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ABSTRACT 

KIMBERLYANN DEVILLIER GLASS 
THE RELATIONSHIP BETWEEN THE TEACHER'S ASSESSMENT OF CONTENT 
KNOWLEDGE AND A STANDARDS BASED ASSESSMENT 
Under the direction of OLIVIA BOGGS, Ed.D. and JOSEPH BALLOUN, Ph.D. 

Assessments of achievement, as indicated by grades, are used by students, 

parents, teachers, and admissions personnel to determine a student's placement in future 

educational settings or subsequent employment. A student's level of education has a 

direct effect on his or her future employment status and earnings. The research sought to 

determine the relationship between two methods of student academic assessment (EOCT 

scores and teacher issued course grades) in regards to academic subject area and 

demographic strata. 

A Pearson Correlation was used to determine if there was a statistically significant 

relationship between the variables for each of the identified variables. In most cases, the 

correlations of EOCT scores and transcript grades were statistically significant. 

However, for the demographic areas, there were not strong correlations. When the study 

was simplified by looking merely at the observed correlation between the mean of the 

EOCT scores and the mean of the course grades it is apparent that the EOCT and the 

course grades do not measure the same things. 

viii 



Future research into the veracity of student achievement grading practices may be 

beneficial to the educational community if the study explores the involved teachers' 

beliefs and conceptions about the practice and purpose of grading. A document analysis 

of graded work that actually analyzes the criteria by which a student's work is assessed 

may also provide information into the factors that influence grading in a particular 

classroom, school, or community. A case study focusing on the attitudes, behaviors and 

habits of students involved who score high on standards based assessments, but have low 

transcript grades, or students with high transcript grades but tend to perform poorly on 

standards based assessments may also be enlightening. 

Stakeholders in students' assessment may also benefit from research regarding the 

content and frequency of staff development focused on student assessment. Looking at 

the timeliness and the quality of instruction teachers receive in regards to the grades they 

assign students may also shed light on the possible gaps in their ability to accurately 

assess students' grasp of the content standards. 

IX 



CHAPTER 1 

INTRODUCTION 

Overview 

"Not everything that can be counted counts and not everything that counts can be 
counted. " -Albert Einstein (1879-1955) 

This dissertation reports the results of research related to the veracity of student 

achievement grading practices. The study compares the scores received on a cumulative 

course assessment to transcript grades issued by the classroom teacher. By definition, 

both the test and the transcript grades measure student achievement. In addition to an 

extensive review of historical and current literature on the subject of teacher grading 

practices, this study looked at the correlation of the two measurements of student 

academic achievement. 

Single letter grades are the most widely accepted form of assessment and 

feedback students in school receive (Allen, 2005). A teacher is obligated to report the 

student's progress via the achievement grade, as accurately as possible (Chartier, 2003). 

Teachers are expected to objectify the level of learning a student has achieved without 

being influenced by ancillary factors such as the student's work habits, behavior, or 

popularity. Individual school districts have the discretion to develop and adopt grading 

policies recommended by the superintendent and enacted by the School Board. An 

10 
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example of this is the following policy that was enacted over a decade ago, in June of 

1998, by a metropolitan school system: 

The Board believes that the most important assessment of student learning is 

conducted by the teachers as they observe conducted by the teachers as they 

observe ongoing classroom activities. The teacher has the responsibility for 

evaluating student progress and providing grades that represent the student's 

academic achievement. Grading is not to be used for discipline purposes (School 

Board Minutes, 1998). 

In light of this and similar policies, teachers are required to make grading decisions 

without the sway of parent influence, peer pressure, or community expectations. Current 

literature suggests that many factors influence classroom grading. Discrepancies in 

grading practices have led variant legal interpretation of individual school and district 

grading policies. A critical concern is determining the extent to which extraneous factors 

influence grading feedback and objectivity regarding student learning. These 

discrepancies supported the need for a study to determine if there is a statistically 

significant relationship between course grades that are reported on a transcript and End of 

Course Test (EOCT) grades issued to public school students. 

Problem 

Assessments of achievement, as indicated by grades, are used by students, 

parents, teachers, and admissions personnel to determine a student's placement in future 

educational settings or subsequent employment. A student's level of education has a 
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direct effect on his or her future employment status and earnings. According to the 2007 

Bureau of Labor Statistics, Current Population Survey, as a person's level of education 

increases, average earnings increase, and likelihood of unemployment decreases. The 

increased likelihood of a person's favorable quality of life is influenced by the ability to 

attain gainful employment and salary (Baum and Ma, 2007). This critical connection 

between education, income, and ultimate quality of life issues such as health and 

mortality has been echoed in numerous reports (Deiner and Deiner, 1995; Gerdtham and 

Magnus, 2000). The intergenerational implications of the importance of education 

attainment levels was reported by a 2009 study sponsored by the Robert Wood Johnson 

Foundation, documenting the effects of parent education and income on the health of 

children. 

The extent to which superfluous factors influence students' grades, and therefore 

influence their future quality of life, is not known. There is limited research related to 

measuring the discrepancy between the course grades that are reported on a student's 

transcript and a standards-based End of Course Test (EOCT). 

While calculations of a final course grade may include factors such as homework 

completion, class participation, and attendance, an end of course exam is standards based 

and graded objectively. The answers are right or wrong. The purpose of this study was to 

find if there is a statistically significant relationship between course grades that are 

reported on a transcript and End of Course Test grades. 
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Research Questions 

The research was guided by the following five research questions: 

1. Is there a significant relationship between mathematics end of course transcript 

grades issued by teachers and End of Course Test (EOCT) scores for students in 

grades 9-12? 

2. Is there a significant relationship between science end of course transcript grades 

issued by teachers and End of Course Test (EOCT) scores for students in grades 9 -

12? 

3. Is there a significant relationship between language arts end of course transcript 

grades issued by teachers and End of Course Test (EOCT) scores for students in 

grades 9-12? 

4. Is there a significant relationship between social studies end of course transcript 

grades issued by teachers and End of Course Test (EOCT) scores for students in 

grades 9-12? 

5. Is there a significant relationship between the course transcript grades issued by 

teachers and the End of Course Test (EOCT) scores for students in regards to 

demographic factors such as gender, ethnicity, or socio-economic status (as measured 

by participation in Free/Reduced Lunch Program)? 
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6. To what extent do End of Course Test (EOCT) scores and course transcript grades 

issued by teachers measure the same thing? 

Conceptual Framework 

The conceptual framework provides a visual representation of the empirical 

inquiry of the study: is there a relationship between EOCT scores and Transcript Grades? 

Assessments of 
Student Academic 

Performance in 

• Mathematics 

9 Language Arts 

• Social Studies, 

• Science 

EOCT 
Scores 

7\ 

±1 
Transcript 

Grades 

Figure 2 

Conceptual Framework of Academic Variable Interactions 

As illustrated in figure 3, the research sought to determine the relationship 

between two methods of student academic assessment (EOCT scores and teacher issued 

course grades) in regards to demographic strata. Specifically, the study used correlational 

statistical procedures to determine if the calculated relationships between the two 

methods of assessment were statistically significant at the level of p < 0.05. 
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The conceptual framework provides a visual representation of the empirical 

inquiry of the study: is there a relationship between EOCT scores and Transcript Grades? 

Assessments of 
Student Academic 
Performance by 

Demographic 
Indicators 

• Ethnicity 

• Socio-Economic 
Status 

• Gender 

EOCT 
Scores 

7\ 

il 
Transcript 

Grades 

Figure 3 

Conceptual Framework of Demographic Variable Interactions 

Procedures 

End of course transcript grades were compared with End of Course Test (EOCT) 

grades for high school students in the four academic areas (mathematics, science, 

language arts, and social studies) in grades 9-12 to determine if there is a statistically 

significant relationship between them. Grades were obtained from the Office of Research 

and Evaluation of a large metropolitan school district. The random sample of students' 

course grades and EOCT grades was taken from high school students in differing grade 

levels, course levels, and content areas, and with differing gender, ethnicities, and socio-
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economic strata (as measured by participation in the federally funded free and reduced 

lunch program.) 

Hypotheses 

Tests for statistical significance were based on the following null and alternative 

hypotheses: 

Null There will be no statistically significant relationship between the subject 

area mastery level as measured by the EOCT (End of Course Test) 

percentage grade and the transcript student achievement average percentage 

grade. 

Alternative There will be a statistically significant relationship between the subject area 

mastery level as measured by the EOCT percentage grade and the transcript 

student achievement average percentage grade. 

Data Analysis 

A Pearson Correlation analysis comparing mean EOCT grades and transcript 

grades for the sample population was used to reject or fail to reject each of the null 

hypotheses and r squared was used to assess the strength of the statistically significant 

relationship. 

Limitations 

As is the case with many research initiatives, this study was restricted by 

numerous factors over which the researcher had no control. One such limitation was the 
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lack of control over the administration of the End of Course Test, the lack of 

standardization under which the test was administered, and the accuracy of the transcript 

grades as issued by classroom teachers. This study was also limited by the size, type and 

characteristics of the sample. Data were collected from one large metropolitan Atlanta 

public school district. The reliability and validity of the End of Course Test also limit the 

scope of the study. 

