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This research focuses on educational programming and student achievemernidiea mi
school in Northeastern Pennsylvania. The school was selected primarily bésatisgeints
score higher than average on state standardized tests while its population cbagisicentage
of low income students higher than the state average. Interviews, documems résoels
groups, and surveys provided a comprehensive picture of the organization, educational
programming, and student achievement.

Based on the results of this study, there are several recommendatiastdong student
achievement in a middle school environment with low socioeconomic status. Firsg a clos
relationship between students and teachers seemed to be very important turitttighdisis
study.

Second, directly related to maintaining a close relationship with student®©grars
such as advisories and exploratories. These programs are unique in that studevesywor
closely with teachers and they have the opportunity to focus on non-academic sulgecs
wrestling and drama.

Third, closely related to these strong teacher/student relationshipseid westruction.
Due to the fact that students may vary significantly in ability, teachess Ioe able to reach

students via differentiated and individualized instruction.



Finally, faculty and administrators both agreed that their special focus dogiage
programming to address standardized tests was extremely important to atidevement on

these academic measures.
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CHAPTER 1
THE PROBLEM

During the last two decades middle schools have flourished in the United Statkay. T
there are 15,000 middle schools in the United States, up from 2,080 in 1970 and 7,452 in 1987
(Vasallo, 1990). Advocates claim that middle schools meet the unique developmental
requirements of ten to fourteen year olds. Middle school educators call fdetitiéication of
the principles and practices which justify the middle school as an educatiorrakatiga
different from others and which enable it to facilitate the growth and devetbmigoung
adolescents (Arnold, 1990; Toepfer, 1980). This inquiry requires measurement andasvafuat
past and current educational programming which claims to meet the developmeedtabf
adolescents.

The federal lawiNo Child Left BehindNCLB), has created additional pressure for the
development of standards and accountability. There is and will be a moi @oitics on
student achievement and meeting specific academic standards; thereforegece measures
are swiftly becoming the focus of educators’ attention. Traditionally, #tbads used to
measure student performance have been limited to academic test resultai(fF@001). In
order to better address student needs, a more comprehensive approach to research and
measurement is necessary.

Measuring educational programming to better meet the needs of young adslesgnt
actually also serve the needs of districts attempting to satisfy theeraguits oNCLB.

However, the unique educational environment of the middle school poses several challenge
measuring performance and success. First, there is no consensus on what scacstiiet®ic

success: strong standardized test scores, student satisfaction with saimdhcamd programs,



parent satisfaction with academic and social programs for students, or peeduapbination of
these items? Second, academic success may be measured differenty imnarbural settings.
Third, other factors, such as socioeconomic status, may also contribute toiacade®ss and
failure.

This research will focus on educational programming and student achievaraent i
middle school in Northeastern Pennsylvania. The school has been given a pseudohgm for t
purposes of this study. The school was selected primarily because its stegeatsigher than
average on state standardized tests while its population consists of agugradrdw income
students higher than the state average. Other selection criteria cahsidelbe addressed later
in the study. The methods employed to study the school are largely explonatemyieivs,
document reviews, focus groups, and surveys will provide a comprehensive picture of the

organization, educational programming, and student achievement.

Problem Statement and Context

Although middle schools seem to be flourishing, and the movement has been one of the
most exciting in the history of the American education system, the imptus @ducational
model on student achievement is not clearly understood and has not been adequately addressed
(Anfara & Roney, 2004; George & Alexander, 2003; Browne, 2002; George & Oldaker, 1985).
The learner-centered perspective has led middle school educators to empéiipedlc
concepts, such as exploratory programs, advisory time, and a focus on a positive soat®l cli
in an effort to address student achievement as well as students’ physiclahgoeyal and
cognitive development (Manning & Bucher, 2000). While these programs appear to be

successful in many school environments, measurement of their effectivadgsssaible



contribution to student achievement is lacking. Only through research and meaguwam
educators continue to develop successful programs to improve student learning evehaafi.

Educators have attempted to identify learning-related needs in middle legelisg in
an effort to develop an educational experience specifically suited to youmgeetds. If
students can feel comfortable in their learning environments, the ratiotlade ikey will be
empowered to reach higher levels of achievement and maintain an ovetaiendiéd
perspective. A number of educational theorists have demonstrated that not onhpale sc
responsible for facilitating students’ individual and social development, but dlogings who
have higher self-esteem, better self-understanding, and are selftswinil achieve at greater
levels (George and Alexander, 2003; Schunk, 1989; Lipsitz, 1977). However, the relationship of
middle level education elements to student achievement is not clear ,(20€16s George, 2005;
Smith, 2005; Freshcorn, 2000).

A challenge for educators, parents and administrators is to develop schodsititaitief
the individual and social development necessary to enable students to achreateatlevels. A
number of researchers associated with studies on successful middle schools tladeddnat
teachers are pivotal in determining school effectiveness and influencing stcbeEvement
(Lipsitz, 1984; Lightfoot, 1983). Researchers and practitioners also incrgaasgnge that
students’ perceptions of school influence instruction (Weinstein, 1989). In order to
comprehensively address the issue of student achievement and middle school progyrammi
will be necessary to consider the following in order to better understand how tttese fiaay
contribute to a “successful middle school environment”

e The young adolescents’ characteristics, needs, and environments.

e The role of teachers and their responsibilities.



e The type of programming at the middle level: for example advisories and
exploratories: what should be included, how should they be structured, what type
of programming to date has been employed and has it been successful,
understanding what works and what does not.

e How the building should be planned and organized to accommodate this
programming.

More recently research has focused not necessarily on middle level tteatggies, and
outcomes but instead on student achievement relative Motkahild Left Behind AdLewis,
2006; Poynton, Carlson, Hopper & Carey, 2006; Yecke, 2006). The n¢Chiig legislation
mandating accountability has created an urgency to measure student achieVamdas been
the primary impetus for exploring factors that might contribute to student aoteav¢Brown,
2002, Mizell, 2002). The enactment of tRELB legislation indicates that the academic success
of students, schools, and states will be assessed largely through annuelesthdeement tests
(NCLB, 2002). Academic success as related to achievement scores in the middle grades,
however, can be attributed to various individual, psychological, cultural and femttak that
may either promote or inhibit academic success. Research has indmaté@mple, that
students with high levels of support and expectations regarding academiesdraager
likelihood for academic success compared to those who do not (Felner et al., 1997).

Further research is necessary to identify characteristics ofitltdéenschool that
outperform or exceed standards and their impact on student achievement. cpsaikdration
must be given at this point in time, however, to new environmental conditions, SNCh.Bs

and its relationship to student achievement at the middle school level.



This study will attempt to answer the question, “What factors may batgrto and
foster student achievement at the middle level?” The goal of this study wolldxglore
through a variety of both quantitative and qualitative methods possible factamsathbe
contributing to student achievement in low socioeconomic rural public middle school. The
researcher will employ document review, interviews, focus groups, suisegred and
statistical analysis to explore programs, curricula, and student, teantdeadministrator
perceptions of the school and its programs.

The document review may enable the researcher to corroborate evidenastfer
methods of data collection, such as interviews and focus groups. The prineargihes will use
field notes and will attempt to utilize other documentation, such as archived schepbpevs
and other community papers, in order to best describe the research setting gitts,sarijl the
middle school concepts employed in the school. Interviews will be conducted with rgndoml
selected teachers, administrators, students, and parents. The intervieamalél the researcher
to understand the development of model middle school components at the target school and how
faculty, students, parents and administrators participate in their impleroerastwell as how
they perceive the effectiveness of these components. Focus groups will be edmaluct
complement the interview and survey data. This qualitative research villegha primary
researcher to explore the middle school issues in more detail and addraddiaogal issues to
better understand this particular population. Finally, data will be colleceslwweys from three
groups: students, parents, and faculty.

The school selected for the study is a low income, rural middle school which has
demonstrated above average academic achievement. Achievement is defibhedebgiverage

performance on the standardized state assessment, Pennsylvania Sg&tkeaobAssessment,



or PSSA. The researcher will explore the perceptions of students, facultyjsicators, and
parents regarding the school’s programs and curricula and their possible effettdent
achievement. Issues to be addressed include:

e Teacher-student relationships

e Administration

e Student academic orientation

e Guidance

e Student-peer relationships

e Parent and community school relationships

e Instructional management

e Student activities

e Parent, teacher and student satisfaction
These items are derived from George and Alexander’s (2003) research gqiaeyaemddle
schools and achievement, which will be more fully explored in the literaturewe¥i€hapter
two.

Significance of the Study
In 1987, The Carnegie Council on Adolescent Development (CCAD) established the

Task Force on Education of Young Adolescents. This group of leading educators, azademi
researchers and government officials identified early adolescengeeas@ of opportunity for
significant emotional and intellectual growth. Recommendations were madelB80 report,
Turning Pointswhich provided a comprehensive approach to educating young adolescents
(Jackson & Davis, 2000). Although preliminary results from the research engltred

implementation off urning Pointssecommendations suggested that many of the practices have



been effective at the middle level, the research did not indicate this ituatios, particularly
in rural and lower income urban educational settings (Balfanz & Maclver, 200@)efFur
empirical research on middle school effectiveness is necessary toidetsutcessful practices
and their effects on student achievement in different contexts.

In 2001, President George Bush signed\tbeChild Left Behindegislation NCLB),
which seeks to improve achievement through expanded testing, more stringent quality
requirements for teachers, yearly monitoring of student progress and satfictieschools that
fail to improve achievement. This will require schools to measure and tratgnstchievement
for evaluation purposes. Thus, in the next decade more schools will need to detestarse fa
affecting student achievement and develop methods to accurately meatuseaffhecting
student achievement.

The goal oNCLBis to have all students fully proficient in reading and mathematics by
2014. All American schools must address mandated state and/or local standardsslaiiereg
requires that states have challenging academic content and achiestndatds for all students
in reading, mathematics, and science. While standards for other subjectsratpiimet], state
plans submitted to the U.S. Department of Education must describe strategiasHorge
children in Title | schools the same content in the other subjects such astalied as other
students in the state receive (Learning First Alliance, 2002). Not only miest sé& benchmarks
and measure student achievement of these benchmarks grade by grade, butadsodmets
expected to achieve 100% proficiency.

In addition to testing, benchmarks, and mastery, accountability means thetsdmstrst
conduct research in order to demonstrate that their programs are effective astigiblegor

any federal fundingNCLB has developed specific sanctions that will be levied if a school fails to



achieve Adequate Yearly Progress (AYP). Find¢ZLB also contains specific provisions for
staff qualifications and development, training, recruitment opportunities, attendahety and
collective bargaining (Education Commission of the States, 20R2)LB may play a significant
role in potentially changing the focus of the middle school from total developmentafikthéo
student achievement and accountability. Standards and student achievement matedoany
school reform efforts. Perhaps the standards and deadlines impds€d. Byave contributed to
the decline in the number of studies focusing on the exemplary middle school amdl stude
achievement research efforts in the last five years.

A review of the literature indicates that the number of studies regardingistude
achievement and middle level programming has decreased since the earlyH&fbs 2003).

It is unclear whether this is due to less focus on the “middle level” in geasrguathaps more

focus onNCLB and measuring student achievement to meet standards. Thus, there appears to be
a need for research addressing middle school programming and its effects on student
achievement.

Socioeconomic status must also be considered in research of student achievement.
Research on student performance frequently indicates that socioeconousicretg be one of
the most important factors influencing student achievement (Hassan &Q2e€l5; Brown,
Anfara & Roney, 2004; Neill, 2003; Sutton & Soderstrom, 1999). Students of lower
socioeconomic status traditionally have demonstrated lower levels ohaicaatshievement
(Tajalli & Opheim, 2005). Other research indicates that teacher tibfiljaesource support, and
academic emphasis have been found to positively influence student achieveyaetiess of
socioeconomic status (Brown, Anfara & Roney, 2004; Brown, 2002; Smith 2002, Sweetland &

Hoy, 2000; Valente, 1999). What role does socioeconomic status play in student achievement



and will this issue create challenges for schools attempting to imprbieya@ment? This study
will explore the socioeconomic status of students in a higher achievingtdistric

The findings of this study may provide additional data for the process of sistadpli
comprehensive measures that promote student achievement in a middle school environment
Both quantitative and qualitative methods will be applied to explore stakeholdesppens,
programs, curricula and other factors that may contribute to above average studsenaehi
in a low-income school district. The purpose of this study is to provide informatian teséfe
improvement of educational practices for early adolescents. This studwifscant for several
reasons.

First, the impact of middle level education remains ambiguous. The relapiafshi
middle level programming to student achievement is particularly unclear. tithswsill attempt
to explore these issues. Second, this study will contribute to educational theoryctiod pya
providing theorists and practitioners with information necessary for decisikimga This study
is designed to provide more direction and research regarding effective edalcptogramming
that may contribute to student achievement at the middle level. This stlithg wiformative for
practitioners and will contribute to the body of research for educationaldtseaho guide
educational reform.

