. And I had two of the 

five make 515. They only missed it by a point. To me, that was phenomenal. 

R- What do you think out of the strategies that you guys did this year as far as targeting 

not only the ones you wanted to pass with 500 but the ones that you needed to get the 

enhanced score. Going into the computer lab. What do you think made the difference. 

W-1 honestly don't think the computer lab helped that much. 

R-1 don't think you liked the computer lab idea from the beginning. 

W - 1 didn't because I have a certain way that I teach and I'm prepared for teaching how 

to take those tests and I like to do that standing up in front of the group. It's not 

something that comes through a computer. And the particular programs that were used 

this year, I didn't like either one of them. And I had to spend a lot of time going back and 
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trying to explain what the computer was trying to tell them and neither one of those 

programs this year, now last year, I liked USA test prep. This year they changed it. The 

practice test were not in line with the real test. I just did not like it. 

R - 1 don't think you liked the mandatory time that you had to go. You wanted to be in 

your classroom. So what worked? If it wasn't the computer lab, what do you think made 

the difference in this group that you guys were nervous of passing to where you had a 

majority pass. 

W - 1 just think it happens in cycles like that. This class had been, not really talked down, 

but the class ahead of them had been talked up so much. How good they were, how smart 

they were. I think this group got fed up. I can say that from the math standpoint. I'm not 

sure about the other areas. But the math computer lab experience is not what helped these 

kids. 

R - How much are you able to do with them individually? I know when I was in here 

before you were walking around saying check this one and that one but that was a really 

small class. Are you able to do that individual class with.. .what are the sizes of your 

class. 

W - This semester they are all small. I had 23, 22, and 17. 

R - Is there a difference to you having a class of 23 and having a class of 32? 

W - Exactly. 

R - What's the difference? 

W - Being able to get around. When I have 23 - 22 and then you can count on 1 or 2 

being out every day, when I put them into groups of four to work, it's so much easier to 

get around and I can spend a little longer with each group. And I know that when I put 
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time and I can count on them getting it across to the others. They are easier to manage 

when they're small like that. Every once in a while you get that flooky group. One year I 

had another group that had 17 and I couldn't manage. I couldn't get them to do the work. 

They were seniors and they knew everything. 

R - 1 just think back when I talked to Mr. Long and he said I think we have some good 

news for you. You all were pretty nervous going into it. 

W - We were. We just couldn't believe we didn't make it the year before off of that 

group. But in the years before we put so much emphasis on passing but this year our 

emphasis from the beginning was pass plus. The kids would say why? I said, if you think 

about it, it would be like me saying all I want is for everybody to make 70.1 don't want 

any B's and A's. Do you think that's realistic to be happy with just 70's. Now I said we 

want more than 70. We want more than that. 

R - 1 think that you guys are going to have larger classes next year or are you because 

your enrollment in changing. So will you get to keep smaller classes in math? 

W - It depends on how it lands. I think that the old math curriculum that's having to be 

held onto, I think those will be larger because they are going to put 32 students all 

together instead of having two groups of 16.1 think the math II will be smaller because 

you can't even take Math II unless you've passed math I so I think those classes will be 

smaller but I think the math I classes will be larger. 

R - Mr. Bow talked a lot about standards based classrooms and standards based teaching. 

I noticed when I was in here with you, you really focused on the things that they needed 



to learn. You didn't do a whole lot of fluff. Do you think teaching the standards was 

different for this group. 

W-1 didn't teach standards. This year I was under the old math curriculum so we're still 

QCC. Now next year I am going to the math II. I hit as many of the QCC's as I could. 

I'm so focused taking standardized test, I'm all about the SAT, ACT, PSAT, anything 

that they take that is a standardized test. I've got such a library built around practice 

material that if I've ever seen a question on an SAT and I see that topic in their textbook, 

that's going to get taught. And that's what I taught. I teach what I see on those test. I 

teach multiple choice strategies. 