An EOCT score is converted into a numeric grade (0-100) and is combined with 

teacher generated grades to represent 15 percent of the student's transcript grade. The 

correlations reported in this study are upper bounds to the correlations between teacher 

generated grades and the corresponding EOCT scores. 

Upon determining if there is a statistically significant relationship between the 

EOCT score and the transcript student achievement average percentage grade, based on 

the literature, the researcher was only able to attribute the discrepancy to subjective 

factors that influence grading, not individual student issues that could have influenced a 

single test grade or failure of the teacher to teach the course content. 

Delimitations 

Delimiting factors of the study include the decision to limit the scope of the study 

to one school district in one state and the decision to use End of Course Test scores and 

transcript grades as the variables that were viewed in context of subject area and 

demographic factors in the sample. 
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Definition of Terms 

Several words and phrases are used in the study, some of which have specific 

meaning to the study and are operationally defined here. 

Academic Achievement- a student's knowledge competency in a school subject area such 

as math, science, language arts, or social studies 

Academic Knowledge and Skills (AKS) - AKS are the standards employed by the 

cooperating school district. 

Achievement Grade- the percentage reported on a student's report card and transcript that 

reflects his or her knowledge in an academic class and preparation for future academic 

opportunities and placement. 

Attendance - a student's timely presence in class 

Behavior - how a student conducts himself or herself in class in relating to his or her 

teacher and fellow classmates 

Course Grade - the number or letter used to describe students' learning that appears on 

their transcript or report card (a.k.a. Achievement Grade). 

End of Course Test (EOCT) - the Georgia standards based exam given to students upon 

completion of a set of learning objectives for a high school course. In the cooperating 

school district, the EOCT score is converted to a numeric grade (0-100) via a standard 

procedure (depending upon the subject area) and factored in to the student's final grade at 

a value of 15%. Students who receive a score of 400-450 meet the state standard 

performance level. Students with scores below 400 do not meet the state standard 
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performance level. Students with a score over 450 exceed the state standard performance 

level. (GA DOE, 2008) 

Grades- quantifiable letters or numbers assigned to reflect a student's level of 

achievement on a given exercise, test or in a course that generally range from excellent 

achievement to failure to achieve. Example: 

100-90 (A) Excellent 

89-80 (B) Good 

79-74 (C) Average 

73-70 (D) Below Average 

69-0 (F or U) Failing 

Grading- the practice of assigning a score to a student's academic achievement 

HOPE Scholarship- the HOPE Scholarship is Georgia's Helping Outstanding Pupils 

Educationally (HOPE) higher education funding program to reward students who have 

earned good grades by helping with the expense of continuing their education after they 

graduate from high school. HOPE may be used at public technical colleges and eligible 

public or private colleges and universities in Georgia. The program is funded by the 

Georgia Lottery for Education. 

Pearson r - a parametric correlation statistic that provides information about strength of 

relationship between two quantitative variables (Warner, 2007). 

Popularity - a student's sphere of influence in the school or community 



Random Sample- a subset of cases from a population which is selected in a manner that 

gives each member of the population an equal chance of being included in the sample 

(Warner, 2007). 

Standards- predetermined objective of the academic curriculum that a student is expected 

to learn in his or her course work and therefore used to evaluate student learning and 

achievement. 

Statistically Significant Relationship- a determination of whether variables are 

significantly associated by obtaining an appropriate statistical index of strength of 

association and by evaluating the relationship of the statistic to rule out chance as the 

most likely explanation (Warner, 2007). 

Work Ethic - a student's behavior related to academics (i.e. - adhering to deadlines, 

quality of work, following teacher instructions) 

Significance 

Findings of the study have the potential to be important and instructive to many 

areas of education. First, the study of grading policy and practice is significant to the field 

of educational leadership because school leaders are charged with creating, interpreting, 

and enforcing grading policies. School leaders must also provide the training and support 

to ensure that students, parents, and transcript readers are receiving the most accurate 

account of the student's academic achievement possible through academic achievement 

grading procedures. The over arching purpose of grading policies is for grades to reflect 
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student achievement; however the grades students receive are products of not only 

policies set forth by school leaders but also by other competing forces (Carlson, 2004). 

The study will also be important to teachers because the findings can be a catalyst 

for helping them guard against allowing extraneous factors influence how student 

performance is assessed. Researchers have documented the importance of this type of 

self-awareness among teachers. Further, self-awareness is increasingly incorporated into 

the teacher preparation curriculum (Baum and King, 2006). 

The findings should be important to students because their future academic 

choices, career options, earning potential, and quality of life are influenced by the grades 

they receive in high school. Students deserve the most accurate feedback educators can 

give them regarding their achievement. 

Summary 

An extensive review of literature strongly suggested a possible discrepancy 

between the grades that are reported on report cards and transcripts and actual student 

achievement. These discrepancies may be attributed to student behavior, work ethic, 

attendance, and academic history. 

To explore the extent of the problem, the study compared standards based End of 

Course Test (EOCT) grades to course grades for a random sample of high school 

students. The study was limited by the area of concentration and the reliability and 

validity of the EOCT. The study sought to determine statistically significant differences 
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between the subject area mastery level as measured by the EOCT percentage grade and 

the transcript student achievement average percentage grade. 

The study was significant because academic achievement grades that students 

receive influence future academic choices, potential career options, future earning 

potential, and therefore the student's future quality of life. 



CHAPTER 2 

REVIEW OF LITERATURE 

Introduction 

The literature was reviewed within the context of the study's purpose which was 

to examine the congruence of course grades provided by teachers and End of Course Test 

(EOCT) scores. The reviewed literature includes an examination of current primary and 

secondary research in the area of classroom teacher grading practices. The court cases are 

discussed in chronological order. The articles and books examine teacher grading 

practice, non-educators' perceptions of grades, and the impact grades have on students' 

future. 

In 2005, Allen found that a single report card grade for each academic subject is 

the most widespread and customary system in middle and secondary schools for reporting 

student learning. This study examined the course grades that students received and 

compared them to End of Course Test (EOCT) scores through a Pearson Correlation to 

assess the objectivity of the course grades when compared with a standards based 

analysis. The primary purpose of secondary level grades is to communicate student 

achievement so that informed decisions can be made about the student's future (Allen, 

2005)." It is generally understood that a child's grade is a representation of their 

academic work, but is it truly a representation of their knowledge? The review of 

23 
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literature looks at primary and secondary research in the area of grading practice. 

In the case of New Braunfels Independent School District versus Armke (Texas 

court of Appeals, 1983) the court rejected the claim that "the practice of reducing grades 

for nonacademic disciplinary reasons was unconstitutionally unreasonable and 

impermissible." Other judges have taken a different view. "The final grade constitutes a 

record that purports to measure academic attainment," wrote a dissenting judge of Knight 

versus Board of Education (Illinois Court of Appeals, 1976). The judge continued, " . . 

.grades are expected to serve as sources of information about academic performance 

rather than moral character (Chartier, 2003)." To what end? What are the issues 

surrounding the volatile subject of grading? 

Wormelli (2006b) says educators are imperfect beings trying to objectify the 

subjective. Not intending to diminish the role of the teacher, he is simply stating that 

human nature influences grading practice. He is also saying that oftentimes educators are 

charged with assigning a number to measure learning. Grades are inferences, personal 

interpretations on the part of the teacher, and not infallible truths about students' mastery. 

Chartier (2003) says "an instructor has an obligation to grade accurately, to give each 

student a grade that reflects the student's competence with respect to the subject matter of 

the course rather than any other factor (p. 39)." Accuracy "permits someone to estimate 

the extent of a student's knowledge and skills in a given area . . . a good grade is not 

justified by a student's hard work; a poor grade is not justified by a student's sloth (p. 

41.)" Douglas Reeves reminds educators that," Too often, educational tests, grades, and 

report cards are treated by teachers as autopsies when they should be viewed as 
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physicals" (Wormelli, 2006b, p.20). They should inspire the question, "Where can we go 

from here?" not, "What happened?" Most teachers say that they grade because they are 

required to do so (Wormelli, 2006b, p. 102). In other words, it is not a task they are 

comfortable with, nor do they feel competent with it. On the contrary, students who are 

graded (when compared with non-graded students) display less interest in what they are 

doing, fare worse on meaningful measures of learning, and avoid more difficult tasks 

when given the opportunity (Wormelli, 2006b). From these findings, it can be inferred 

that grading has a negative impact on student performance. 

As the currency in school, grades have an immeasurable impact on a student's 

future. If the student fails a class, he or she may have to repeat the year in school. If the 

student repeats the year in school, they are more likely to quit school before graduation. 

If a student does not graduate from high school, their earning income potential is 

drastically decreased. It is nearly impossible to disagree with the assertion that income 

influences overall quality of life. The difference between favorable and failing grades 

impacts future class placement, potential for scholarship and higher education 

opportunities, and quality of life (Dayton and Dupre, 2005). 