Research Questions
This research project will explore a variety of factors that may haetationship with middle
school student achievement. Namely:
1) What factors as perceived by educational stakeholders have a relationshpddke

school student achievement in a rural, low socioeconomic status school?



2) Are these relational factors the same as those identified as “exgmytille school
components?”
3) Is satisfaction on the part of the educational stakeholders with a school’snpnag
climate, activities, facilities and administration related to studegmneaement?
In summary, the issues addressed and measures to be applied in the study include:
Question Data Source

Identify Exemplary Middle School Satisfaction Surveys, Interviews, Focus
Characteristics and Programs at the MMS ~ Groups, Document Review

Student Achievement PSSA Scores

Student Satisfaction Satisfaction Surveys, Interviews, Focus Groups
Faculty Satisfaction Satisfaction Surveys, Interviews, Focus Groups
Parent Satisfaction Satisfaction Surveys, Interviews, Focus Groups

Other Factors Possibly Related to Student  Satisfaction Surveys, Interviews, Focus
Achievement Groups, Document Review

Programs and Initiatives Satisfaction Surveys, Interviews, Focus
Groups, Document Review
Definition of Terms
The following terms provide an important foundation for this study:

Advisory Time- A regularly-scheduled period each day/week in which students interact

with peers/teachers about both personal and school-related concerns (Georgarfdéie
2003).
Advisor— an adult who serves as a student’s advocate (George & Alexander, 2003).

Block/Flexible Schedule The organization of the school day into large units of time that

may be utilized in varied and productive ways by the school staff (Russell, 1994).

10



Common Planning TimeA regularly-scheduled time during the school day during which a

given team of teachers that is responsible for the same group of studeniislideafica joint
planning, parent conferencing and/or lesson preparation (George & Alexander, 2003).

Core Curriculum The four basic subject areas of math, science, social studies and

reading/language arts (George & Alexander, 2003).

Early AdolescenceThe stage of development between ages ten and fourteen when the

student begins to reach puberty (George & Alexander, 2003)

Exemplary Middle SchoelA school clearly focused on the needs of middle school learners,

which attempts to identify students’ needs and the best means for theicsatigfaeorge &
Alexander, 2003).

Exploration A regularly-scheduled curriculum experience designed to help students
discover and/or examine learning related to their changing needs, apitudieserests (George

& Alexander, 2003).

Interdisciplinary Team Organizationil ke organization of faculty so that teachers share: 1)
the same group of students 2) the responsibility for planning, teaching, andiegaluat
curriculum and instruction in more than one academic area 3) the same schedul®deaisdhet
area of the building. This construct is endorsed by the National Middle School &&soci
(George & Alexander, 2003).

Team Leaders Teachers selected by the administration that serve as role modelde provi
mentoring, and diagnose learning problems for other team teachers (&edliegander, 2003).

Whole Child- The student in terms of physical, cognitive, moral, psychological and social-

emotional development (George & Alexander, 2003).

11



Limitations

Several limitations should be noted in this study. First, focus groups may not be
representative of the target populations to be studied. Small groups of parentss tsaaothents
and administrators will be questioned regarding the teacher advisorymriogtiae district.
These small groups are intended to provide exploratory insight in to the researemndsue
complement other research methods. Second, as the researcher will ereplogwstto
capture data from a number of parties, the possibility of interviewer bilesxgl as the
interviewer may express his or her views about a particular topic, or may, thaciajh
expressions or body movements, express agreement or dissent with an issue v8ilheyst
another tool for measuring perceptions in this study, introducing the possibiltguwEacence
in survey responses and response rate issues. Participants may resposiibioscagethey
believe researchers would like them to, or they may be influenced by those around them and
respond accordingly. Additionally, some respondents may simply skip questions @paoice
to the survey at all. Finally, statistical methods employed will, gdigeassume normality of
data. Analysis could become an issue if this criteria is not satisfied i(Jari€94; Brannen,
1992).

Delimitations

This study is limited to students from one middle school in northeast Pennsylvania, whic
will affect the generalizability of the results. Additionally, this datthlve captured at one point
in time in a case study which will also limit the study’s generalizgbilihe researcher hopes to
capture rich data through both qualitative and quantitative methods that will provimte a m

comprehensive picture of the research scenario. Replication of this study wi# exsearchers

12



to draw more significant conclusions regarding the effectiveness of midhdielsdn fostering
student achievement.
Summary
In summary, this study will address factors that may be related to abersge student
achievement in a low income, rural middle school environment. The following questibhe wil

addressed:

1) What factors as perceived by educational stakeholders have a relationkhipiddike
school student achievement in a rural, low socioeconomic status school?
2) Are these relational factors the same as those identified as “exgmmtaiie school
components?”
3) Is satisfaction on the part of the educational stakeholders with a school’s praggamm
climate, activities, facilities and administration related to studdneaement?
Both qualitative and quantitative methods will be employed to explore programs,
curricula, stakeholders’ perceptions, and other issues that may be rekstigdbttt achievement.
Although this study is critical for schools to continuously meet the needs of Staheht
improve educational programs, it will also be important because schools will nowlbe he
accountable for meeting specific standards accordifngioB legislation, creating a need to
identify factors that are related to student achievement and attempasana&@ow those factors
contribute to student achievement.
Chapter two will address the literature on the history of the developmentoidbk
school, its effectiveness in regard to student achievement, the effect oty ponkeachievement,
NCLBIegislation, and the use of standardized test scores. The literature aitloated for

strengths and weaknesses, and gaps will be identified. Chapter three will focus on the

13



methodology for this study. Quantitative and qualitative methods employed wibtmighly
reviewed, as will sample selection and data collection and analysis. Cloapterll include a
summary of findings, while chapter five will focus on a discussion of conclusions and

suggestions for future research.
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CHAPTER 2
LITERATURE REVIEW
Chapter two will address a review of the literature on effectivimischools and
student achievement: the development of the middle school, the young adolesasive effe
practices of the exemplary middle school, measurement of practiceqxatithe schoolNo
Child Left Behindegislation, socioeconomic status, research methodology, and standardized
testing in Pennsylvania. Strengths and weaknesses of current resebbehewdluated, and

gaps in the literature identified.

Historical Development

The origin of the junior high school is usually attributed to dissatisfaction with the
organization of schools in elementary grades one through eight and high school grades ni
through twelve. The junior high school was designed to address high attrition rates and poor
transition for students moving from elementary to high school. The first jugbrsichools
opened their doors in the early 1900s offering a more rigorous, challenging curratumm
earlier age, teachers who were content specialists, provisions for indishtiesdnces and
programming to meet the needs of early adolescents (Lounsbury, 1992; Lounsbury & Vars
1978; Koos, 1927; Briggs, 1920).

Armed with theories on adolescent development and individual differences and the
alarming national attrition and pupil retention statistics, reformers mwemet on designing
schools that better addressed the needs of developing adolescents in the eartiigaff of
century. The 1913 report of the Committee on Economy of Time in Education was the first

report calling for the formation of the junior high school (Baker, 1913). Universitiedaged
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curricula to prepare junior high school teachers, and state legislatures legssation to
regulate junior high schools (Koos, 1927).

A few years later the report of The Commission on the Reorganization of Sgcondar
Education of the National Education Association (1918) became the “Cardinals of Secondary
Education.” For the first time recommendations regarding education in thexd\Btdtes
encompassed issues, such as citizenship, family life, and vocations, which eeitf@enission
of the junior high school as schools that addressed student needs beyond the classroom and
focused on student home life, the student role in the community, and student lifelongylearnin

The junior high school movement grew rapidly after 1920. The increased birth rate after
World War | and other factors expanding the U.S. population created mounting school
enrollments and overcrowded schools. By 1925, the number of junior high schools in the United
States was greater than 2000 and grew to more than 10,000 by 1947 (Hansen & Hern, 1971).

Lounsbury (1992) credited the junior high school with five major contributions to
education. First, the junior high school initiated the development of the middle leveitiosti
with a focus on integration, socialization and exploration. Second, the enrichedlaory
which included industrial arts, home economics, foreign languages and labocaoogs,
expanded the core curriculum and reinforced the concepts of exploration and wrediatid,
the junior high concept included guidance-oriented homerooms and professional counselors,
addressing both the social and academic needs of the adolescent. Finallgyreixingar
activities were expanded, and students were provided with the opportunities to develop
leadership, social, and other nonacademic skills through service-orientetieasctivounsbury,

2000).
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The junior high school seemed to be the most appropriate form of education for young
adolescents, and no other alternative truly captured public attention until thé30k5. Many
believed that junior high schools simply mimicked high schools, labeling them higimi
schools.” New research regarding adolescent development and the earipe\adlthe
information age prompted many educators to become advocates of new progyanatwmould
better address the needs of early adolescents. The term, “middle school,"ddmg Baropean
and some American private schools was revived. Samuel Popper (1968) argued thatrthe juni
high school was America’s middle school due to its emphasis on the individual adosestent
his role in society at large. The middle school movement continued to gain impetos due t
concern for academic excellence and specialization, earlier maturaidolescents, and
dissatisfaction with the typical junior high school, which seemed to be ineaitd dominated
by the senior high school (Lounsbury & Vars, 1978).

William Alexander (1964) first expressed a need for and the chassicteof a new
school “in the middle,” highlighting contributions of the junior high school and enumerating
other characteristics desired in the new middle school concept. He suggestilddabhgha
middle unit, grades five to eight might be ideal, the grades six to eight uniteveisg in
popularity, and a curriculum which stressed preparation for adolescenagaérpl of
individual interests and an emphasis on values would be desirable (Alexander, 1964). Donald
Eichorn, Emmett Williams (1965) and William Alexander among othergarbeearly advocates
of the middle school. Donald.Hichorn played an important role in establishing the nation's
first nongraded middlechool in the early 1960s. He founded midsithool practices and
programs on learner characteristics, developmentally appropriate taskslvésaty groups at a

time when little information about young adolescents existed (Brough, 1995). BdétmWiand
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Alexander led research and developed programs for teachers in the 1960s dedicated to
supporting the middle school model (George & Alexander, 2003).

School desegregation and population shifts provided momentum for the middle school
concept during the 1960s and 1970s. In the South, but elsewhere as well, one of the important
factors in establishing a middle school was the pressure to accommodate s¢hcotatigl
desegregation (Popper, 1968). This was accomplished by closing the junior high semabl(s
moving the ninth grade to a newly desegregated high school. The fifth and sixth gradésefr
segregated elementary schools were combined with the seventh and eighthogrestes & new
desegregated middle school. This resulted in a plan for a more desegregated dciotol dis
which would be likely to receive court approval (Alexander, 1964).

During this period of time, the changing demographic patterns in the Northeast and
Midwest also brought new challenges to managing school enrollments for glantierse
school districts (Compton, 1976). Buildings in some districts were far belowityaipaibe
upper grades while new growth had created a surge of enrollment in thgradeyg of the
elementary school, creating the need for some type of practical solution fmdtke.”

Fueling the fire to develop “middle level alternatives” wasAhéation at Riskeport
(National Commission on Excellence In Education, 1983). The National Commission on
Excellence in Education declared the United States “a nation at risktheitimation’s
educational foundations giving way to a rising tide of mediocrity threatehefyiture of the
nation. Virtually every state in the nation implemented laws intended to infusechighl s
programs with new vigor. Educators began to question the presence of the ninth grade in a junior
high school organization, even though it was counted as a high school year (George &

Alexander, 2003).
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Lounsbury (1992) attributed the emergence of the middle school concept to the general
dissatisfaction with the junior high school, and the fact that increasingrcasadicated that
children were reaching adolescence earlier (Alexander, 1970; Brough, 1995). Inrh&975, t
Association for Supervision and Curriculum Development reasserted the need to develap school
centered on the intellectual and emotional needs and characteristics of golesgents. During
this time the middle school concept was proving to be very popular in districts that haetladopt
it over the preceding two decades (George & Oldaker, 1985). A middle school ptbgtamas
effectively implemented produced outcomes which pleased parents, policy-raa#ters
practitioners alike: student behavior and attitudes improved, home-school relatidiestapse
closer, interethnic interaction became more positive, students enjoyed schegleachers
grew increasingly more appreciative of the opportunity to work together, adenaica
achievement held steady or improved slightly (George & Alexander, 2003). Thiseide
minimized the active resistance of traditional junior high school educatorse@ieamly, in the
1980s, the middle school concept gained popularity.

The Adolescent

Adolescence is a period during which a young person learns who s/he is, whatls/he re
feels, and establishes a sense of personal identity (Erikson, 1968). Adolescdscehenand of
an individual’s childhood years and the beginning of youth or young adulthood; it is aftime
great transition (Caissy, 1994). The adolescent, as a developmental group, iechaddny
differences; the program called the middle school is distinguished btensptto accommodate
those differences.