R - 1 remember you doing the multiple choice strategies about elimination. You know 

that this isn't right and this isn't right. 

W - 1 tell them that you may think that I'm trying to cut corners or take shortcuts but 

what I'm doing is reasoning which is the purpose of geometry. It's about reasoning. As 

long as you live you will have to reason. I'm just going to use math to accomplish that. 

R - If you have a large percentage that's passing, something's working. 

W - 1 tell them if I can teach you how to reason and how to think , you'll figure out what 

to mark and how to get the score that you need to get where you want to go. 

R - Last question, see I told you this wouldn't be long at all. Next year, now that you 

know the test results and you know what you guys tried this year compared to what you 

did the years before, what would you change if anything in preparing next year's juniors 

for the test? 

W - 1 asked this year's class after their scores came back, what prepared you for this test? 

Was it when we did this, when we did this. 
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R- what were some of the things you asked them about? 

W - What was it that made them feel like "I can do this" and it was what we did in class. 

Here's a practice test and I'm going to time it. I'll call time and you can see where you 

are. You will have the rest of the time to finish and take your time when you finish. I 

want you to get that feel for the time frame that is allotted for this number of questions. 

Plus I like to get them over the nervousness of something being timed. 

R - The test taking strategies. But that's been your focus. 

W - That's my main focus in class. I don't make it a day that I have not mentioned end of 

course test or graduation test. It's mentioned every class and everyday somewhere in the 

work we do. 

R - So, the computer lab would not be on the top of your list? 

W - no it's at the bottom. 

R - Smaller class size would be at the top. And just having the opportunity to teach 

W - Yes 

R - So you were pleasantly surprised? 

W- Yes. 

R - How did the kids react when they got their scores? 

W - You didn't hear them? Oh golly. They were real excited. Real excited. 

R - 1 think Mr. Bow and Mr. Long said that if this junior class makes AYP, they were 

taking them to dinner. 

W- They said they were going to provide them with steak dinner. They'll get somebody 

to grill them in the back. 

R - They're going to have to live up to it. 
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W - Oh, they'll have to. 

R- That's great. I 'm going to see them in a little bit and look at the numbers but they said 

they think you all will make it. So there's really nothing you can pinpoint? 

W - The kids, hands down, said no computer lab. That it didn't get us ready. What I 

found in the computer lab was constant hands "what are they talking about, what are they 

asking me to do". I'm saying oh boy, that's a whole lesson. I could teach for 15 minutes 

and explaining it to all of you instead of 1. By the time I spend 15 minutes worth of 

explaining how to do the problem, because it came from somewhere in the book that they 

haven't event explained yet. Here is another hand over here and theirs is the same 

situation. It will take at least 4 or 5 minutes of explaining before I can get you ready to 

answer the question. In the classroom I can say, here is a topic or here is a common 

question and this is how to answer it. See, I give out practice booklets. Here is something 

I got off of a website and I have 4 or 5 sets of these. Like this is a practice end of course 

test. I give it to them, I time it, with my tech prep groups I make them turn in the work. I 

actually grade it, not for a grade in the grade book but to see how they did. The next day I 

give it back to them. I say, o.k. I'm going to start with question 1 and use a tally mark and 

say who needs to see #1,1 see a hand and I do #1. Who needs to see 3, 4, 5, o.k. And 

now, that we're through, because everybody's at a different place, I say, who needs #1, if 

you need to see #1 you need to look up. Then I'll say #5, those of you that need #5, look 

at me. 

R - Are the other ones pretty quiet? 

W-Yes . 

R - They know that's the expectation. You have that relationship with them. 



W- My fourth block class calls me mom. They call me Ma W. 

R - What about the teachers to advisors program. Are they going to keep that? 

W- Probably. I want the liberty to do it my way. I had my own method of working with 

my homeroom students but because of the paperwork requirement I'm not able to do as 

much. 
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