Teachers have always provided students with assessments of their academic 

achievement. As schools evolved to a more structured, industrialized model, the need for 

more formal and standard grading practices followed. With the standardization of 

evaluation, school officials and employers began to ascertain students' work potential and 

future prospects on their grades (Dayton and Dupre, 2005). 



Primary Research 

Stanley and Baines offer theoretical purposes that grades serve, other than 

indicating student academic performance. They suggest that grades provide substantiation 

for state funding, a public relations opportunity to help generate positive feelings between 

the school and the community, a vehicle that teachers use to increase a student's self 

esteem, an opportunity to reward a student's likeability, and a chance for a student to 

garner funds for college (2004). In essence, good grades serve a social function in 

addition to an academic one. 

Grading systems used by teachers vary broadly and erratically and often have low 

levels of validity. Due to the inclusion of non-academic criteria used in the computation 

of grades they are not as informative as they appear (Allen, 2005.) Stanley and Baines 

(2004) suggest that students have caught on by earning "extra credit" for erroneous tasks 

(like providing tissues or reward candy for the class) and demanding study guides that 

spell-out the test to the letter ("It cannot be on the test if it is not on the study guide."). 

Teachers have aided the effort by padding assessment grades with frivolous projects and 

daily grades. When teachers succumb to the pressures put on them to embellish grades 

the result may be fewer hostile parent-teacher conferences, fewer confrontations with 

administrators, and a renewed teaching contract; however, rewarding students in spite of 

poor academic performances undermines the value of academic achievement for non-

academic factors such as ethnicity, popularity, docility, or administrative mandate 

(Stanley and Baines, 2004). 
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Teachers make decisions about grades related to student effort in attempts to be 

"fair" in their grading practices (Allen, 2005). The justification for actions (such as not 

accepting late work or deducting points for deadline infractions) may begin with a 

comparison to another student or their own experience as an undergraduate student in 

school. Grades are used as a motivational tool, to develop good study habits, and 

desirable classroom management behaviors (Allen, 2005). For example, teachers may 

penalize a student for writing in pen/pencil, failure to type the work, or failure put their 

name on the paper, even though none of the previously mentioned infractions are 

measures of subject-area knowledge. What does writing utensil choice have to do with 

grammar? Studies have found that two out of three teachers believe that effort, conduct, 

and attitude should influence final grades of students (Allen, 2005). Why? Should they 

influence final grades because grades are used to determine extracurricular involvement, 

honor roll, driving privileges? If so, should a student be kept off the basketball team 

because he did not understand Algebra or because he misbehaved in class? Should a 

student be denied a driver's license because she cannot speak Spanish or because she 

skips class? 

Bonesronning (2004) presents a whole new issue in grading related to student 

interpretation of the grade. He suggests that real achievement and perceived achievement 

are opposing forces. A student may be less concerned with the actual knowledge gained 

(real achievement) and more concerned with the perceived achievement (the grade on the 

task or grade report). Such thinking may lead to behaviors like copying another student's 

work, or only completing the task if the assignment is "for a grade". As long as the 
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student does not get caught, the perceived achievement is intact even though the real 

achievement was, perhaps, not attained. 

Bonesronning (2004) also warns against easier grading. He suggests that students 

will decrease effort when both leisure and perceived achievement are given rather than 

earned. Furthermore, he says that effort should be rewarded in addition to achievement— 

not in the same grade. He says, "If the teacher places a premium on student effort, which 

is the cause of learning most under the student's control, the student may respond 

positively." Perhaps the effort grade could determine extracurricular involvement, honor 

roll, and driving privileges. 

Educators emphasize compliance, not learning when they negotiate with students 

that they will reward them with a high grade for merely completing an assignment— 

regardless of the learning (Wormelli, 2006b). Perhaps some educators could benefit from 

re-thinking their policies on grading homework and class participation. Is the teacher in 

the classroom to teach so that students learn, or is he or she there to "present curriculum 

then hold an assessment "limbo" yardstick and see who in the class can bend flexibly and 

fit within its narrow parameters (Wormelli, 2006b, p. 114-115)?" For example, educators 

need to ask for a properly done essay, regardless of its length, rather than asking for a 

five paragraph essay, for a more authentic example of learning in the real world 

(Wormelli, 2006b). 

Some educators believe that teachers do not demand enough from students and 

that they often give high grades for mediocre work. In 2008, Strong American Schools, a 

non-partisan, endowed education foundation, in their study entitled Diploma to Nowhere, 



reported that nearly 1 million college enrollees fail placement exams each year and over 

one third of college students need remedial courses to acquire basic skills needed in 

college. Their grades in high school lead them to believe that they are prepared for 

college level work, however, upon arrival; they learn that they are not prepared for the 

rigor of college academics. Nearly four out of five college remedial students had a high 

school grade point average of 3.0 (on a 4 point scale) or higher (Strong American 

Schools, 2008, p. 4). In Georgia, 18.7 percent of 2007 first time college freshman 

required placement in learning support courses (Strong American Schools, 2008, p. 23). 

In 2008, Christopher Clark found in his study entitled, Grading Disparities in 

Georgia's High School Algebra I, 9th Grade English Literature, 11th Grade English 

Literature, Biology, Physical Science, History, Geometry, and Economics Classes: 

Grade inflation seems to be more prevalent in some courses than in others. 

Courses that allow for a lot of subjectivity in grading (Economics, History, and 

English Literature) appear to have more grade inflation occurring while courses 

with more objective grading (Algebra, Biology, Geometry, and Physical Science) 

appear to have less grade inflation (www.gaosa.org/research.aspx). 

In 1999, Bugler, Henry, and Rubenstein reported that 76.2% of Georgia's HOPE 

Scholarship recipients lost their scholarships. To obtain a HOPE Scholarship, students are 

required to Earn a "B" average in high school (a 3.0 cumulative grade point average on a 

4.0 scale, or 80 numeric grade average, meeting the college preparatory track; if a student 

is in the technical curriculum track, he/she must have a 3.2 cumulative grade point 

average on a 4.0 scale, or 85 numeric grade average, meeting the curriculum 

http://www.gaosa.org/research.aspx
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requirements.) With so many high school students eligible for the HOPE Scholarship 

upon graduation, and so many losing the scholarship in college, one can infer that the 

feedback teachers are providing students through transcript grades is misleading them 

regarding their preparedness for maintaining high marks in college course work. 

Chartier (2003) suggests there are two general practices that are inconsistent with 

the academic exclusivity of grading: academic consequentialism and academic 

retributivism. Consequentialism involves giving a grade a more global purpose-seeing it 

as a reflection on the class, leverage over behavior, or influencing satisfaction with the 

learning institution. Retributivism employs grading practices that reflect moral character 

or a range of student virtues. For example, students who are socially pleasing or who help 

or tutor others deserve higher grades (pp. 49-56). 

In Barnard v. Inhabitants of Shelburne (Supreme Court of Massachusetts, 1913) a 

student was not allowed to enroll in the local public high school because of low grades. 

Academic records showed that the student failed to achieve a sixty percent final average 

in three subjects, and a rule adopted by the school committee was enforced. 'Pupils 

standing below sixty percent, in two or more subjects shall be demoted one grade, and 

when such deficiency occurs in the freshman class the delinquent shall be dropped from 

the roll of the school.' The court held: 

The right of every child to attend the public schools is subject to such reasonable 

regulations as to qualifications of pupils to be admitted and retained in the 

respective schools as the school committee shall prescribe... So long as the 

school committee act in good faith their conduct in formulating and applying 
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standards and making decisions touching this matter is not subject to review by 

any other tribunal. 

In Barnard v. Inhabitants of Shelburne, the court assumed a submissive approach to 

reviewing the academic decisions of education officials, and would not arbitrate as long 

as academic policies were well planned and employed in good faith (Dayton and Dupre, 

2005). The court chose not to interfere in the realm of student assessment where the 

expertise was not in the court room, but in the schools. 

In an often referenced educational law decision, Goss v. Lopez (United States 

Supreme Court, 1975), the court held that students were entitled to adequate notice and a 

fair hearing when the actions of school officials sufficiently threatened a student's 

protected liberty or property rights. A state statute empowered the principal of an Ohio 

public school to suspend a student for discipline offenses for up to 10 days or to expel 

him. According to the statute, the principal must notify the student's parents within 24 

hours and state the reasons for his or her action. In Goss v. Lopez the plaintiffs alleged 

that they had been suspended from public high school in Columbus, Ohio, for 10 days 

without a hearing. The action was brought against the Columbus Board of Education and 

various administrators of the school system for deprivation of constitutional rights. The 

complaint sought a declaration that the statute was unconstitutional because it permitted 

public school administrators to deprive plaintiffs of their right to an education without a 

hearing of any kind, in violation of the procedural due process clause of the Fourteenth 

Amendment, and also sought to prevent the public school officials from issuing future 

suspensions under to the statute and to require them to remove references to the 
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disciplinary action from the records of the students in question. The United States 

Supreme Court affirmed. The Court's significant decision in Goss v. Lopez allowed for 

future student to challenges to other decisions by school officials that may impinge on 

their protected liberty or property rights, including disciplinary suspensions and 

expulsions, decisions on grades, and academic credit (Dayton and Dupre, 2005). 