Eichhorn (1987) defined the middle school as an integration of an educational program

resulting from cultural, mental, emotional, and physical growth factors tmgetth
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administrative variables, guidance activities, and teaching requireméetsniddle school is an
organic whole with a focus on the growth of the child. Research has indicated ssusslas
crucial to adolescent development and necessary as foundations to the organization and
programming of the middle school.
Students’ Sense of Self

Early adolescence is difficult for most youngsters, a time for cltatigrone's self and
the ideas learned in childhood. It is the beginning of physical, emotional, socialieltetiual
growth, which can create both excitement and misunderstanding (George antlAfe2803;
Carnegie Council, 1995). In early adolescence the youngster transitonadceptance of adult
direction to challenging authority and moving toward self-direction. Advisors pnogide a
blend of challenge and support that will promote identity development in early asalesc
Middle school students need the guidance and direction of effective counselors to begin the
major developmental task of adolescence, which is to achieve a clear sencéMHrsed,
1980).

Less Dependence on Home

As young people seek to create their own identities, they face the clealtedgcreasing
their dependence on family. Parents and family members need to continue to gracidees
and support during the difficult moments adolescents face in growing awaydropiate
dependence on home. In a climate of changing demographics, middle school advistosoeee
prepared to help youngsters and their parents understand one another and to work oalgborat
in making the difficult choices that occur during adolescence. Middle school advesatso be

especially aware of dysfunctional aspects of students' families in ordevélop counseling
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strategies and guidance programs that help young adolescents find therf\&&lgscheider,
1981).
Stress and Peer Pressure

Developmental psychologists have long recognized the importance of theqeger g
during adolescence in shaping and supporting the behavior of its members.draetionts
become more frequent and less supervised, and peer groups form based on sesxiradg, pr
and behavioral similarities including smoking, aggression, and academic acheyEspelage,
2003). Early adolescence is a time of experimentation with new behaviors andnakrelia
peers for guidance and direction. Students need to feel accepted by thesmpemisy engage in
behaviors that adults view negatively (Corder, 1999).

Students in middle schools frequently complain about the stress this cre&tss in t
everyday lives (Elkind, 1990). Typical adolescent complaints include "Everyavegdhing for
me to make mistakes" and "l never have any time for myself." Althoughhssutesachers may
play an important role in supporting student motivation, parents and peers ardiet$o sa
components of adolescents’ relational contexts and shape their motivationaleisi€ltitrdock,
Anerman, & Hodge, 2000; Wentzel, 1998b).

Adults sometimes have a tendency to discount what adolescents say believingsthat m
of the stress youngsters experience will dissipate as maturation odusrRck of empathy on
the part of adults and peers may leave adolescents feeling misunderstoodratddalMiddle
school advisors must focus on implementing programs that help young adolescentthdeal w
many stressful circumstances.

During adolescence peer pressure can have a substantial influence odéngiaca

behavior of students. Typically academic achievement is not viewed favorastiydgnts and
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their peers. Research has indicated, however, that when peers advocatecaaeltienement,
student motivation can improve (Corder, 1999).
Academics

Americans are becoming increasingly aware of the need for schools/&gr deademic
excellence. Increasing student attrition rates in America's scaondlthe generally dismal record
of student achievement in public schools bode poorly for promoting academic excigllémse
country. Educators in the United States must account for the failure of schoolsviatengiung
people to stay in school and to strive for high levels of academic achievement. Midubé s
advisors can contribute to schools' efforts at improving academic achievenoenf yming
teenagers (Gerler, Drew, & Mohr, 1990). Teachers may have an even gréadeicebn
students' motivation and behavior displayed in their classrooms than parents. Staedents ar
motivated both socially and academically by expectations to perform touheiotential.
Research indicates that students’ perceived relationships with theirrseatfbet the
development of their motivation; higher quality teacher student relationshipst mtednger
motivation (Murdoch, 2003). Developmentally appropriate levels of challenge canhbe hig
motivating (Wentzel, 2002).

The Essential Elements of the Middle School

The challenge of the middle school movement is to develop responsive practices and
focused programs that meet the aforementioned developmental needs of youngidolesc
Educators have begun to recognize students' overall needs in formulatingoedligaals
(Popham, 2003; Parrish, 2002; NMSA, 1995). Proponents of this school of thought recognize the

close relationship between students' academic development and their persetial gro
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Exemplary middle level schools address the distinctiveness of early adckesdéh
various instructional and organizational features. Five key components are gareraihized
by educators, associations, foundations, state boards of education, and resé&arghacsl
research and evaluation conducted over the last two decades support these compsorgets (G
& Alexander, 2003; National Middle School Association, 1996).

1. Teaming and Block Scheduling

Interdisciplinary teaming and block scheduling: The daily schedule features bfocks

instructional time during which interdisciplinary teams of teachers prapgeopriate

learning experiences for their students. Other characteristics ahtgand block

scheduling are:

= The creation of heterogeneous teams, typically between 100 and 150

students.
= The creation of interdisciplinary teams of teachers in areas, such as neattbe sc
social studies, and language arts.
= A schedule of common planning times for the interdisciplinary teacher team.
= The development of a schedule within the block of time that can be altered to provide
for the regrouping of students.

2. Advisories and Guidance

The guidance program provides access to an adult who has the time and respdasibilit

each student, assuring familiarity and continuity in providing advice on academic,

personal, and social matters. The components of a middle-level guidance pragram ar
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= Adults, typically teachers and administrators, who work with a small group of
students during the middle school years to establish a stable, long-term reiptions
with each student.

= A well-planned sequence of activities to develop and nurture the adult-student
relationship.

= A school schedule that enables a small group to meet each school day throughout the
school year.

3. Varied Instruction

Appropriate core curriculum and learning skills: Learning experierg@®jriate to the

middle-level phase of schooling are required of all students, and students should master

learning skills needed for future study. Characteristics of a core cumaurie:

= A focus on culture, science, and the humanities.

= An established set of expectations for proficiency in reading, speaking,
and listening.

= Emphasis on the rights of self and others as well as responsibilities ascitiz

= Appropriate teaching strategies: A variety of teaching stratdupefaive been
shown to be particularly effective with students of this age group should be used.
Other characteristics of appropriate teaching strategies are:

= The adaptation of instructional strategies to the characteristics efatmet and
sensitivity to the individual’s levels of intellectual development noting the

relationship between the content and actual life situations.
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= Built-in flexibility to meet the varying developmental needs of students wihies
on critical thinking skills, cooperative learning, computers and related tegjynol
information, and hands-on materials.
4. Exploratories
Exploratory programs expose students to a range of academic, vocational, and
recreational subjects for career options, community service, enrichmdr@npyment.
Exploratory topics include foreign languages, intramural sports, health, studsnt
government, home economics, technological arts, independent study projects, music, ar
speech, drama, careers, consumer education, creative writing, and several oidler spe
areas. Schools offer a wide range of exploratory or elective coursasdents to
develop their interests.
5. Transitions
Eighty-eight percent of public school students begin the middle grades in a new school
which may prove overwhelming (Maclver, 1990). Schools ensure a smooth transition
between elementary and high school by orienting students and providing close
articulation and coordination of learning experiences. Many middle schoiiafachis
transition with visits to the middle school while students are still enrolldkin

elementary school.

Research indicates that changes in middle school organization and curriculum have
resulted in significant adoption of middle school practices. A 1989 study comparnks fresn
a 1968 survey that sampled ten percent of middle schools with at least three and nloamore
five grades, including grades 6 and 7, with those of a similar 1988 survey. Resultedthiaat

interdisciplinary team organization, for example, has increased tremeyndotist last twenty
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years. In 1968, fewer than ten percent of schools reported interdisciplinary tgamzation; in
1988 approximately one-third did so. Additionally, advisor-advisee programs numbergd nearl
400 by 1988 (Alexander & McEwin, 1989).

The Association for Supervision and Curriculum Development (ASCD) conducted a
national survey of over 200 schools finding that the most common middle school grade
configuration was six to eight. In addition, the majority of these schools werelipigpvi
transitional activities, employing advisor-advisee programs, interdisarglteaching, and
utilizing block schedules. These schools also provided extensive staff devel@mneties that
were focused on strategies appropriate to the needs of their students (G288t

In the 1989 reporfTurning Points the Carnegie Council on Adolescent Development
task force made a number of recommendations that reinforced the aforementioreesdastddi
developed recommendations that could significantly improve the educational pgpsid
young adolescents:

1. Create small communities for learning where stable, close, mutusiigatiul
relationships with adults and peers are considered fundamental for intéllectua
development and growth. The commission urged schools to create small schools
within larger schools to foster these relationships.

2. Develop a core academic program that results in students who are literatecand w
know how to think critically, lead a healthy life, behave ethically, and asdwame t
responsibilities of citizenship in a pluralistic society.

3. Create success experiences for all students. The commission urgedctioa afe

heterogeneous grouping, the promotion of cooperative learning, and other
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experiences likely to broaden the range of students experiencing suctess in t
average middle school.

4. Empower teachers and administrators in making decisions about the experiences of
middle grades students. The organization of schools into academic teamsradd sha
decision making, such as team leaders, teachers and administrators underatahding
concurring about policies and strategies, are central components of the soluntbé
curriculum.

5. Staff schools with teachers who are experts at teaching young adoleghents.
attempt to develop programs to prepare and certify such teachers has baeargrom
in the middle school agenda.

6. Improve academic performance by fostering the health and fithess of young
adolescents. This recommendation is aligned with the goal of overall health and well
being of the young adolescent.

7. Reengage families in the education of young adolescents. The commission
recommended giving families meaningful roles in school governance anchgfferi
families opportunities to support the learning process at home and at school.

8. Connect schools with their communities. The task force recommended service
projects, partnerships, and other collaborative efforts that would enrich the
instructional program and opportunities for extra-curricular activities.

These recommendations, in addition to a continuing commitment to meeting the needs of

students, have provided the middle level school with a strong sense of vision and purpose

(Carnegie Council, 1989).
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Exemplary Middle School Model

Exemplary middle-level schools are identified as those that have adoptedmogra
practices, and policies believed to be effective in meeting diverse adotesesus. As noted
earlier, adolescence is a crucial and transitional time in human growth\aeidmeent. The
program components of the exemplary middle school should be different from what students
receive in either the elementary school or the high school, but not so signifaiffietignt that
such experiences make the transition from elementary to high school moretdHcuit would
be without the presence of a middle level of education (George & Alexander, 2003).

Each aspect of the middle school concept is specially tailored to the needstatiths
at the middle level. The middle school should not be an unplanned downward extension of the
high school program or an outgrowth of the elementary school. Each component of tlee middl|
school should link the elementary and high schools together so that the process afreducati
from kindergarten to high school is seamless. The middle school concept should unify the
student’s educational experience while providing a special learning opporturesyrifpr
adolescents that is uniquely tailored to their developmental charactarsficeeds (George &
Alexander, 2003).

During the past two decades, middle school advocates have been working toward a
definitive set of criteria to describe exemplary middle school charstatsrand goals. George
and Alexander imMhe Exemplary Middle Scho(#003) identify essential characteristics that may
make a middle school “exemplary:”

1. The primary focus of the middle school should be on the students in these schools.

These learners demonstrate the many unique needs and interests of eadg@tdoles

The middle school plays an essential role in assisting the physical, inizllecoral,
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3.

social, emotional, psychological, and perhaps even spiritual (in the sense of

developing meaning and purpose in their lives) development of early adolescents.

. The middle school must be uniquely planned, staffed, and operated to provide a

program that is truly focused on the rapidly changing learners in transition from
childhood to adolescence. These middle school learners need a school focused
exclusively on their needs—the exemplary middle school.

As a measure of school curriculum, the ultimate criterion of school quality is the
progress its students attain. Any adequate program of school evaluation provides for
consideration of such measures of student progress as available. The first source of
data for school planning committees is data about student achievement, behavior, and
attitudes. Therefore, carefully maintained records of the evaluatiorcloséadent’s
progress are a prerequisite to any other phases of school-wide, foramative
summative evaluation.

Continuous staff development is critical. Until recently middle school teacher pre
service preparation at the college and university level was virtually nonexistent
challenges of effective implementation of almost all aspects of the etemplddle

school program (advisories, the interdisciplinary team organization, an integrate
curriculum, as well as new and more appropriate instructional strategiagtali

depend on authentic middle school teacher education.

The middle school should provide an adequate guidance program with a focus on
teacher-based guidance. Early adolescents need to feel known and recogaized by
familiar, caring adult. Teacher-based guidance has the potential forsadgriss

need.
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6. An interdisciplinary team organization is characteristic of an effeatigdelle school.
Decisions need to be made regarding the size of teams, teaching assigrireaciis
member, and the location of each team in the school.

7. Student grouping should be employed in an exemplary middle school. Special
education students and gifted students are the focus of the grouping process in middle
schools. Individual education plans (IEPs) must be developed for the unique
educational needs of each identified child.

8. Flexible scheduling and various types of space utilization should be planned for each
middle school in order to maximize effectiveness. The effective use of timparel s
in the middle school is absolutely critical to the successful implementatibe of t
other portions of the middle school program. Properly designed, these two factors
represent an opportunity for the expansion and enrichment of complex yet
community-building school programs.