In Dorsey v. Bale (Kentucky Court of Appeals, 1975), shortly after the Supreme 

Courts decision on Goss, a local school board adopted the following unexcused absence 

policy: 

Absences for any other reason and failure to follow the outlined procedure will 

constitute an unexcused absence and work will not be allowed to be made up and 

furthermore five points will be deducted from the total nine-week grade for each 

unexcused absence from each class during the grading period. 

Under the policy, absences due to suspensions were considered unexcused. In Dorsey v. 

Bale, a student was suspended twice for alcohol possession and alcohol consumption at 

school. Upon his second suspension his grades were reduced five points a day for four 

days, and he received a lower grade by one letter in three of five courses. The student 

challenged the statutory authority of the school board to adopt and enforce this policy. 

The court found that under Kentucky law the school officials could suspend the student 

for misbehavior, but could not punish him academically for the same infringement 

(Dayton and Dupre, 2005). 
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In Fisher v. Burkburnett Independent School District (United States District Court 

for the Northern District of Texas, Wichita Falls Division, 1976), a federal district court 

decided a case in which a student was suspended for 10 days because she overdosed at 

school on the drug Elavil (an antidepressant) and nearly died. Following a disciplinary 

hearing where she was found guilty of violating the school district drug policy, she was 

expelled and stripped of all credit for the school term for violating the school district's 

drug policy. In the opinion, the court agreed that the punishment was severe, but did not 

find it unconstitutional. Unlike Dorsey v. Bale, the court sanctioned her academic 

punishment. 

In Board of Curators of the University of Missouri v. Horowitz (United States 

Court of Appeals, 8th Circuit, 1978), a medical student was dismissed by petitioner 

officials of the school during her final year of study for failure to meet academic 

standards. In its decision, the U.S. Supreme Court cited Barnard and applied this three-

pronged analysis: 

1) Distinguishing between academic decisions and cases involving allegations of 

misconduct. 

2) Granting broad deference to purely academic decisions. 

3) Requiring less due process for academic decisions than would be required for 

disciplinary decisions. 

The court found in favor of the school. The school showed that academically, Horowitz 

could not maintain the standards set by the school and she was rightfully dismissed. 



In New Braunfels Independent School District v. Armke (Court of Appeals of 

Texas, 10th District, 1983), two students were suspended and given zeros for all missed 

class work for drinking alcohol on a school trip. Additionally, three grade points were 

deducted for each day of suspension from their six-week grade average. The students had 

already been admitted to their first-choice university. The court found that they were 

given adequate notice and there was no evidence that the scholastic penalties had any 

serious negative impact on the students. The academic consequences stood because they 

were found not to have done any harm to the students' future academic endeavors. 

In Katzman v. Cumberland Valley School District (Pennsylvania Commonwealth 

Court, 1984), five girls drank alcohol while on a humanities class field trip to New York. 

The plaintiff ranked tenth out of 600 students in her class. She had no record of any prior 

disciplinary violations. Even though she admitted the incident, school officials suspended 

her for five days, reduced her grades by ten points in each class for the term, kicked her 

off the cheer leading squad, banned her from school activities, and permanently removed 

her from the National Honor Society. Because her conduct involved "alcohol abuse," she 

was also not allowed to participate in the alternative Saturday program to avoid the grade 

reductions. The court found that: 

We cannot conclude that the Legislature in authorizing the adoption and 

enforcement of "reasonable rules and regulations" intended to sanction a grade 

reduction policy, without an optional make up program, for the kind of infraction 

involved here ... the assessed penalty downgraded achievement for a full marking 

period of nine weeks. Of course, for college entrance and other purposes this 
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would result in a clear misrepresentation of the student's scholastic achievement. 

Misrepresentation of achievement is equally improper and, we think, illegal 

whether the achievement is misrepresented by upgrading or by downgrading, if 

either is done for reasons that are irrelevant to the achievement being graded. For 

example, one would hardly deem acceptable an upgrading in a mathematics 

course for achievement on the playing fields... 

The court found the Board's policy and actions unconstitutional. The student was not 

given an alternative to make-up the grades she was penalized, therefore the court did not 

uphold her academic consequences. 

In Regents of the University of Michigan v. Ewing (United States Supreme Court, 

1985) a struggling student challenged a dismissal from a six-year medical program when 

he failed an exam (with the lowest score in the history of the school) in the fourth year of 

the program. The Supreme Court upheld the dismissal and in the opinion stated that: 

"When judges are asked to review the substance of a genuinely academic decision, such 

as this one, they should show great respect for the faculty's professional judgment." 

In Smith v. City of Hobart (United States District Court for the Northern District 

of Indiana, Hammond Division, 1993), 3 students left the school to travel to a Medical 

Biology class off campus. They stopped by one of the girl's house and drank some beer. 

Smith admitted drinking the beer. School officials suspended her for five days and 

reduced her grades by twenty percent for the semester. She challenged the grade 

reductions as arbitrary, capricious, and in violation of substantive due process rights. The 

Court found in favor of the student. The opinion stated: 
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The sanctions were imposed on Smith as a disciplinary measure and not imposed 

due to a lack of effort in academics ... To warrant an academic sanction, a 

student's misconduct must be directly related to the student's academic 

performance ... a student's grades should be a reflection of the student's academic 

performance, which are determined by the teacher based on a number of factors, 

including test scores, class participation, and attendance. . . A student's grade or 

credit should reflect the student's academic performance or achievement, 

including participation in class, and presence in class. Reducing grades unrelated 

to academic conduct results in a skewed and inaccurate reflection of a student's 

academic performance. 

In essence, the grade is a reflection of academic accomplishment which should not be 

tainted by disciplinary consequences. 

In Yarber v. McHenry (Court of Appeals Missouri, Western District, 1994) a 

student challenged the attendance policy because he lost a semester's credit hours 

because he did not attend school the minimum number of days. The court stated: 

As we understand Horowitz, if the sanction relates to the academic evaluation of a 

student, it is academic rather than disciplinary. Conversely, if the sanction does 

not bear upon the academic evaluation of the student, it is disciplinary rather than 

academic. 
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In Yarber, the court established: 

We hold that the [attendance policy] as written and as applied ... is disciplinary in 

nature ... this provision takes away previously earned credit as punishment for 

unsatisfactory attendance . . . it is instead a considerable infringement on the 

student's property interest. 

Essentially, attendance problems are a discipline issue and not an academic one. 

In Barno v. Crestwood Board of Education (Court of Appeals Ohio, Eleventh 

Appellate District, Portage County, 1998), a high school senior was denied a diploma for 

missing school. In addition to passing all of the required proficiency tests, the student 

carried a 3.96 grade point average. The student was absent eighteen days, 5 days beyond 

the 13 day limit imposed by the school policy. All but two of the days were excused for 

personal illness and family vacation. In the decision, the court reviewed reasonability of 

the board of education in their efforts to adopt local policies. To determine whether a 

policy was practical, the court examined "standards of ordinary common sense, tempered 

with judicial experience, and guided by considerations of public policy manifested in 

relevant statutory, administrative, and decisional law." The student argued that the policy 

was unreasonable, not unconstitutional. The court struck down the grading policy 

because it contradicted state law. The school's grading policy made attendance a 

prerequisite for academic credit. A state statute listed courses that must be included in the 

curriculum, and they all were subjects to be studied. Attendance was not a subject of 

study (Dayton and Dupre, 2005). 



38 

Students will not win challenges against academic decisions by school officials 

without evidence that school officials abused their power by acting in bad faith, rendered 

decisions that were subjective and erratic, or handed-down decisions in violation of state 

laws (Dayton and Dupre, 2005). In challenges based on procedural due process, plaintiffs 

claim the grade resulted in a lack of a protected property or liberty interest, and that 

school officials failed to offer required procedural protections, such as ample notice and a 

reasonable opportunity to be heard (Dayton and Dupre, 2005). Procedural due process 

concerns the process government uses in actions that may significantly impinge on life, 

liberty or property rights. It guarantees adequate notice of government actions and the 

right to a fair hearing regarding these issues (Dayton and Dupre, 2005). 

In cases based on substantive due process claims, plaintiffs challenged the 

disproportion between the offense and the grade penalty. They assert that the punishment 

was too damaging. Cases based on state statutes often claim that the grading policy 

surpasses school board authority under state statutes, or that the actions of school officials 

were not in line with pertinent state statutes (Dayton and Dupre, 2005). Substantive due 

process requires government actions to be fair, reasonable, and serve a legitimate 

governmental interest. It requires that actions must be just and punishments must be 

comparative to the violation (Dayton and Dupre, 2005). 

In the cases previously discussed the score between students and school officials 

prevailing is nearly even. The Supreme Court's decision in Goss v. Lopez opened the 

door for students to challenge academic policies involving discipline and grades on the 

grounds of liberty and property rights. When courts ruled in favor of students they used 



39 

words like 'arbitrary', 'capricious', 'violation of procedure', 'violation of due process'. 