9. School planners interested in assisting the staff of a middle school program to
maximize the potential for the schedule and the building they use must foster the
development of several important skills. For administrators a clear understahding
the program priorities and the knowledge of the steps involved in the construction of
a master schedule to accommodate team organization are crucial. Tftieaadil
commitment to place teams together within the building is also criticél. Sta
development programs must be provided to help teachers learn how to use the
schedule to plan effectively and to most efficiently schedule students anal speci

activities. The goal is to enhance the life of the interdisciplinary team.
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10. Exemplary middle schools depend upon effective planning and implementation of the
school’s building. The success of advisory programs, interdisciplinary teamahg
effective curricula depend on how well activities are scheduled and the budding i
used. Currently there is no comprehensive research justifying thecgfitany one
pattern of school unit organization.

11. Teachers and administrators must possess a shared vision and the skills e make t
continuous adjustments and improvements required to make progress toward the
goals of the school.

Alexander and George (2003) recognize that no one school will exhibit to merfaitt

of the above characteristics. However, they do conclude that an exemplary stidobl is one
planned, organized and operated to be a model for everyone interested in middle school
education.

The National Association of Secondary School Principals (NASSP) and theiBducat

Alliance at Brown University in collaboration with a commission of middle lpvattitioners
and experts released a report entidedaking Ranks in the Middle: Strategies for Leading
Middle Level School Refor(NASSP, 2002). The ultimate goal Bfeaking Ranks in the Middle
is to move from model high-performing independent schools to an entire systeoe e rex
schools benefiting all studenBreaking Ranks in the Middjgoposes strategies that are
applicable to all types of schools: large, small, urban, suburban, or rural. Thedegpds nine
cornerstone strategies and 30 specific recommendations for improving sttlilewement at
the middle level. It includes information from schools that actually epphie report's
recommendations. The nine strategies focus on three key areas: (1) collabeaatership with

professional learning communities and the strategic use of data; (2)gerastion of the school
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environment; and (3) the creation of rigorous student- centered curriculuractiost, and
assessment.

First, goals will be established to guide the strategic planning effortsinfsdirators and
teachers will develop collaborative relationships with professionals in the cotgrimuarder to
strengthen academic programs and facilitate the continual development ara@href/academic
programs to improve academic achievement. Second, a supportive environment muséde crea
within the school so that students feel connected to the institution. The goal is to provide
opportunities to develop a sense of belonging to the school, a sense of ownership over the
direction of one’s learning, the ability to recognize options and to make choiegsdmsne’s
own experience and understanding of the options. Finally, schools must align curriculum,
instruction, and assessment so that students know what standards they need to meeaend the
given the support to become engaged in achieving those standards.

Table 1 summarizes the research that provides the foundation for the middle schodbdadel

“For nearly a century the evolving middle level concept has been based on the
developmentally unique characteristics and needs of middle school age students.
Establishing and maintaining high quality middle schools is dependent upon the recogiti
the special qualities of these learners and the willingness to tailor pro¢pastudents’ needs”
(George & Anderson, 1989).

Research and Measurement of Student Achievement at the Middle Level

Prior to the 1970s, most research on the middle school focused on the organizational,

methodological and instructional changes necessary to address develdygmesgahsive

educational programs. A significant portion of this research explored pogsalie levels, the
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structuring of these levels within the organization, and comparisons of the jurtiartug
middle level school (George & Shewey, 1993).

Studies conducted in the 1970s and 1980s identified exemplary schools with records of
outstanding success. It is from these studies that George and Shewey (199@ddesential
components for addressing the needs of early adolescents: interdiscif@arargrganization,
advisories, flexible scheduling, enriched curriculum experiences, opporsunitistudent
success, active instruction and learning, vertically integrated schoolksd stesnision making
and parent and community involvement.

Additionally, George and Oldaker conducted a study in 1983, inviting central offi€e staf
and school administrators in 34 states to supply data regarding the effects ofstinddie
practices in their districts. The authors identified the exemplary school$ tmaslee 1982 study
of well-disciplined schools sponsored by Phi Delta Kappa, the 1983 DOE National Secondary
School Recognition Program, a panel of experts in middle level education and ssteciralrh
books on middle level education. One hundred and thirty, or 81% of the schools, responded. The

data indicated that these schools were characterized by the centpahemnts of middle school
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Table 1

Middle School Research

Research

Author

Findings

Recommendations to
improve adolescent
education

Carnegie Council (1989)

Create small communities

Core curriculum

Success experiences

Empower teachers and
administrators

Expert teachers

Foster health and fitness

Engage families in education
Connect schools with communities

Breaking Ranks: Middle
Level Reform

National Association of
Secondary School
Principals (2002)

Collaborative leadership,
professional learning communities,
and the strategic use of data
Personalizing the school
environment

Creating rigorous student-centered
curriculum, instruction, and
assessment.

Essential program concepts
of the middle school

George and Alexander
(2003)

Guidance and advisory programs
Transition and articulation
Teaming and block scheduling
Appropriate teaching strategies anc
curriculum

Exploratory

)

Exemplary middle school
characteristics

George and Alexander
(2003)

Focus on students

Planning based on needs of studer
Focus curriculum on personal
development, continuing learning
skills and basic knowledge areas
Utilize current research on
instructional methods

Guidance

Interdisciplinary teaming

Student grouping

Flexible scheduling

Scheduling for team organization
Effective planning and
implementation

Effective leadership
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philosophy, such as teacher advisories, exploratories and staff developmeatanshie.
Additionally, all of these schools had received significant local, regionalterrstzognition for
applying similar school philosophies. There was no attempt to identify or disimgchools by
socioeconomic status, school size, geographic location or leadership.

Sixty-two percent of the respondents reported consistent academic improvwetiknt
an additional 28% supplied data from standardized test scores that demonstratentdest
improvement. Reorganization of the schools to be consistent with middle school philosophy als
markedly improved discipline problems. Tardiness, truancy and school vandalism e#creas
moderately or greatly. Eighty percent noted a decrease in office lef@mhsuspensions while
close to 60% expelled fewer students. Ninety percent noted that teacher confideacaging
student disruptions improved. Over 80% noted that student health, creativity, andranfide
were positively affected by reorganization. Ninety-five percent regdhat students’ attitudes
about school and feelings towards teachers became moderately or strongle.p&sjhty-six
percent witnessed greater student participation in activities, and 75% ndé&rdoeool
attendance. Ninety-four percent reported better staff morale and rappadsast of
reorganization. Administrators noted greater staff development in degignd executing
curriculum when conducting staff development to facilitate reorgaaiza@ositive parental
support was also noted (George & Oldaker, 1985).

Between 1990 and 2002, over 3500 studies related to middle schools were published.
Dissertations accounted for approximately 50% of this research, whilendataiand journal
articles indexed in ERIC (Educational Resources Information Centenyrated for two-thirds
of all the published studies. Almost twelve percent of all the studies were pdbhsh@98; the

volume of research waned to roughly only six percent by 2002 (Hough, 2003).
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About two-thirds of all studies on middle level education are qualitative in nathile;
guantitative studies once represented almost 30% of the total, they nowneprdgabout
15%. The data collection techniques of choice among researchers conducting meldle le
education research include unobtrusive methods, case studies, and mixed approaches. Less
common are observation, surveys, and interviews (Hough, 2003).

Studies regarding middle schools in the last decade have focused primarily on the
efficacy of the middle level restructuring effort (Van Zandt & Totten 5)98tudents in middle
level schools with less departmentalization, more heterogeneous groupingraniesam
teaching had higher achievement scores and were more engaged in their schooliregeha
students in schools without these characteristics (Williamson, 1993). Whieféutsrs
independently did not impact student learning, collectively, they had a positivenodloe
student learning (Van Zandt & Totten, 1995). Several of these studies arbetbatmore
detail below.

Seghers (1997) conducted a study of 154 administrators in Louisiana public schools. The
author found that implementing many of George and Alexander’s middle level gsastic
related positively to academic achievement and negatively related to thetipropbr
suspensions, expulsions, and teacher turnover.

Russell (1994) conducted research relating to the implementation of specifioruamts
of the middle school concept and student achievement. The middle level concept had been
applied to varying degrees in the district. Ten schools from a large (40,000 stutant
Midwestern district participated. Three hundred and eighty-one certifodelssional staff
members were surveyed to collect data regarding the middle levelpragrg, and 2323 eighth

grade students’ achievement scores were analyzed. Forty-seventpérihie student sample
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was registered for free or reduced lunch and sixty-six percent was Gaudasnales and
students in the low income group seemed to benefit more from middle level progatharin
other students. In general, however, middle level programming has contribetdthteced
student achievement. Results demonstrated a relationship between improved student
achievement and practices, such as interdisciplinary teaming, explaratocylum,
developmentally appropriate teaching strategies and transition astiviti

Felner, Kasak, Mulhall & Flowers (1997) attempted to evaluate the impletoanéthe
Turning Pointsrecommendations and their impact on students’ achievement, socio/emotional
development and behavioral adjustment. The research team investigated standssidsoedds,
attendance data, disciplinary data and descriptive data in a longitudinal siE0aftudents
and 900 teachers in schools rated on levels of implementation of recommendations of the
Carnegie Council's repoifurning Points:The results indicated better student outcomes
regarding achievement, behavior, and socio-emotional factors in schools i leigels of
implementation of exemplary middle school philosophies versus the more traditiorosd gy
of junior high schools.

Many middle level experts advocate moving beyond the use of norm-referensexbtest
the sole measure of effectiveness and encourage increased accountabpityggam evaluation
on a regular basis (Poynton et al, 2006). A variety of successful middle schools identify
standardized test scores, average daily attendance, number of teachmrsatbgerto iliness,
grade distribution, discipline referrals, courses selected by students schigbl, parent
participation in conferences, staff development participation by teachergudedts

participation in co-curricular activities as their measures of sa¢George, 1993).
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Incorporating several of these factors as measures simultaneously ig emagudrovide a more

comprehensive picture of the high performing middle school.

Student Achievement and Stakeholders’ Perceptions
Schools have begun to address issues related to meeting standards of NCLB. One of the

greatest challenges is demonstrating annual measurable progregsdianls have attempted
to address this task by developing on-going processes of data collectikingteatd evaluation.
Although NCLB was the impetus for data tracking, comprehensive research and the
establishment of benchmarks, educational institutions have begun to track and measetg a
of programs, activities and test scores in order to more clearly measuretamndeand
continuously monitor the longitudinal goal of student achievement. An institutiobevill
considered an “achieving” institution in terms of NCLB if the school is meetimgial yearly
progress (AYP) benchmarks. There is, however, no consensus as to what exactiyesnstit
accurate, comprehensive measurement of student achievement in an educ#immal se

Halderson, Kelly, Keefe, and Berge conducted research in the late 1980s to develop input
measures for the achievement tracking process. They identified goalbjeatives,
demographics, organizational characteristics, and characteristickelidtders such as parents,
teachers and students as crucial data to be included in the school’s decision suggport sys
(Halderson, Kelley, Keefe, & Berge, 1989). Keefe & Kelley (1990) also foungb&nant,
teacher, and student perceptions of the learning environment, and their satisfabttbe w
learning environment, correlate with student achievement. These have bedieddant
“inputs” to the student achievement process in schools. Thus, an attempt to measure student

achievement in a middle school environment should include not only traditional data, such as
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standardized test scores and student and family demographics, but also datagregar
perceptions and satisfaction gathered from parents, faculty, administestdrstudents. This
data should include parameters, such as student programming, curriculum, aowksiefzi
amongst various stakeholders and facilities, as well as validated, relidhleniests to measure
student achievement.

In the late 1980s, the National Association of Secondary School Principals (NASSP)
developed a Task Force on Effective School Climate. This group conducted a study tondeterm
(Keefe & Kelley, 1990) variables that influence the conditions and outcomebkaaflsg.
Student, teacher, and parent satisfaction were identified as indicatarderitsaichievement and
surveys were developed and validated to explore stakeholder issues sudiolasatimg:

Teachers: opportunities for advancement, student responsibility and discipline,
curriculum and job tasks, parents and community, school buildings and supplies, and
communication.

Parents: parental involvement, student activities, teachers, support setvidest
discipline, school buildings, administrators and information services.

Students: student activities, teachers, fellow students, schoolwork, disciplilsgmec
making opportunities, and communication.

The outcomes of their research were validated instruments developed to measure
stakeholders’ perceptions and satisfaction (earlier identified as contsitbatibre educational
environment). As there are not many validated instruments to explore student aehievean
educational environment, these surveys were some of the first nationally ethplalydated
instruments that may be applied in tandem with other tools to comprehensivelseestpdent

achievement in a school setting.
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Middle School Practices and Research

Current research addressing middle school practices and student achievement has bee
sparse, has focused on select middle school practices such as teaming andtiorgniz
structure, or has had a significant focus on standardized test scores, shgceé@ading,
mathematics, and writing. Further, multiple measures of student perforimaedeen
subjective and lack evidence of external validity (Nichols, 2008; Cavanagh, 2005; Tonn, 2005;
Brown, 2004; George & Alexander, 2003; Lynley, 2003).

Brown et al, (2004) attempted to measure student achievement, comparing high
performing suburban middle schools to lower performing urban middle schools. While they
identified significant disparities between test scores and funding, theylafgdied stark
differences between the schools, administration, structure, organizatiahbldrel student
expectations. Initially, they found insufficient studies on achievement and ffiadlties
comparing studies due to faulty research designs.

Others have found conflicts between indicators or measures of student achievement
Tonn (2005) describes standardized data and expectations as more accurate ofeasures
achievement, while Cavanagh (2005) identified teacher training and curricsilpradictors of
student achievement.

Another noted limitation to the extant literature on student achievement is taechese
related to stakeholders. In many studies more than one body (such as studeptg®fqrar
example) may be excluded from the research, which results in a uni-dimensises a

comprehensive perspective of student achievement at the middle level (Nichols, 2008).

40



Further, not only have a number of studies identified different variables that may
contribute to student achievement, many studies have not considered longitudinahazt
may lead to inaccuracies in terms of directional relationships of varidulesxample, does
students’ sense of belongingness contribute to student achievement or does achievement
influence how connected a student feels to a school (Lynley, 2003).

Finally, George and Alexander (2003) found a paucity of studies that were ethpiric
insufficient and inaccurate in terms of research designs. This inconsistaesgarch design
results in inaccurate conclusions and decreased comparison opportunities for cmddle s
philosophy programming.

Existing research fails to demonstrate a comprehensive approach to mesisuiamng
achievement and school effectiveness at the middle level (Good, 2002). Support foemultipl
measures of student performance has been expressed by the Americarogsgathol
Association, the National Council on Measurement in Education and the Americaati&iaic
Research Association (1999) in an effort to enhance overall validity of@eansiking. Thus,
although most advocates of middle school education have come to consensus on the components
necessary for effective learning at the middle level, and some researndibated that these
components must be employed concurrently to positively affect student achiewasment
learning, further comprehensive research is necessary to explore alhtsleman effective
middle school and how these elements may indeed affect student learning anehaehien a
climate where success of a school has been redefined as high-stakeseagsg§3corge &

Alexander, 2003).
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“No Child Left Behind”

In the last decade federal educational policy has undergone its most signtiaxage c
since 1965. Federal law now requires all states, all school districts, aodaglssto ensure that
every child is proficient in math, science, reading and writing. In 2001, Presiderge&sBush
signed the “No Child Left Behind” AcNCLB). This act reauthorized and expanded the
Elementary and Secondary Education Act. The goBlGQIfBis to have all students fully
proficient in reading and mathematics by 2014. Every state, district, anol schst
demonstrate progress each year toward meeting that objective (AcchiyrfimbSchools,
2006). The funding provided to districts from this legislation may offer a yasfedpportunities
to improve the achievement of young adolescents (Accountability for Schools, R0063t
certainly will increase districts’ attempts to monitor student achiewenit is currently unclear
which methods may be most effective in determining comprehensively stotienteanent
levels. To date, this legislation has fueled a focus on standardized testAlthcesgh
standardized test scores most likely will play an important role in measugimgvement levels,
other measures, which may include qualitative indices, must be considered to develop a
longitudinal, holistic image of the educational setting.

The new legislation requires that states have challenging academict@nde
achievement standards for all students in reading, mathematics an@ s@#nile standards for
other subjects are not required, state plans submitted to the U.S. Department obk ducst
describe strategies for teaching children in Title | schools the samatontiee other subjects
as other students in the state receive (Learning First Alliance, 2002).

Educators have expressed great concern regarding accountability (& Bon,

2005). The accountability provisions in the law focus on new testing requiremers; foall
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annual reading and mathematics exams for students in grades three thgbuigimd at least
once in grades 10-12. Science assessments are required at least ongedetbpans 3-5, 6-9,
and 10-12 by 2007-08ICLB mandates that students’ performance on these exams show
“Adequate Yearly Progress,” (AYP) or evidence that they are magtde material and
consistently improving their scores on these tests year by year.

Each state must establish separate baselines for both math and readwbitiormall
progress will be measured. Using assessment scores from the 2001-02 schdu géatjrig
point at a minimum is the percentage of students performing at the prolesientvho are
either: in the state's lowest-achieving demographic subgroup or in the sclmsoath
percentile of the state's schools, as ranked by student proficiency--whighbigirer. The
subgroups are defined as a major racial or ethnic group, those with limitechEprghsiency,
disabled students with I. E. P.’s or migrant students. For a school to meet AY{Pginem
year, each demographic cluster of students must perform at or above the baremherset. It
also must test at least 94.5% of students in each academic subgroup. From thitesintust
raise the bar toward the ultimate goal of 100% proficiency. The firstasenmaust occur within
two years, and each following increase must occur within three yearss &aitde how
aggressively to pursue the proficiency increases; many states havécopéter the greatest
challenges until later years.

In making AYP determination®yCLB further requires schools and school systems to test
at least 95% of the students and each sub-group of students and include one other academic
indicator for all students. The U.S. Department of Education permits (with appeacal state
to determine the minimum number of students that will be tested in a subgroup before tha

subgroup counts separately in determining a school or district'ssfat#s. This eliminates the
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issue of a small number of students skewing a school's status and should erghie stantify
schools requiring intervention. Schools that do not achieve AYP for the first tirpéaaesl on
the state’s warning list of schools. Schools on this list that do not achieve AY Pldherfgl
year are moved to school improvement status. All schools are subdCt®goals and
reporting requirements; however, only schools receiving Title | funds are stdggecific
requirements for corrective action (Accountability for Schools, 2006).

Schools that don't demonstrate adequate yearly progress for two consezansvarg
identified as needing improvement and subject to immediate interventions. Schbdsehee
federal aid under Title | must allow students to transfer to schools thettaexing AYP and
use public money to provide tutors. Non-Title | schools must implement school imprveme
plans. Schools that do not achieve AYP after being in school improvement for twangears
moved into corrective action, which may lead ultimately to restructuring of hio®lsit the
students do not demonstrate progress. Schools must achieve AYP for two conseatgive lye

removed from the state’s list. This process is summarized in the follovileg ta
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Table 2
School Improvement

Year Action or Status
(of not meeting
targets)

1 Warning

2 School Improvement I: School choice, school assistance teams, and a
specific plan for improvement.

3 School Improvement Il: Same, plus supplemental services such as
tutoring.

4 Corrective Action I: Same as School Improvement plus significant
changes in leadership, curriculum, professional development or other
strategies.

5 Corrective Action Il: Same, plus significant changes in governance
such as reconstitution, chartering, or privatization.

Source: Pennsylvania Department of Education (hityw.pde.state.pa.us )

There are two key aspects to the accountability isshCaB: states must set
benchmarks at a high level and measure student achievement of these bencheaatkgraide
level. Second, all students are expected to be proficient by 2014, which mealisthdeats
will reach full proficiency of the benchmarks within a specific timeneaMeeting
accountability requirements specified LB may be daunting for many districts
(Accountability for Schools, 2006).

To date, most states have made progress in raising achievement in the elegnadésy
but secondary schools still struggle to close gaps between poor and minorityssaundetiteir
white and more affluent peers. State assessment results in reading andma&003 to 2005
indicate progress in raising achievement and closing gaps in the elengratigy. Achievement
in middle and high schools also has improved somewhat. In middle school math, 29 states
improved overall achievement while one lost ground and one saw no change. Overall reading
achievement increased in only 20 of 31 states examined, while achievementidadinestates

and did not change in five others (Education Trust, 2006).
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There are wide-reaching ramifications for many districts ingesfbNCLB. In addition to
testing, benchmarks, and mastery, accountability implies that distrites@ilconduct accurate
research in order to demonstrate that their programs are effectis Btadt do this in order to
be eligible for any federal funding. AdditionallNCLBhas developed specific sanctions that
will be levied if a school fails to achieve adequate yearly progressllyi-iNELB also contains
specific provisions for staff qualifications and development, training, rea@aottopportunities,
attendance, safety and collective bargaining (Education Commission dates, 2002).

NCLBmay play a significant role in potentially changing the focus of the midtimo$
from total development of the child to student achievement and accountability. Staartthrds
student achievement may dominate many school reform efforts. As each schoobjigea uni
learning community, however, mandated standards may not truly provide insigtihas t
effectiveness of the educational programs in developing the total child. Therees fane
educators to explore a variety of measures that include all major stakehsidéests, teachers,
parents, administrators, and the community in addressing educational progoamsif, 2001).
Pennsylvania

In this study, a number of measures will be explored to indicate student achmntvem
Pennsylvania school’s students achievement levels are measured by Ah@&88pation in
those tests, and on attendance at the elementary/middle school level andoyr agdiest at the
high school level. The Pennsylvania System of School Assessment (PSSA) prowadeatioh
about individual student achievement and that of schools and districts. The purposes of the

statewide assessment component of the PSSA are to:

e Provide students, parents, educators and citizens with an understanding of student and

school performance.
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e Determine the degree to which school programs enable students to attaiempcygfafi
academic standards.

e Provide results to school districts (including charter schools) and Area dfuaati
Technical Schools (AVTs) for consideration in the development of strategic plans.

e Provide information to state policymakers including the General Assembly and @oar
how effective schools are in promoting and demonstrating student proficiencies of
academic standards.

e Provide information to the general public on school performance.

e Provide results to school districts (including charter schools) and AVTSs based upon the
aggregate performance of all students, for all students with an Individualizeatigduc

Program (IEP), and for those without IEP, (Mathematics Assessment Handbook, 2001).

The PSSAs, participation in those tests, and attendance at the elemedtieysciiool level
and graduation rate at the high school level will be used to determine Pennsylvania schools’
AYP status. Using 2001-2002 data as the starting point, Pennsylvania estabkstodidwing
AYP targets for 2005-2007:

e 54% of students proficient or above in reading.

o 45% of students proficient or above in math.

e 95% student participation in the PSSA.

e 90% or improvement in attendance/80% or improvement in graduation.

These expectations apply not only to the school or district as a whole but also to thegmadorm

of subgroups, including racial/ethnic categories, low-income students, studéntssatiilities,
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and English Language Learners. The following chart summarizes logeg gaals for

Pennsylvania students in meeting AYP:

Table 3

Adequate Yearly Progress (AYP) Goals for Core Subject Results

Year | 200204|200507 200810 20112012 2013 2014

Percent
Proficientin 45 54 63 72 81 91 100
Reading
Percent
Proficientin 35 45 56 67 78 89 100
Math

Source: Pennsylvania Department of Education (hitpw.pde.state.pa.us )

In 2004-05, 2428 or 81% of Pennsylvania schools achieved AYP status. In addition to higher
standards, 45% in math and 54% in reading in 2004-05, schools had to show 90% attendance for
schools without a graduating class, or an 80% graduation rate and a 95% participation r
students who were eligible to take the exam (Pennsylvania Departmehicaatien, 2006).

According to data from 2003-2005 analyzed by the Education Trust, Pennsylvania middle
school students in general performed at or above the proficient or “meets staledaids\s
indicated in the following table, however, subgroup data reveals a bleakercpgesp&though
students overall in the state of Pennsylvania demonstrated gains in mathdamg saican

American and Latino students demonstrated deficiencies in both areas:
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Table 4

Proficiency Levels

Group Reading Math
African American -4* -3
Latino -7 -8
Native American +3 No change
All students +1 +12

Sourcenttp://www2.edtrust.org*Score variance from proficient level

Achievement Gaps in Pennsylvania

A primary goal ofNCLBwas to close persistent gaps in achievement. Many states are not
achieving that goal in secondary schools. In 2005, after two full school years efrienghtion
of NCLB, states have made progress in reading and math at the elementary grades|tbutre
lagging in the middle grades and high schools, particularly when it comes to marrowi
achievement gaps (Education Trust, 2006).

In reading at the middle grades, more states saw achievement gapstharr grow
wider, but in some cases, those gaps narrowed because the achievement aidenite st
declined. This contrasts with states like New York, North Carolina, and Pennaylgaoh of
which raised achievement for all groups of students, while acceleratinggaihs lowest-
performing groups.

The black-white achievement gap was narrowed by an average of sevemtpge
points in ten school districts in Pennsylvania. Black students in these distvietmbieeased

their reading and math proficiency rates by ten percentage points, viitidestudents have
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improved by three points. While the average black-white achievement gap is 28r&ggec
points in these districts, this compares favorably to the average gap of 25.6Gqaatt&-12
districts statewide. The average Hispanic-white achievement gapmsyheania is 24.5 points
for all K-12 districts (Pennsylvania Department of Education, 2006).

In Pennsylvania, 51 districts were recognized for narrowing achieveyapstbetween
economically disadvantaged students and all students by an average of 9.1 pepoantsige
Economically disadvantaged students in these districts have raised theig r@adiimath
proficiency rates by 14.2 percentage points, while all students have improved by %2 point
The average gap between economically disadvantaged students and all studeamtsateithad
percentage points for the districts being recognized. This still compa@sbly to the average
gap of 15.3 points among all K-12 districts (Pennsylvania Department of Education, 2006).