Sometimes damages were found to be trivial. For instance, as in New Braunfels 

Independent School District v. Armke the student had already been accepted to their first-

choice college, so they were academically unaffected by the scholarly sanctions. Courts 

have been relatively inconsistent in their interpretation of grading policies. Generally, 

courts do not see themselves as experts in making academic judgments. They choose to 

defer to school officials if possible. Many times they find themselves interpreting state 

statutes and determining if a school policy complies. 

Secondary Research 

A study by Tan and Prosser in 2004 broke grades down into 4 basic conceptions 

of grade descriptors: 

1) Generic descriptors essentially pass/fail. Answers the question should the student 

move-on, or not? 

2) Grade distributors-compares students to fellow classmates. 

3) Grade indicators-benchmarks of achievement. 

4) Grade interpreters-levels of achievement. 

While all of these conceptions of grades serve a purpose, it is important that the school 

official is always mindful of the function, and that the intention is communicated to the 

grade recipients and their parents. 

Allen (2005) challenges that validity of grades. He says that veteran and novice 

teachers are undereducated in assessment and grading principles, resulting in perpetual 

invalid grading practices. He says the purpose of grades is, "To accurately communicate 



40 

to others that level of academic achievement that a student has obtained. If the grades are 

not accurate measures of academic achievement, then they do not communicate the truth 

about the level of academic achievement (p. 218)." 

Chartier coins the term principle of academic exclusivity (PAE). PAE requires 

that all nonacademic aspects such as promptness, participation in class, and class 

attendance be excluded from consideration when teachers determine course or task 

grades. Furthermore, Chartier says that grades should solely reflect subject matter 

competence (2003). 

The responsibility of grading is difficult and makes teachers uncomfortable 

(Allen, 2005). Allen and Lambating found in a random sample of teacher education 

programs that less than one third required an assessment course and that fewer than half 

of the fifty states require specific coursework in assessment for their initial certification 

of teachers (Allen, 2005). If teachers are not trained in grading practices, it is no wonder 

that they find the task of grading complicated and awkward. 

A lack of shared meaning of grades is prevalent throughout the education system. 

Teachers do not collaborate regarding grades, nor do they follow measurement principles 

and grading practices out lined in measurement literature. Novice teachers are given little 

guidance in grading procedures (Allen, 2005). So on top of not training the teachers, the 

school leaders also do not facilitate collaboration regarding grading practices. 

Stanley and Baines suggest that the visibility of public schools has made administrators 

very image conscious in light of the pressures put on them to increase retention and 

graduation rates (2004). They cite the following example: 
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When a teacher confronted a principal about a directive given to a 

counselor to change some of the teacher's class grades, the principal 

responded, "We have an at-risk, mostly minority population. If you fail 

those students, this school will be accused of racial bias. I refuse to have 

a high percentage of minority students fail (p.103)." 

Perhaps school administrators' lack of training in student assessment and grading leads to 

the extreme actions of the principal described above. When considering grading practices 

and school leadership, it may, in fact be the blind leading the blind. 

The Office of Educational Research and Improvement in 1994 reported students 

earning As and Bs in impoverished schools had the same level of mastery as C and D 

students in affluent schools when tested on the same material in the same manner 

(Wormelli, 2006b, p. 95). This finding further professes the subjectivity of many 

educators' grading practices. Most teachers connect grades to criterion referenced 

assessments; that is, students' knowledge and skill are evaluated against specific 

standards. However, educators often use terms like "above average" and" below average" 

when defining grades. "Average" is a norm-referenced idea (Wormelli, 2006b, p. 99). It 

is not an achievement of mastery. Good assessment advances learning. Good assessment 

is not limited to documenting. It provides enough information to the teacher to inform 

instructional practice. It is never saved for the end of the unit. It is never kept a secret. It 

emphasizes readiness levels instead of abilities and is similar to what students experience 

during the lessons. It is timely based on mastery, not calendar date (Wormelli, 2006b, pp. 

39-41). 
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Chartier (2003) summarizes grades in terms of the impression left on the 

"transcript reader." He says the transcript reader "has no evidence of nonacademic factors 

or the weight of them (p. 43)." He goes on to say that the transcript reader is 

"uninterested in the student's past academic performance; he or she wants to know how 

much preparation the student has from the course (p. 46)." In education, it is rarely wise 

to keep expectations for high achievement a secret. It serves no one and frustrates 

everyone (Wormelli, 2006b). Telling the truth when assigning grades means reducing the 

impact of nonacademic factors (Chartier, 2003, p. 44). 

In 2006, Wormelli says, "In order for an assessment to be valid, it must be varied 

and done over time." He goes further, "Educators can allow students to redo work for 

full credit." He concludes that, "for most grade levels and in all subjects it is in 

appropriate to hold students to adult level competencies and deadlines, the real world is 

like this. In almost every professional situation, workers can set things up for extended 

deadlines (p. 31)." "It is wise for teachers in grades kindergarten through the early years 

of high school to realize that their lesson and assessments are in preparation for living in 

the current year, not just something occurring years down the road (Wormelli, 2006b, p. 

33)." Fairness issues in grading arise when they concern general school-wide and class 

policies (Chartier, 2003, p. 37). Federal district court in the case of Smith vs. School City 

of Hobart found that "a rule that calls for a grade reduction in reaction to discipline 

nonacademic conduct is illegal, and null and void (Chartier, 2003, p. 28)." 

In questioning time limits and deadlines on assignments Wormelli (2006b) asks, 

"How arbitrary and without justification is it to declare when everyone will be at the 
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same point in their mastery (p. 114)?" In other words, taking off points for late work or 

averaging scores on test retakes with the first administration are questionable grading 

practices. 

Another radical change to common grading practice Wormelli proposes is 

recording a sixty in the grade book in place of a zero. For example: 

Student Test 1 Test 2 Test 3 Test 4 Test 5 Average Grade 

A 100 100 100 100 0 80 B 

B 100 100 100 100 60 92 A 

Table 1 

Replacing 0 with 60 in the Grade Book 

He explains that it is a method of adjusting the grade interval so that any averaging is 

mathematically justified and that any grade determined from the pattern of grades is a 

valid indicator of mastery (2006b). 

In 2006, Wormelli questioned the scope of the data provided by standardized 

tests, "Standardized tests can only sample learning, making observations about mastery 

inferential at best. They are meant to look at trends and patterns for a school, not 

exclusive evidence about an individual student's of teacher's performance (p. 5)." On the 

contrary, Chartier (2003) proposes that, depending on a test's accuracy, a student's 

subject matter competence can be measured by a test (p. 46). 
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"Simply put, it would appear that grades are often measures of how well a 

student lives up to the teacher's expectation of what a good student is, rather than 

measuring the student's academic achievement in the subject matter objectives (Allen, 

2005, p. 220)." This assertion is a stark contrast to the school board grading policy that 

says grades are supposed to be a measure of student achievement. This study will 

examine the proposed subjectivity of teacher grades by comparing them to standards 

based test scores. 

"When a grade becomes an indicator of something other than academic 

achievement, precious little remains to help gauge a student's progress" (Stanley, Baines, 

2004, p. 101). Stanley and Baines offer suggestions to help legitimize classroom grades 

as accurate measures of student achievement. They suggest that administrators eliminate 

the pressure to inflate grades, employ expert teachers that offer honest assessments of 

student progress, grant teachers genuine authority over grades, and provide teachers the 

power to dismiss students who lack ability or motivation to do the work (2004). If a 

principal wanted to follow that advice, he or she would first have to take on the 

responsibility of training the teachers in grading, and then find other ways to keep up 

personal relations in the community, and offer an alternative for students who chose not 

to learn—a daunting task, indeed. Tan and Prosser (2004) suggest that standards-based 

assessment or the provision of clear and unambiguous descriptions of required standards 

of performance by teachers to students is being emphasized as good assessment practice. 

For example, not only using a standard rubric for grading assignments, but providing the 

rubric for the assignment upon assigning the task. By providing the tool for measurement, 
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the teacher's expectations, and the explicit specification, the teacher rules-out any chance 

of penalizing a student for non-academic factors on that assignment. If grades truly 

reflect knowledge of the subject matter, assessments such as the Criterion Reference 

Competency Test, the Scholastic Aptitude Test, or the Graduate Record Exam would be 

redundant. Educators would need either-or, but not both to measure student achievement 

and determine future placement. 

Eight suggestions offered by Dayton and Dupre (2005) for avoiding successful 

legal challenges to school grading policy are: 

1) Grading policies must be written. 

2) They must be applied consistently with state and federal law. 

3) Grading policies should be rooted in academic judgment. They should 

measure and reflect academic achievement. 

4) Students must be provided with adequate notice, a fair hearing, and an 

opportunity to appeal to meet due process standards. 

5) Grading policies should be fairly written and applied. 

6) School officials should know their own policies. 

7) Students should be able to make up work and attendance. 

8) Grading procedures, records and challenges should be well 

documented. 



Conclusion 

There are two trends that Chartier (2003) suggests there are two general practices 

that are inconsistent with the academic exclusivity of grading, academic 

consequentialism and academic retributivism. Academic consequentialism involves 

giving a grade a more global purpose-seeing it as a reflection on the class, leverage over 

behavior, or influencing satisfaction with the learning institution. Examples include court 

cases involving students' grades such as in 1975 the Kentucky Court of Appeals decision 

in Dorsey v. Bale, when a student was suspended twice for alcohol possession and 

alcohol consumption at school. Upon his second suspension his grades were reduced five 

points a day for four days, and he received a lower grade by one letter in three of five 

courses. The student challenged the statutory authority of the school board to adopt and 

enforce this policy. The court found that under Kentucky law the school officials could 

suspend the student for misbehavior, but could not punish him academically for the same 

infringement (Dayton and Dupre, 2005). In a second example from 1976, Fisher v. 

Burkburnett Independent School District, a federal district court decided a case in which 

a student was suspended for 10 days because she overdosed at school on the drug Elavil 

(an antidepressant) and nearly died. Following a disciplinary hearing where she was 

found guilty of violating the school district drug policy, she was expelled and stripped of 

all credit for the school term for violating the school district's drug policy. In the opinion, 

the court agreed that the punishment was severe, but did not find it unconstitutional. 

Unlike Dorsey v. Bale, the court sanctioned her academic punishment. Courts have been 

inconsistent in their interpretation of the purpose of achievement grades. Generally, 
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courts do not see themselves as experts in making academic judgments. They choose to 

defer to school officials if possible. Many times they find themselves interpreting state 

statutes and determining if a school policy complies. 

Academic consequentialism is also evident in the inflation of impoverished 

students' grades. The report from the Office of Educational Research and Improvement 

in 1994 found students earning A's and B's in impoverished schools had the same level 

of mastery as C and D students in affluent schools when tested on the same material in 

the same manner (Wormelli, 2006b). 

Finally, academic consequentialism is evident in teachers' beliefs regarding 

grading. In 2005, Allen found that two out of three teachers believe that effort, conduct, 

and attitude should influence final grades of students. When an instructor considers 

extraneous factors (such as attendance) in the course grades, he or she is decreasing the 

accuracy of the grade. The purpose of grades is to reflect a student's subject matter 

competence. True grades exclusively measure academics, not how much a teacher has 

been inconvenienced by the lateness of an assignment or the pleasing nature of the 

student (Chattier, 2003). If the instructor considers not just the student's, the parent's and 

their own interpretation of the grade, but also the "transcript reader's" filter, someone 

who has no knowledge of the student, the class, the teacher's expectations, he or she will 

arrive at a grade that provides the reader with a reflection of the student's grasp of the 

content and their preparation for the future. 



CHAPTER 3 

METHODOLOGY 

Introduction 

In addition to student academic achievement, grades often reflect extraneous 

factors such as a student's past achievement, study skills, behavior, effort, and popularity 

(Chartier, 2003). The extent, to which these factors influence students' grades, and 

therefore influence their future academic opportunity, is not known. In this study, the 

researcher collected course grade and test score data from a metropolitan school district 

to determine if there is a significant relationship between the variables and if the 

relationship is more significant for certain groups. The study was guided by the following 

research questions: 

Research Questions 

1. Is there a significant relationship between mathematics end of course transcript 

grades issued by teachers and End of Course Test (EOCT) scores for students in 

grades 9-12? 

48 
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2. Is there a significant relationship between science end of course transcript grades 

issued by teachers and End of Course Test (EOCT) scores for students in grades 9 -

12? 

3. Is there a significant relationship between language arts end of course transcript 

grades issued by teachers and End of Course Test (EOCT) scores for students in 

grades 9-12? 

4. Is there a significant relationship between social studies end of course transcript 

grades issued by teachers and End of Course Test (EOCT) scores for students in 

grades 9-12? 

5. Is there a significant relationship between the course transcript grades issued by 

teachers and the End of Course Test (EOCT) scores for students in regards to 

demographic factors such as gender, ethnicity, or socio-economic status (as measured 

by participation in Free/Reduced Lunch Program)? 

6. To what extent do End of Course Test (EOCT) scores and course transcript grades 

issued by teachers measure the same thing? 

Permission 

Permission to conduct the study was sought and received from the Mercer 

University Institutional Review Board (IRB) and the target public school district. 

These venues required documentation regarding and anonymity of the target district 

and the population of students. Both granted permission to conduct the research. 
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Population 

The population consisted of a sample of high school students matriculating in a 

metropolitan public school district. These students were not contacted directly. However, 

permission was granted from the target school district to receive archived data necessary 

to complete this study. A random sample of student EOCT scores and course grades were 

collected with at least 30 paired transcript grades and EOCT scores from each of the 

categorical groups. 

As of February, 2009 the 2008-09 Actual Enrollment of the target district was 

157,638. More than 8500 students graduated in the 2007-2008 school years. More than 

1600 of them were honor graduates, Eighty-nine percent of the students plan to attend 

post secondary schools. In 2007-2008, nearly 3400 students took advanced placement 

courses. On the 2006-2007 SAT, the average score for the district was 1524; with 86% 

of seniors taking the test. 

Table 2 

Demographic Data for the Target District 

„_., . ._. African Asian TT. . Multi- „ n .̂  
Ethnicity . . . . Hispanic „ . , White 

J American American Racial 
Percentage 27.3% 10.5% 21.6% 4.0% 36.5% 

Research Design 

The study used a non-experimental correlational design. The research is 

considered to be non-experimental because the variables (transcript grades and End of 
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Course Test scores) were studied as they naturally occurred with the researcher providing 

no manipulation or intervention. While correlational research seeks to determine 

predictive relationships, interpretations of cause are limited. Accordingly, the design 

lends itself to calculating statistical relationships without being able to make 

interpretations of reasons for calculated associations. 

Collected data were disaggregated to include transcript grades and End of Course 

Test grades in four academic areas (mathematics, language arts, science, and social 

studies.) Student demographics included gender, eligibility for free and reduced lunch, 

ethnicity (White, Black, Asian/Pacific Islander, Hispanic, and Multi-racial). 

The following technology applications were used to facilitate data collection and 

analysis: 

• School Administration Student Information (SASI) system 

• Microsoft Excel 2007 

• Statistical Package for the Social Sciences (SPSS 16.0) software 

The researcher calculated a Pearson's Correlation Coefficient of EOCT scores and 

transcript grades for subjects in each of the variables addressed in the research questions. 

Pearson's Correlation Coefficient measures the strength and direction of the relationship 

between the variables (Warner, 2007). In this case, the variables were the teacher's 

assessment of course content knowledge as reported by the course grade and a standards 

based assessment of course knowledge as measured by the End of Course Test (EOCT). 
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The information obtained for each student in each of the previously mentioned sub

groups included: 

• Course Name 

• Course Number 

• Course Grade 

• EOCT Grade 

• Student Ethnicity 

• Student Gender 

• Free and Reduced Lunch (y/n) 

The internal consistency of the EOCT scores in different areas was checked to see 

whether an average of EOCT scores can fairly represent all of the EOCT scores. The 

internal consistency was indexed by the estimated coefficient alpha based on the average 

correlation among the EOCT scores. The same process was followed to determine if the 

average of grades in different courses could validly represent grades in all the courses. 

Summary 

In summary, the researcher collected course grade and test score data to determine 

if there is a significant relationship between EOCT scores and course grades. Literature 

supports the idea that while local grading policy stated that course grades assigned by 

teachers should not include extraneous factors and should measure student academic 

achievement, many teachers believe that that effort, conduct, and attitude should 

influence final grades of students (Allen, 2005). The researcher sought to find if there 
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was a significant relationship between the teacher's assessment of content knowledge as 

measured by course grades and a standard based assessment, the End of Course Test 

(EOCT). 



CHAPTER4 

REPORT OF DATA AND ANALYSIS 

The study sought to determine if there is a significant relationship between the 

scores received on a cumulative standardized assessment and transcript grades 

determined by the classroom teacher. By definition, both the test and the transcript grades 

purport to provide an accurate measure of student achievement in specific academic 

fields. However, the literature suggests that other extraneous factors such as attendance, 

behavior, and popularity also influence students' grades. In addition to an extensive 

review of current literature on the subject of teacher grading practices, this study looks at 

the correlation of the two measurements of student academic achievement. This chapter 

presents results of the research in terms of the research design, the findings and the 

analysis. 

Research Design 

Using a non-experimental correlational design, a random sample of student EOCT 

scores and course grades were collected with at least 30 paired EOCT scores and course 

grades in the disciplines of mathematics, language arts, social studies, and science to 

address Research Questions 1-4. For variables the demographic variables (gender, 

ethnicity, and free and reduced lunch status), a mean EOCT score and a mean transcript 
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grade for each student subject in the sample were used for the Pearson r correlations that 

were necessary to address the variables in research question 5. 

The following technology applications were used to facilitate data collection and 

analysis: 

• School Administration Student Information (SASI) system 

• Microsoft Excel 2007 

• Statistical Package for the Social Sciences (SPSS 16.0) software 

The analyses of data were conducted in SPSS 16.0. The researcher calculated a Pearson's 

Correlation Coefficient for groups in the sample population for each of the academic 

subject area variables above. For variables that were not specifically related to a subject 

area, a mean EOCT score and a mean transcript grade were used for the correlation. 