The achievement gap begins at an early age. At the fifth gradegtkstel, 67% of white
students are reading at proficient or advanced levels, and 65% are proficientnmeddua
mathematics. However, only 28% of black students tested at proficient or abeadiimgrat the
fifth grade, and 25% of black students tested at proficient or above in mathemtitesame
level. Among Latino students, 30% are proficient in reading, and 32% are proicient
mathematics. Low-income students tested at 36% proficiency in reading and@sdemqey in
mathematics. Students with IEPs are also at the low end of the achievemeéhitipa fifth
grade level, only 19% are proficient in reading and 22% in math (Pennsylvaragrept of
Education, 2006).

Although one of the primary goals NCLB was to close gaps in achievement, the United
States has not made significant gains nationally at the middle level. Remigyhowever, has

been achieving solid results in narrowing the achievement gap. This studitemipato explore
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the strategies that have been successful in supporting achievement in middie iscth@ostate
of Pennsylvania. Additionally, the phenomenon of lower income districts achieving abteve st

achievement averages will be investigated.

Rural Schools in Pennsylvania

Pennsylvania is the third most rural state in the nation. In 2005, 352,040 students were
enrolled in Pennsylvania’s rural schools, 20% of students in the state. The US medisal for
school enrollment is 148,579. Fifty-two percent of students were in elementaryg (ffa@eand
48% were in secondary grades (7-12). Twenty-five percent of public schools in IRaniasgre
rural; state education funding to these schools is 24% (Rural School and Commusiity T
2005). Data on rural school enroliment show the majority of rural schools have had eithe
stagnant or declining enroliments over the past ten years. Enrollment prigeiotim the
Pennsylvania Department of Education suggest that this trend will continue fastaether
ten years. The recession of the 1980s led to a “Brain Drain” of many of thameaalin the
state creating issues for districts attempting to provide resourceducation. Although there
are administrator and teacher shortages, especially special edteatioers, attrition rates for
students are lower in rural districts (Hillman, 2003).

In Pennsylvania in 2004, 160 city public schools made AYP, up from 58 schools the
previous year (Dean, 2005). Results for rural schools in Pennsylvania areanotedearchers
have questioned the validity of AYP measures in rural districts (Lee, 20@&ljtidnally in
Pennsylvania, rural students face comparatively fewer challeegesient, class size,
teachers’ salaries) than rural students in other states but nonethelesstomaeak student
performance (Hillman, 2003). In the report entitled "A Rising Tide: The Gu8tate of Higher

Education in the Commonwealth of Pennsylvania,"” the Education Policy and Leadersieip Ce
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and The Learning Alliance for Higher Education at the University of 8dwvania found that
while Pennsylvanians as a whole are enjoying increasing accesseo dxlgication, young
adults in rural communities remain at a significant disadvantage (Edueatioolicy
Leadership Center, 2006).

Achievement and Socioeconomic Status

NCLBdemands from the American public school system that all students, regardless of
race or socioeconomic status, must be held to the same academic expectatiosisthen t
academic progress must be measured using the criteria of AdequatePfegress (AYP).
Success in complying with the law will be based on how well students are doing mgmaki
progress toward meeting these standards.

Does AYP provide an accurate measure of student achievement? Although this may
guestionable, it has provided impetus for educators to explore possibilities farmgasudent
achievement. Among educators there is currently no consensus on predictors of student
achievement. Faculty behaviors and school organization, school size, parental invomeinent
monitoring are often cited as predictors of student achievement (DiPaop®00&6; Spera,
2005; Alspaugh & Gau, 2003). Research on student performance, however, also frequently
indicates that socioeconomic status is one of the most important factors inftustudent
achievement (Hassan & Opheim, 2005; Brown, Anfara & Roney, 2004; Neill, 2003; Sutton &
Soderstrom, 1999).

Students of lower socioeconomic status traditionally have demonstrated loglerde
academic achievement (Tajalli & Opheim, 2005). Research provideskkypotheses as to the
nature of the relationship between socioeconomic status and achievemenicbowe-students

may enter school substantially less prepared to do academic work thanitlig-imcome peers
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(Lee & Burkam, 2002). In addition, lower income students may attend schools theatlassf
prepared, in terms of teachers and physical resources, to assist them imgdkieguate
Yearly Progress. This may create significant challenges for egoalyrdisadvantaged schools
attempting to improve achievement.

Other research, however, has indicated that lower socioeconomic status may not
necessarily translate to lower academic achievement. For exanagleettaffiliation, resource
support, and academic emphasis have been found to positively influence student aettievem
regardless of socioeconomic status (Brown, Anfara & Roney, 2004; Brown, 2002; Smith 2002,
Sweetland & Hoy, 2000; Valente, 1999). Sirin (2005) conducted a meta-analyseslitériature
on socioeconomistatus (SES) and academic achievenrejaurnal articles published between
1990 and 2000. The sample included over 100,000 students in 6871 schools and 128 districts.
The results indicated a relationship between SES and achievement; howevdéouBttithe
relationship is moderated by the unit, the source, the range of SES variables gktof SES-
achievemenmeasure. The relationship is also contingent upon school level, minority status, and
school location (Sirin, 2005).

Of all the factors examined in the meta-analytic literature, fantig &t the student level
is one of the strongest correlates of academic performance. Studentesisdies; such as
student's grade, minority status, and school location, moderated the magnitudelatitheship
between SES and academic achievement. Results suggest that paremts'ilotdai
socioeconomic structure has a strong impact on students' academic aehteV&hen students
provided the data about their family's SES, the magnitude of the relationshiprb&t®&eand
academic achievement was the smallest. When the SES data weredditan parents;

however, the results were likely to be much higher. Studies reviewed in this siaasssed
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students' academic achievement using different types of academic adnévesasures. Single
subject achievement measures, such as verbal achievement, math achjessinsneénce
achievement, yielded significantly larger correlations than gendra\eenent measures such as
GPA or a composite achievement test (Sirin, 2005).

Other studies confirm this finding. For example, the lllinois Education Rés€anancil,
in conjunction with the lllinois State Board of Education and Chicago Public Schools, found that
low income students perform better in classrooms with higher quality tsadlne researchers
evaluated teachers in lllinois, Wisconsin and Ohio, ranking schools according ther tea
guality score. In lllinois, that score was determined by five factorsvirage college entrance
exam score of all teachers in the school; results on the teacher licessioigosic skills; a
national ranking of college attended; years of experience; and numberhareadth
provisional credentials. All of the state's 3,800 public schools were evallragethools where
more than half the pupils were low-income, an average of 44 percent of studerdspatbse
reading, writing, science and social science exams when the schodledawith low-quality
teachers. In poor schools with better teachers, the pass rate increased ®eb@&iérp, 2006).

Alspaugh and Rui (2003) studied student achievement using data from a large urban
Missouri school district. The district's 39 elementary schools applied sieslaurces in all
schools but varied considerably in K-5 enrolimentcioeconomic status (SES), and student
achievementSmaller schools were located in the older, inner-city section of the gisthite
larger schools were found in the newer, suburban parts of the district. There wasah ge
decline in achievemeits school enroliments increased for both the inner-city and suburban
schools. Other research, however, indicates that the relationship betweennaehtave

socioeconomic status is substantially weaker in smaller schools than ldrgelssthat is,
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studentdrom impoverished communities are much more likely to benefit from smaller school
(Tajalli & Opheim, 2005).

The role of poverty in school reform is of great debate in the United Stated.abhee
United States has the highest rate of childhood poverty among rich nations; thig golvgtly
correlated with race and ethnicity (Berliner & Biddle, 1995). Data framnaber of sources
have indicated that poverty, particularly among urban minorities, is associgtddwer
academic performance, and among the lowest social classes, environmemtsl| $ach as
family, social and medical influences, are strongly associatédagademic performance
(Anyon, 2005; Rothstein, 2004). Berliner (2006) found that small reductions in family poverty
led to increases in positive school behavior and better academic performance.

The Trends in International Mathematics and Science Study, known as TIMS&igprese
data on mathematics and science scores for fourth and eighth grade Amdiseggregated by
the degree of poverty in the schools they attend. In 2003, data indicated that schools with
wealthier students consistently achieved higher scores. The averagefectite schools with
greater than 50% of their students in poverty fell below the U.S. average scoralésponz
Guzmén, Partelow, Pahlke, Jocelyn, Kastenberg, & Williams, 2004).

The Progress in International Reading Literacy (PIRLS) scores, vghécheading
assessment administered to nine and ten year olds in 35 nations, reveals stmilangjess.
American students ranked ninth in literacy in this study. When only data from widenss in
the U.S. are analyzed (data from schools with higher percentages of low inadergsare
excluded); however, U.S. students score higher than Sweden, which is the leading nation in

literacy (Ogle et al, 2003).
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Is student achievement a factor of socioeconomic status, or can issues, stiaoas
organization, faculty training and school programming, positively influence student
achievement? It will be important for educators to explore issues of sasisland educational
environment and how changes may actually mediate learning in schools. In thia stgily-
economically disadvantaged student population in rural Pennsylvania that achieved above
average scores on state standardized achievement tests was investigadmexplore
factors that may affect student achievement positively.

Qualitative and Quantitative Research

Gay (1996) defines qualitative research as the collection of extensate/eanformation
on many variables over a period of time, which occurs in naturalistic surroundingslldhis
the researcher to acquire insights not otherwise available through @therdologies.
Qualitative research allows for a more complete understanding of behapiomg an
understanding of the circumstances in which it takes place. The focus of titatigeapproach
is the development of phenomenon and events in a naturalistic setting. tiyeaktsearchers
further consider how people feel about things as they exist, what people bediawet], @ what
meanings are emotionally involved with the assorted activities.

In quantitative research the researcher typically approachesstiremgsoblem with
distinct variables in mind. Reality can be measured in a reliable and valid marpieyiag pre-
established operational and standardized definitions. Quantitative resetyuically more
structured than qualitative research. In the social sciences there hagdmedebate regarding
the exclusive application of methods. That is, some researchers argue thatrmteisn@ore
complete, thorough, and appropriate than another and should be applied exclusively for

exploring research hypotheses (Howe, 1988).
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Research in the social sciences represents an attempt to understand humambeiregs
world in which they function. Qualitative and quantitative research should represent an
interactive continuum (Newman & Benz, 1998) and should be applied as a holistic approach to
research. In order to accurately explore issues in an educational environmeetyafa
research methods should be employed.

The concept of "triangulation," is essential to a multidimensional resappzbach. It
entails "inspection of different kinds of data, different methods, and a varietyeairch tools"
(van Lier, 1988) in a single investigation. Denzin (1978) identified different varietie
triangulation:

e Theoretical triangulation — applying different perspectives to anéiigeame set of data

e Data triangulation — applying multiple data sources and data sets (diffatargets may
be obtained through different methods or the same method at different times (Branne
1992).

e Investigator triangulation - multiple observers, researchers, or emauatethodological
triangulation use multiple measures of a given concept (Isaac & Mjdagd).
Triangulation has an important advantage: it facilitates corroboration rateiog and

illumination of the issue in question (Marshall & Rossman, 1995). Studies relying ayiea sin
method are more vulnerable to errors linked to that particular method (Patton, 1990).
Triangulation of measurement is particularly crucial in educationehrel because "there are
serious risks in making recommendations based on a single criterion whidb talssider the
whole educational outcome of an educational process" (Isaac & Michael, 19&13tudy will
employ a variety of both qualitative and quantitative methods in an effort to comginaiig

address the research question.
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A focus group is a group of individuals gathered to discuss a topic that is the subject of
research exploration (Powell, 1996). Focus groups rely on interaction within the gsmgbdn
topics that are supplied by the researcher (Morgan, 1997). The key distingaishiagteristic
of focus groups is the insight and data produced by the interaction amongpaat$icirhe main
purpose of focus group research is to draw upon respondents’ attitudes, feelings, belief
experiences and reactions in a way that is unique versus other reseihmtisingich as
observation, one-on-one interviewing, or surveys. The participants’ attitueksg$eand
beliefs may be partially independent of a group or its social setting bubaedikely to be
revealed via the social gathering and the interaction of a focus group. Comparedidoahdi
interviews, which aim to obtain individual attitudes, beliefs and feelings, fgrowgps elicit a
multiplicity of views and emotional processes within a group context. Focus gatsagpsnable
the researcher to gain a larger amount of information in a shorter periocgof tim

An interview is a research tool in which the interviewer prepares quettiadsiress a
specific topic. The interviewer guides the questions and focuses the stathptatt to elicit
responses from participants in their own terms. The researcher mustidetahat is important
and ethical, and determine the completeness and accuracy of the Raghiltsand Rubin,
1995). Interviews enable researchers to ask questions and collect data ory afvempets.
Additionally, the researcher can collect rich, detailed data from eathipant. One
disadvantage of the interview method of data collection is the lack of geabiiglyzand
reliability. Also, interviewers must be careful not to introduce bias to therobsegerview.

The survey is a non-experimental, descriptive research method. Surveys camlbe usef
when a researcher wants to collect data on phenomena that cannot be directlyloDseavare

usually collected through the use of questionnaires, although sometimes esedireictly
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interview subjects. Surveys can use qualitative (e.g. ask open-ended questionsiitatigaa
(e.g. use forced-choice questions) measures. There are two basic type®ps$: cross-
sectional surveys and longitudinal surveys. Cross-sectional surveys are udbdrtoaa on a
population at a single point in time while longitudinal surveys gather data ovepd petime
(Babbie, 1973).

Questions must be designed carefully. A poorly designed questionnaire captures
inaccurate or inconclusive data. One advantage of survey research is th¢cabditect large
amounts of data in a short period of time at relatively low costs. Raw data caalyzedmn
many different ways, and the data can be stored and managed for futurehreSaarof the
greatest disadvantages to survey research is the fact that researesieapply specific
guestionnaire design principles in order to accurately collect data. Fopkxaesearchers must
be familiar with construct development and scale measurement.

Summary

The literature on the middle school provides a comprehensive view of the histoey of t
evolution of the middle school, as well as numerous studies addressing the tramsitigumfor
high school to middle school. Additionally, middle school advocates seem to have come to
consensus on criteria to describe exemplary middle school charactenstigsads.

It is evident that the middle school concept is supported by a significant amouwsgacreon
the developmental needs of 10-14 year olds.

However, although there has been a variety of research directed at theairga of the
middle school and its essential components, most middle school advocates agrestitiiat ex
research fails to demonstrate a comprehensive approach to measuringasth@eeiment and

school effectiveness at the middle level. Many of the existing studies addrstsslent
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achievement focus primarily on standardized test scores as measuresvamaehtewhich
involve purely empirical data. Additionally, there has been a significantaterne research on
the exemplary middle school in the year 2000 and beyond. Finally, the introdudiaiiBf
legislation has significantly shifted the focus of middle school studies frem@ary practices
and models to the measurement of student achievement per state and federal nhémaates
comprehensive research employing multiple measures of student achieienez@ssary to

continue meeting the needs of today’s young adolescents.
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CHAPTER 3
PROCEDURES

The purpose of this study is to evaluate factors that may be related to aboge avera
student achievement in a rural, low income middle school environment. Both qualitative and
guantitative methods will be employed to explore programs, curricula, stakehpketeeptions,
and other issues that may be related to student achievement. This chapter esh Huelr
evaluation design, the context, the sample population included in the analysis, instiomenta
variables and data analysis.

A case study approach with exploratory and descriptive methods of datdiaoNead
be employed. Data will be collected from students, administrators, parentcalty through
surveys, interviews, focus groups and document review. Because the data wliktted from
four groups at one point in time, this design is considered a one shot case study (lndcoln a
Guba, 1985). The single bounded system is the “Miller Middle School,” (MMS), and the groups
to be studied will be investigated in one academic year only.

Setting, Sampling, and Participants

The district is located in East Central Pennsylvania and is situated on tivern@dge of
the Pennsylvania Dutch Country. The history of the county officially dates bd@&4 1. Before
the first European settler ventured through the area’s forests, this cemwdg as a Native
American hunting ground for the many tribes inhabiting the banks of the Susquehanna and
Delaware Rivers in Pennsylvania. During the latter half of the 18th centeryaa settlers
farmed the wide valleys during the era of the American Revolution. By the 180dssdbeery
of anthracite coal forged a new period of Industrial Revolution, as coal miningrinéd

immigration and further development of many boroughs and "patches" acrossitiye c
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Transportation expansion, by the way of canal, railroad, and trolley, followed asutitg was

fueled by the anthracite industry. A multi-ethnic immigration followed, mattirggcounty one

of the United States' classic "melting pots" of society. The arda fot/? square miles with

5,548 inhabitants. The population is comprised of 48% males and 52% females. Twenty percent
of the population is under the age of 15, while almost 20% is over the age of 65. The area is 97%

Caucasianvfww.censusbureau.arg008).

One thousand three hundred and twenty-eight students are enrolled in the school district
with 315 housed in the middle school, grades five through seven with 93 students invgrade fi
112 students in grade six, and 110 in grade seven). The district is comprised ohasehbda],
grades eight to twelve, one middle school, grades five to seven, and four elenwialy. s
One hundred and eighty-three students are enrolled in the special education program, and
twenty-nine are enrolled in the gifted program. The number of instructionsitakays 180, with
the average school day lasting six hours. The following chart provides degailding PSSA

results for the entire district (paprofiles.org, 2008).
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Table 5

Assessment Results 2002

Mathematics Percent of Students Achieving Scores
in the Following Score Groups:
Grade Scaled Scores  Advanced Proficient Badelow Basic
5 1,340 27% 37% 18% 18%
8 1,340 16% 44% 24% 16%
11 1,310 21% 26% 25% 28%
Reading Scaled Scores  Advanced Proficient BasiBelow Basic
5 1,400 38% 31% 18% 14%
8 1,360 29% 43% 15% 14%
11 1,320 15% 46% 24% 16%
Writing Scaled Scores  Advanced Proficient BasiBelow Basic
6 1,320 15% 46% 30% 9%
9 1,380 13% 59% 13% 14%
11 1,440 31% 57% 7% 5%

The state baseline for proficient and above is 45% for Reading and 35% for

Mathematics.
Sourcehttp://www.paprofiles.org/profiles/DistrictAssessmg asp

The Miller Middle School was selected based on several criteria, inclatlidgnt scores
on achievement tests, percentage of students in the district identified asdave jhdacation
relative to the primary researcher and accessibility to the prirmaearcher. As displayed in the
table above, 60% of students were advanced or proficient in mathematics atdleelevel,
69% proficient or advanced in reading, and 72% proficient or advanced in writing.

Grade retention for the 2001-02 school year was zero for both seventh and eighth grade
and average class size ranged from five to twenty five. The school has a gérgdarece rate
and 32.2% of the students are low income. There are 6,401 library titles, with 3,736 checked out
during the school year. Seventy-five computers with Internet acceasaaliable for student use:
47 in classrooms, 28 in computer labs, and six in library/media centers. In teranrsdairdized

academic assessment, thirty-six percent of students scored in the adeageedr state math
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assessment exams, while thirty-nine percent score in the advanced ramgknig (8chool
Profiles, 2008).

The following table programs/opportunities/initiatives were offered aradtvely
supported at the school during the 2001-02 school year:
Table 6

MMS Programs

Academic Programs/Opportunities/Initiatives

Required art courses
Required music courses
Acceleration programs
Enrichment programs
Tutorial or extra help programs
Environmental education center
Required physical education courses
Industrial arts/technology education
Career exploration/career resource center
Consumer and homemaking education
School to Work program
Honors programs/courses:
v Math v" Eng

Supporting Programs/Opportunities/Initiatives
Intramural sports
Band/orchestra
Chorus
Theater/arts activities or productions
Parent involvement programs/organizations
Community service programs/opportunities
On-site lunch service
On-site breakfast service

LA EARSHSELSS

5555555

The number of students suspended (excluded from school for 1-10 days) is eighty-five.

There were no students expelled (students excluded from school for more than tehoags)
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were ten law enforcement referrals in the school year 2000-01, and no stiaksifed as
habitual truants per the school code (Pennsylvania School Profiles, 2004).

The study sample will be comprised of four groups: teachers, students, adtarss
and parents of the Miller Middle School (MMS). This study will employ a non-fibtya
sample, as the primary researcher will attempt to conduct a census of tBetddént and
faculty population via survey and will employ convenience sampling for focus groups and
interviews with all groups.

Included in the sample were all 27 faculty members of the teachingBu@fto budget
and time constraints, no more than 20 parents were surveyéd and
nterviewed for the study. All four hundred and twenty-three students of the setr@osurveyed

for the study. Administrators were not be surveyed, but were interviewed foudlye st

Methods and Procedures
In order to provide a detailed, in-depth profile of the population, multiple sources of data
collection were employed: surveys, one-on-one interviewing, document reviewcasd fo
groups. Students, faculty, administrators and parents were the target ofetdedata collection
methods. Prior to fieldwork, permission to conduct the investigation will be obtainednfeom t
local district school board office and the principal of the middle school. Approval ezicddita
from subjects was obtained from The East Stroudsburg University InstituReradw Board,

the committee for the protection of human subjects.
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Case Study

Case study research enables us to explore a complex issue or object anenchn ext
experience or add strength to what is already known through previous reseaecttuGies
emphasize detailed contextual analysis of a limited number of events or@asnditid their
relationships. Researchers have used the case study research methog f@amsaacross a
variety of disciplines. Social scientists, in particular, have made wide usis glilitative
research method to examine contemporary real-life situations and provide tHerthss
application of ideas and extension of methods. Researcher Robert K. Yin definesethidg
research method as an empirical inquiry that investigates a contempornaoyngmen within its
real-life context, when the boundaries between phenomenon and context are noéciganity
and in which multiple sources of evidence are used (Yin, 1984).

The literature contains numerous examples of applications of the case study
methodology. The earliest and most natural examples are to be found in the fiaidsuod
medicine, where "cases" make up the large body of the student work. However,drsnamar
areas that have used case study techniques extensively, particufgginment and in
education. The government studies were carried out to determine whetredgaptiograms
were efficient or if the goals of a particular program were being rheteValuative applications
were carried out to assess the effectiveness of educational inititibesh types of
investigations, utilizing merely quantitative techniques tended to obscureo$dineeimportant
information that the researchers needed to uncover (Yin, 1994).

Case study is known as a triangulated research strategy. Feagin, O8joinegg, (1991)
asserted that triangulation can occur with data, investigators, theoriesjeanchethodologies.

Stake (1995) stated that the protocols that are used to ensure accuracy antv@lternat
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explanations are called triangulation. The need for triangulation arisesteoathical need to
confirm the validity of the processes. In case studies this could be done by usiptgrsaitrces
of data (Yin, 1984).

The combination of qualitative and quantitative research will provide the most
comprehensive image of the school district and enable the researcher possiadydp dew
measures to explore student achievement.

Surveys

Data will be collected via surveys from three groups: students, parents, altyl fac
Survey questions will be derived from the National Association of Secondary Scimogb&s
(NASSP) Task Force on Effective School Climate study (Halderson, K&lésfe & Berge,
1989). Satisfaction as an outcome measure is characterized by a persotieateponse to
his or her environment. Student, parent, and teacher satisfaction contributes to a ofeasur
student outcomes, which are the goals of schools (Keefe & Kelly, 1990). Via pauate
surveys, School Climate, Student Satisfaction, Teacher Satisfaction andSdisfaction, the
Task Force attempted to explain, predict or control environmental variablesflihatce the
conditions and outcomes of schooling. These surveys were tested and refinedanad fieltil
test in 1985.

The NASSP School Climate survey is normed for use with students, teachersesmd par
or citizen groups. The survey collects data about perceptions on ten subsazhes:demient
relationships, security and maintenance, administration, student academiatan, student
behavioral values, guidance, student-peer relationships, parent and commuwaly-sc
relationships, instructional management and student activities. There aakod 5&t items on

the original survey, although items may be selected from the survey which wouttsbe m
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appropriate for the current study. The student satisfaction survey of 46itewides data about
student perceptions on eight scales: teachers, fellow students, schoolwork, stivigaesa
student discipline, decision-making opportunities, school building and supplies, and
communication. The teacher satisfaction survey of 56 items addressesathaépsubscales:
administration, compensation, opportunities for advancement, student responsibility and
discipline, curriculum and job tasks, co-workers, parents and community, school suddohg
supplies, and communication. The parent satisfaction survey of 58 items atdiectsn the
following subscales: parent involvement, curriculum, student activities, tsashport
services, school buildings and supplies, student discipline, school administrators and school
information services. Again, items were selected from each survey wharehb& most
appropriate for the current study.

Validity is the extent to which an instrument measures what it proposes to eneasur
Although the Climate and Satisfaction surveys developed by NASSP areelglagw, they
have demonstrated content and construct validity. During the national norming stutlees of t
instruments, school personnel at 65 schools across the country told NASSP restattiers
results of the survey had confirmed what the practitioners had known or suspectetdeabout t
school, indicating face or content validity; the instruments measured whanpadant to
stakeholders. Additionally, the school surveys were developed from an extensive hamisof
based on the dimensions of climate and effective schools reported in the literaldergéh,
Kelley, Keefe & Berge, 1989). Thus, development of the surveys was grounded in a shared
understanding of content, further supporting content validity. In the early deveibphibke

instrument, the Task Force produced a variety of research related to keyeganiahle model.

68



The Task Force placed great emphasis during instrument development on scamand it
conceptualization to ensure construct validity, addressing the meaningfodlessnstrument.