A Pearson's Correlation Coefficient measures the strength and direction of the 

relationship between the variables (Warner, 2007). In this case, the variables were the 

teacher's assessment of course content knowledge as reported by the course grade and a 

standards based assessment of course knowledge as measured by the End of Course Test 

(EOCT). The information obtained for each student in each of the previously mentioned 

sub-groups included: 

• Course Name 

• Course Number 

• Numeric Course Grade 

• EOCT Score 
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• Student Ethnicity 

• Student Gender 

• Free and Reduced Lunch Participation (y/n) 

Respondents 

The respondents consisted of high school students with End of Course Test scores 

in an urban metropolitan school district. The secondary data was acquired from the Office 

of Research and Evaluation of the cooperating school district. As of February, 2009 the 

2008-09 actual enrollment of the target district was 157,638. More than 8500 students 

graduated in the 2007-2008 school years. More than 1600 of them were honor graduates, 

Eighty-nine percent of the students plan to attend post secondary schools. In 2007-2008, 

nearly 3400 students took advanced placement courses. On the 2006-2007 SAT, the 

average score for the district was 1524 and 86% of seniors had taken the SAT. 

Results of Data Analysis 

Research Question 1. Is there a significant relationship between mathematics end of 

course transcript grades issued by teachers and End of Course Test (EOCT) 

grades for students in grades 9-12? 

Related Finding: Research Question #1 was analyzed using a Pearson-r correlation to 

determine if the relationship between the two variables was statistically 

significant. An analysis using Pearson's correlation coefficient, r (98) = .490,p < 
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.05, lead the researcher to reject the null hypothesis and conclude that a positive 

relationship exists between Mathematics class grades and EOCT scores. The r2 of 

.240 indicates a large effect size (Warner, 2007; p, 204). 

Research Question 2. Is there a significant relationship between science end of course 

transcript grades issued by teachers and End of Course Test (EOCT) grades for 

students in grades 9-12? 

Related Finding: Research Question #2 was analyzed using a Pearson-r correlation to 

determine if the relationship between the two variables was statistically 

significant. An analysis using Pearson's correlation coefficient, r(33) = .163,p > 

.05, lead the researcher to fail to reject the null hypothesis and conclude that a 

positive relationship does not exist between Science class grades and EOCT 

scores. While they are both measures of student achievement, it appears that 

other factors may have influenced the grades or test scores of the students. 

Research Question 3. Is there a significant relationship between language arts end of 

course transcript grades issued by teachers and End of Course Test (EOCT) 

grades for students in grades 9-12? 

Related Finding: Research Question #3 was analyzed using a Pearson-r correlation to 

determine if the relationship between the two variables was statistically 

significant. An analysis using Pearson's correlation coefficient, r(9385) = .568,/? 

< .05, lead the researcher to reject the null hypothesis and conclude that a positive 

relationship exists between language arts class grades and EOCT scores. The r2 of 

.323 indicates a large effect size. 
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Research Question 4. Is there a significant relationship between social studies end of 

course transcript grades issued by teachers and End of Course Test (EOCT) 

grades for students in grades 9-12? 

Related Finding: Research Question #4 was analyzed using a Pearson-r correlation to 

determine if the relationship between the two variables was statistically 

significant. An analysis using Pearson's correlation coefficient, r(60) = .576, p < 

.05, lead the researcher to reject the null hypothesis and conclude that a positive 

relationship exists between Social Studies class grades and EOCT scores. The r2 

of .332 indicates a large effect size. 

Research Question 5. Is there a significant relationship between the course transcript 

grades issued by teachers and the End of Course Test (EOCT) grades for students 

in regards to demographic factors such as gender, ethnicity, or socio-economic 

status (as measured by participation in Free/Reduced Lunch Program)? 

For the demographic variables addressed in research question 5 (gender, ethnicity, 

and free and reduced lunch status), a mean EOCT score and a mean transcript grade for 

each student subject in the sample were used for the Pearson r correlations 

Related Finding for African American Students: Research Question #5 was analyzed 

using a Pearson-r correlation to determine if the relationship between the two 

variables was statistically significant. An analysis using Pearson's correlation 

coefficient, r(10300) = .169, p < .05, lead the researcher to reject the null 

hypothesis and conclude that a positive relationship exists between class grades 
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and EOCT scores for African American students in the sample. The r2 of .029 

indicates a small effect size. While the relationship is statistically significant, the 

small effect size (r2) indicates that perhaps extraneous factors discussed in the 

review of literature could be influencing the students' grades. 

Related Finding for Asian/Pacific Islander Students: Research Question #5 was analyzed 

using a Pearson-r correlation to determine if the relationship between the two 

variables was statistically significant. An analysis using Pearson's correlation 

coefficient, r(3939) = .205, p < .05, lead the researcher to reject the null 

hypothesis and conclude that a positive relationship exists between class grades 

and EOCT scores for Asian/Pacific Islander students in the sample. The r of .063 

indicates a medium effect size. While the relationship is statistically significant, 

the medium effect size (r2) indicates that perhaps extraneous factors discussed in 

the review of literature could be influencing the students' grades. 

Related Finding for Hispanic Students: Research Question #5 was analyzed using a 

Pearson-r correlation to determine if the relationship between the two variables 

was statistically significant. An analysis using Pearson's correlation coefficient, 

r(5816) = .196, p < .05, lead the researcher to reject the null hypothesis and 

conclude that a positive relationship exists between class grades and EOCT scores 

for Hispanic students in the sample. The r of .038 indicates a small effect size. 

While the relationship is statistically significant, the small effect size (r ) indicates 

that perhaps extraneous factors discussed in the review of literature could be 

influencing the students' grades. 
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Related Finding for Multi-Racial Students: Research Question #5 was analyzed using a 

Pearson-r correlation to determine if the relationship between the two variables 

was statistically significant. An analysis using Pearson's correlation coefficient, 

A-(1066) = .150, p < .05, lead the researcher to reject the null hypothesis and 

conclude that a positive relationship exists between class grades and EOCT scores 

for Multi-Racial students in the sample. The r of .023 indicates a small effect 

size. While the relationship is statistically significant, the small effect size (r ) 

indicates that perhaps extraneous factors discussed in the review of literature 

could be influencing the students' grades. 

Related Finding for Native American Students: Research Question #5 was analyzed 

using a Pearson-r correlation to determine if the relationship between the two 

variables was statistically significant. An analysis using Pearson's correlation 

coefficient, r(30) = .059, p < .05, lead the researcher to fail to reject the null 

hypothesis and conclude that no relationship exists between class grades and 

EOCT scores for Native American students in the sample. The relationship is not 

statistically significant which indicates that perhaps extraneous factors discussed 

in the review of literature could be influencing the students' grades. 

Related Finding for White Students: Research Question #5 was analyzed using a 

Pearson-r correlation to determine if the relationship between the two variables 

was statistically significant. An analysis using Pearson's correlation coefficient, 

r(14858) = .138, p < .05, lead the researcher to reject the null hypothesis and 

conclude that a positive relationship exists between class grades and EOCT scores 
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for White students in the sample. The r of .019 indicates a small effect size. 

While the relationship is statistically significant, the small effect size (r2) indicates 

that perhaps extraneous factors discussed in the review of literature could be 

influencing the students' grades. 

Related Finding for Students Not on Free and Reduced Lunch: Research Question #5 

was analyzed using a Pearson-r correlation to determine if the relationship 

between the two variables was statistically significant. An analysis using 

Pearson's correlation coefficient, r (23625) = .161, p < .05, lead the researcher to 

reject the null hypothesis and conclude that a positive relationship exists between 

class grades and EOCT scores for students who are of higher socio-economic 

status in the sample. The r2 of .028 indicates a small effect size. While the 

relationship is statistically significant, the small effect size (r2) indicates that 

perhaps extraneous factors discussed in the review of literature could be 

influencing the students' grades. 

Related Finding for Students on Free and Reduced Lunch: Research Question #5 was 

analyzed using a Pearson-r correlation to determine if the relationship between the 

two variables was statistically significant. An analysis using Pearson's correlation 

coefficient, r(12392) = .183,/? < .05, lead the researcher to reject the null 

hypothesis and conclude that a positive relationship exists between class grades 

and EOCT scores for students who are of lower socio-economic status in the 

sample. While the relationship is statistically significant, the small effect size (r2) 
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indicates that perhaps extraneous factors discussed in the review of literature 

could be influencing the students' grades. 

Related Finding for Female Students: Research Question #5 was analyzed using a 

Pearson-r correlation to determine if the relationship between the two variables 

was statistically significant. An analysis using Pearson's correlation coefficient, 

r(18516) = A65,p< .05, lead the researcher to reject the null hypothesis and 

conclude that a positive relationship exists between class grades and EOCT scores 

for female students in the sample. The r2 of .027 indicates a small effect size. 

While the relationship is statistically significant, the small effect size (r2) indicates 

that perhaps extraneous factors discussed in the review of literature could be 

influencing the students' grades. 

Related Finding for Male Students: Research Question #5 was analyzed using a Pearson-

r correlation to determine if the relationship between the two variables was 

statistically significant. An analysis using Pearson's correlation coefficient, 

r(17880) = .216,p < .05, lead the researcher to reject the null hypothesis and 

conclude that a positive relationship exists between class grades and EOCT scores 

for male students in the sample. The r of .047 indicates a small effect size. While 

the relationship is statistically significant, the small effect size (r2) indicates that 

perhaps extraneous factors discussed in the review of literature could be 

influencing the students' grades. 

Research Question 6. To what extent do End of Course Test (EOCT) scores and course 

transcript grades issued by teachers measure the same thing? 
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Related Finding: Work was done to reduce the complexity of the analysis. If it could be 

found that the average of EOCT scores could accurately represent all of the 

EOCT scores, then just the average EOCT score could be analyzed instead of the 

EOCT scores for each subject matter area separately (Language Arts, Math, 

Social Studies, and Science). The same rationale applies to an examination of the 

course grades in the different subject matter areas. 

Table 3 

Pearson Correlation Calculations for Internal Consistency 

XT , Average 
Number _. , . 

r- Correlation _, , , , 
of Cronbach s 

„ r- • among . , , 
Defining n <~ • Alpha 
Variables ^ f 8 

Variables 

Scores 

EOCT 16 0.55* 0.95 

11 0.49* 0.91 Course 
Grades 

*p < 0.05 

The mean correlation among the 16 EOCT scores was .55 and the average 

correlation among the 11 course grades is .49. Therefore, the internal consistency 

reliability (estimated Cronbach's Alpha) of the mean of the EOCT scores was about .95, 

and the internal consistency reliability of the course grades was approximately .91. 

These internal consistency reliabilities were sufficiently high to justify analyzing only the 

mean of the EOCT scores and the mean of the course grades. By classical test theory, the 
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highest possible correlation between the average of EOCT scores and the average of 

course grades would be about .92 (Ghiselli, Campbell, and Zedeck, 1981, p. 49). 

Table 4 

Pearson Correlation Calculations for EOCT Average and Numeric Grade Average 

EOCT Average and Numeric Grade 

N r 

36,021 .185* 

*p < 0.05 

The observed correlation between the mean of the EOCT scores and the mean of 

the course grades was .185. Total sample size was 36,021. Obviously, the correlation is 

significantly greater than zero. However, the more important question is whether the 

observed correlation approximates the .92 correlation that would be expected if grades 

and EOCT tests measured the same things. Descriptively a correlation of about. 19 is 

much lower than the expected correlation of .92. And the difference is quite statistically 

significant z (36,018) = -265.13, P<.0001 (Cohen et al., 2003). It is apparent that the 

EOCT and the course grades do not measure the same things. 

Summary 

The review of literature suggests that extraneous factors such as attendance, 

behavior, and work habits may be distracters that influence classroom grades and prevent 
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them for being strictly measures of academic achievement. The results of the data 

analysis above also suggest that the EOCT and course grades do not consistently measure 

student academic achievement as grades are meant to do by school board policy and the 

tests are intended to do by definition. 



CHAPTER 5 

CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

Introduction 

This dissertation reports the results of research related to the reliability and 

validity of student achievement grading practices. The study compared the scores 

received on a cumulative end of course assessment to transcript grades issued by the 

classroom teacher. By intention, both the test and the transcript grades measure student 

achievement. In addition to an extensive review of historical and current literature on the 

subject of teacher grading practices, this study looked at the correlation of the two 

different sets of measurements of student academic achievement. 

Summary of the Study 

The study sought to determine if there is a significant relationship between the 

scores received on a cumulative standardized assessment and transcript grades 

determined by the classroom teacher. Tests and the transcript grades assert to provide a 

true measure of student achievement in specific academic fields. However, the literature 

suggests that other extraneous factors such as attendance, behavior, and popularity also 

influence students' grades. As well as an extensive review of literature and related court 
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rulings on the subject of teacher grading practices, this study examined the correlation 

between the two sets of measurements of student academic achievement in terms of core 

academic subject areas (mathematics, science, language arts, and social studies) and 

demographic subgroups (ethnicity, socio-economic status, and gender). 

Discussion of Major Findings 

In most cases, the correlations of EOCT scores and transcript grades were 

statistically significant. However, for the demographic areas, they were not strong 

correlations. When the study was simplified by looking merely at the observed 

correlation between the mean of the EOCT scores and the mean of the course grades, the 

observed correlation was .185. Total sample size was 36,021. Perceptibly, the 

correlation is significantly greater than zero. However, the more important question is 

whether the observed correlation approximates the .92 correlation that would be expected 

if grades and EOCT tests measured the same things. Descriptively a correlation of about 

.19 is much lower than the expected correlation of .92 if the two sets of measures both 

measured student achievement. And the difference between .19 and .92 is quite 

statistically significant (z (36,018) = -265.13, p<.0001). Based on these findings, it is 

apparent that the EOCT and the course grades do not measure the same things. 

The review of literature discussed various factors as reported in court cases and 

research related to the critical debate on the importance of accurately assessing student 

academic achievement. Further, the role of extraneous factors such as student 

attendance, behavior, and study habits were presented. While both the EOCT and the 
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transcript grades are supposed to measure student achievement of the content standards, 

statistically it appears that they do not. 

Conclusions 

Research findings related to the statistically significant relationship between the 

transcript grade and the EOCT scores in academic content subject areas in research 

questions 1,3, and 4 (mathematics, social studies, and language arts) were statistically 

significant and had a large effect size. The only exception was the results of research 

question 2, the area of science, which was found not to be statistically significant. It 

appears that when the findings are narrowed by class and subject area, the grades and test 

scores vary together. Science is an exception, but the sample size was 35 paired scores. 

Research findings for the demographic indicators in research question 5 

(ethnicity, socioeconomic status, and gender) were found, for the most part, to be 

statistically significant, as well. However, the effect size was usually small. These 

variables were tested with much larger sample sizes and using an average EOCT score 

and transcript grade for each student in the sample. While the relationship between 

EOCT scores and transcript grades for the demographic areas is statistically significant, it 

has a small effect size, and is therefore not very strong. Only the relationship between 

test scores and grades for Native Americans was found not to be statistically significant, 

it was also the smallest demographic subgroup in the study. 
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Implications 

While it is positive that most of the correlations are statistically significant, and 

that grades and EOCT scores vary together, the results suggest that the relationship is 

small. Findings of the study have the potential to be important and instructive to many 

areas of education. First, the study of grading policy and practice is significant to the field 

of educational leadership because school leaders are charged with creating, interpreting, 

and enforcing grading policies. Secondly, school leaders must also provide the training 

and support to ensure that students, parents, and transcript readers are receiving the most 

accurate account of the student's academic achievement possible through academic 

achievement grading procedures. Additionally, the study will be important to teachers 

because the findings can help them guard against allowing extraneous factors influence 

how student performance is assessed. 

The findings should be important to students because their future academic 

choices, career options, earning potential, and quality of life are influenced by the grades 

they receive in high school. Students deserve the most accurate feedback educators can 

give them regarding their achievement. 

Recommendations 

Future research into the veracity of student achievement grading practices may be 

beneficial to the educational community if the study explores, in addition to the actual 

comparison of a standards based assessment and a teacher's assessment of student 

achievement, the involved teachers' beliefs and conceptions about the practice and 
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purpose of grading. A document analysis of graded work that actually analyzes the 

criteria by which a student's work is assessed may also provide information into the 

factors that influence grading in a particular classroom, school, or community. A case 

study focusing on the attitudes, behaviors and habits of students involved who score high 

on standards based assessments, but have low transcript grades, or students with high 

transcript grades but tend to perform poorly on standards based assessments may also be 

enlightening. 

Stakeholders in students' assessment may also benefit from research regarding the 

content and frequency of staff development focused on student assessment. Looking at 

the timeliness and the quality of instruction teachers receive in regards to the grades they 

assign students may also shed light on the possible gaps in their ability to accurately 

assess students' grasp of the content standards. 

In the target district, the grading policy is clear. Educators are directed to 

determine students' grades based on their achievement of the academic standards. 

However, increased accountability for this directive through examination of professional 

development centered upon student assessment and further inquiry into current teacher 

teaching grading practices are needed to address the discrepancies illuminated in this 

study. 

Summary 

The review of literature and the results of the data analysis suggest that 

extraneous factors such as attendance, behavior, and work habits may be distracters that 
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influence classroom grades and prevent them for being strictly measures of academic 

achievement. The study provided evidence that the EOCT and course grades may not 

consistently measure student academic achievement (as grades are defined to do by 

school board policy and the tests are to do by definition.) 

The study is important to all of the stakeholders in education because student 

assessment greatly influences a student's future. A study that concentrates on specific 

student behavior characteristics that influence the grades they are assigned, the on-going 

training teachers receive on assessing students' content knowledge and resulting teacher 

grading practices may contribute more information to the literature that could possibly 

influence future policy development or training related to student assessment. 
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