Reliability is an indicator of consistency, the extent to which an instrumédds yie
consistent measures of constructs. Chronbach’s alpha provides an estimate grieaéode
which items on a given scale are perceived as similar in meaning. The anésaus
consistency measure of both the NASSP School Climate Survey and the StudéadtiBatis
Survey scales is .81. The average reliability of the Teacher Satisf&ctrvey is .88, and the
Parent Satisfaction Survey reliability score is .85 (Halderson, Kellegfek& Berge, 1989),
indicating that the items demonstrate consistency in measuring the concepts

All students from grades five through seven were surveyed regardingdhsiaction
with school environment. Students and faculty were surveyed during school on campuss wherea
parents were surveyed by mail. All participants were given a consentdeticribing the goals
of the study and will also be assured of confidentiality and anonymity. The dathen be
collected and analyzed with SPSS software. The data will be housed in databagement

software for future analysis and study.

Interviews
Interviews were conducted with a simple random selection of teachers, stdaans,

students, and parents. Ten students were be selected from the school roster. Vandatudtrs
and parents were randomly selected as well. Two administrators fromdtie is¢hool building
were also be interviewed.

The researcher used a semi-structured interview format that enableigh@ais to
incorporate their ideas regarding the topic and provide any spontaneous responisdhs we

interview will include both closed and open-ended questions. The interviews enabled the
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researcher to understand the development of model middle school components at MMS, and how
faculty, students, parents and administrators participated in their impleime@sivell as how
they perceived these components.

An interview guide was developed and utilized for the study. The final guitibewil
reviewed by both the primary researcher and the principal of the building to #reLites
appropriate for the student body. This also enabled the primary researchermongetenether
or not there were additional issues that needed to be addressed to better undesgiartatitar
population.

Students, faculty and administrators were interviewed privately on cadyping the
school day or after school. Parents were interviewed at their convenidrereoaior off
campus. All on-campus interviews were conducted in one of the teacher/stafapoeparoms.
A letter describing the study and inviting the randomly selected parentsitopgdetwas sent
home with students approximately one month prior to the scheduled interview dates. For
teachers, students and administrators, this letter was provided prior to thiewtar campus.
The interview protocol was approximately three to four pages in length intordenduct the
interviews within a thirty-minute time frame. The researcher recoegmbnses manually and
also asked the interviewees if audio taping would be permissible. This wasdaorsire
accuracy of data collection. Respondents were assured of confidenhdlipnanymity. Data

was immediately transcribed and then organized in database software.

Document Review
In a research situation documents may provide the researcher with thetaiiiyess

events that have already taken place. Document review may enable the reseamiieborate
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evidence from other methods of data collection, such as interviews and focus groigs. In t
study the primary researcher took field notes throughout the entire repeacebs and

attempted to utilize other documentation, such as old school newspapers and commarsty pa
in order to fully describe the research setting, the subjects, and the miulié smncepts
employed in the school. Standardized test records, calendars, and newsletterscessed for
analysis. Minutes from meetings, announcements, formal policy letters andlothenents

were also be utilized for research purposes.

Focus Groups

A focus group script will be created to complement the interview and surveylata.
final script will be reviewed by both the primary researcher and the prirafigia building to
ensure that it is appropriate for the student body. This also enabled the primachersea
determine whether or not there were additional issues that needed to beetioiresder to
better understand this particular population. One to two qualitative resedicitieterminal
degrees in research) were employed to serve as moderators. A |attdrngshe study and an
invitation to participate were delivered one month prior to the focus group se$Xwcipants
were assured that their identities will not be revealed in the study report.

Two sessions with six faculty members in each were conducted during ewiceslay.
The faculty was be provided with breakfast as an incentive to participate. $svorsewith six
parents in each were planned to be conducted in the evening at the school campus. Parents we
provided with refreshments and a gift not greater than $10 in value from the sohedbst
participating. Two sessions with eight students in each group were cahdudtey school

lunch hours. Students were provided with free lunch and a gift (not greater than $5 in value)
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from the school store for participating. Data was summarized by the pnies@archer in
coordination with the two qualitative researchers.
Management of Data Analysis

Data must be organized and analyzed for the previously mentioned data collection

processes. This involves several processes:
Data Preparation

Analysis of data was conducted by the primary researcher. All returnsticqunaires
were examined for errors, failure of respondents to follow directions, exphacatoments and
other items noted by the respondents. The response rate was noted and anyimregbd s
omitted. Data from focus groups and interviews also were reviewed forrany. e

Data Accuracy

Data will be screened for accuracy upon receipt. Data will be checked te #&mestur
the responses are legible and readable, that all important questionsaaeednand that
responses are complete.
Developing a Database Structure

The database structure is the manner in which the data will be stored for theosthaty
it can be accessed in subsequent data analyses. A printed codebook was gentedatsxditie
the data and indicated where and how it can be accessed. This codebook included: variable
names, variable descriptions, variable formats (number, data, text), instimetbod of
collection, date collected, respondent or group, variable location in database, anc&canymst
comprehensive documentation will also enable other researchers who might subsedgsient

to analyze the data.
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Data Entry

The data was logged into the computerized database program, Microsoft, Aockess
further data analysis was be completed with SPSS. Simple descriptiysesnahs conducted to
determine data status. Original data records were stored in a date aashthis information will
be important to the school district. This includes returned surveys and field notes.

A procedure was established to check the data for accuracy. Records wetesket!
on a random basis. After the data was entered, a combination of spreadsheetdasdsiatre
used to summarize the data and check that all the data was within acceptébknikini
boundaries. Additionally, all data was checked for missing values.

Data Analysis

The data obtained on the returned questionnaires were entered into a Microssit Ac
database and exported to SPSS where an item analyses was conducted. Fdesitibatigns
and cross tabulations were conducted in SPSS to analyze questionnaire responsesyFreque
distributions were also used to determine the distribution of item/responses. ataiaad
multivariate statistical analyses were utilized to determiraioglships between variables.

Document Review

The information found through the document review process were housed in a database.
Data was in text, graphical, or photographical format. This enabled the resgarprovide
extensive descriptions of data over an extended period of time determinimggepéterns. The
software was used to confirm any recurring themes.

Interviews and Focus Groups
Categorical aggregation was employed for the data obtained via intervidviecas

groups. The researcher attempted to determine patterns and arranged thedalarifotmat.
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Audiotapes from the interviews and videotapes from the focus groups were reviethed b
primary researcher to confirm manually recorded responses. Addioregilirring themes from
the video, such as body language, were noted.
Summary

Case study research will be employed in this study, including a varieiplafratory and
descriptive methods for data collection: surveys, interviews, focus groups and dboenrew.
The primary researcher will explore standardized test scores, assvatlident, teacher, parent
and administrator perceptions of school climate and satisfaction levels. Foeps gnd
interviews will complement the data collected via surveys and will proviaeguwiation of data
to create a more comprehensive image of the Miller Middle School and ithaltddes. Multiple
sources of evidence typically improve the accuracy of conclusions (Yin, 1994 wilidie
collected and organized in order to facilitate future study of this topic andysartschool
district. Data analyses will be performed using SPSS software. The ifujlalwapter will
discuss results of the data collection and analyses while chapteiilfif@was on discussion,

conclusions and future research.
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CHAPTER IV

FINDINGS

This research focuses on educational programming and student achievemeridiea mi
school in Northeastern Pennsylvania. The school has been given a pseudonym for the purpose
of this study. This rural school was selected primarily because student$igtmethan average
on state standardized tests while the population consists of a percentage of lowsituctenes
that is higher than the state average. Typically, a lower income student wopwiatild not
demonstrate this type of performance.

This study attempts to answer the question, “What factors may contribute to t@nd fos
student achievement at the middle level?” The goal of this study was to etkyptargh both
guantitative and qualitative methods possible factors that may be contributing ta stude
achievement in a public middle school environment with a high percentage of students below the
poverty level.

A case study approach with exploratory and descriptive methods of data collezsion w
employed. Data was collected from students, parents, administrators ang\fecsiirveys,
interviews, focus groups and a document review. The single bounded system is thre “Mille
Middle School,” and the groups to be studied will be investigated in one academic year onl
Surveys were delivered to 279 students and fifteen teachers at the end of a schooéniy. Tw
surveys were sent home to parents; however, only five were returned. Due to tbsgonse
rate on the parental survey, those statistics must be interpreted with caui@y. iestions
were derived from the National Association of Secondary School Principals ASSk
Force on Effective School Climate study (Halderson, Kelley, Keefe §8Bd1989). The surveys

were scored, and data was entered into SPSS 17 for analysis.
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The surveys all employed a six-point Likert scale ranging from one tagixgne
representing very dissatisfied, five representing very satisfied, anejpsesenting “l don’t
know”) to measure the extent to which each group is satisfied with a varietyweteand
programming of the MMS.

Following the collection of survey data, a random selection of respondents was
interviewed and participated in focus groups to further discuss the middle school. Titagivpia
data was triangulated with the quantitative data to obtain a deeper and xgheagon and
understanding of the middle school and to attempt to answer the research questicama¢ha
this study.

This study explored the following questions:

1. What factors as perceived by educational stakeholders have a relationempuiddte
school student achievement in a rural, low socioeconomic status school?

2. Are these relational factors the same as those identified in theuliteeet “exemplary
middle school components?”

3. Is satisfaction on the part of the educational stakeholders with a school’s praggamm
climate, activities, facilities and administration related to studeneeehent?

Qualitative and quantitative data were collected from four groups: studentsy,fpenénts and

administrators. Results from surveys, focus groups, and interviews are pdsegteup.

Quantitative Data
Student Data
Surveys
Two hundred and seventy-nine students from the middle school, 89% of the school

population, were surveyed during school time at the end of the school day. Thirty-four pércent

76



the students were in fifth grade, thirty-six percent in sixth grade and tbitgmt in seventh
grade. Forty-nine percent of the surveyed student population was male whildfeeysércent
was female. The school population is 49.5% female and 50.5% male.

Several dimensions were measured in the survey: relationship with teauhésicav
students, school work, student activities, student discipline, decision making, suppliegbuildi
and upkeep, and communication. Survey items included a scale ranging from one tih ©Rewi
representing “very unhappy,” two “unhappy,” three “neither,” four “happyd’ fave
representing “very happy,” and six representing “I don’t know.”

Summary scores on the dimensions indicate that students are most satikfezhaol
buildings and upkeep, student activities and their teachers. The least satisfactirs with
schoolwork, decision making opportunities and student discipline. Detailed frequen@asHor

guestion are reported in Table 7.
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Table 7

Student Survey Data Top* Mid Bot DK
TEACHERS

How well teachers understand my problems 48.97.8 14.5 18.9
How often teachers tell me when | do good work. 958. 18.1 16.0 7.0
How much teachers help me when | am having trouble. 61.9 16.3 10.8 11.1
How much teachers make me want to learn new things 45.2 20.7 22.6 10.7
How much teachers help me with my schoolwork 57.85.61 16.3 10.4
How much teachers seem to enjoy teaching 55.2 11.12.6 20.7
How | feel in general about my teacher 71.1 13.0 9.3 6.7
FELLOW STUDENTS

How easy it is to make new friends at my school 454. 15.6 18.9 111
How often students help each other on school pi®jec 45.6 18.9 23.3 12.2
How students treat each other 27.1 24.4 35.5 12.6
The kinds of students who go to my school 43.7 28.113.7 14.4
How | feel in general about other students whoaymy school 47.0 27.0 12.6 13.0
SCHOOLWORK

The choices | have in picking classes 26.7 13.3 35.5 24.1
How much my classes challenge me 45.2 27.0 17.0 10.7
The number of tests | have 30.8 24.8 33.7 10.7
How much my schoolwork is exciting 17.4 21.5 50.0 111
The amount of homework | have 18.1 25.9 38.5 7.0
How | feel in general about my classes and schaddwo 46.3 25.9 17.0 10.4
STUDENT ACTIVITIES

The number of sports teams at my school 57.4 15.90.4 1 16.3
The number of school events in which | take part 9.25 115 17.4 115
How much students can plan and take part in soémits 48.2 20.0 17.4 14.1
The number of social events at school 39.3 17.0 24.1 19.3
How | feel in general about student activities ip school 58.5 18.5 10.7 11.9
STUDENT DISCIPLINE

How safe | feel at school 57.8 16.7 12.6 12.6
How well students behave in class 25.6 31.1 334 9.6
How well students behave in school 25.5 25.9 36.6 115
How well school rules are enforced 39.6 22.2 35.1 12.6
How well students do what is expected without beaid. 24.1 25.9 35.6 13.3
How | feel in general about student discipline in school 36.0 21.9 26.7 15.2
DECISION MAKING OPPORTUNITIES

The importance of meetings that students are iddeattend 31.9 19.6 23.7 24.4
How much opportunity students have to comment amsas that are offered  33.0 17.8 25.2 23.7
How much influence the student council has in satigg school events 40.4 15.9 25.2 18.1
How well school administrators listen to studermas. 344 17.4 29.6 17.8
How well | feel in general about making decisiohsng school 34.4 14.8 30.0 19.6
SCHOOL BUILDINGS SUPPLIES AND UPKEEP

How easy it is for me to use the school library 662. 12.6 13.0 11.1
How good the books and other materials are in¢hed library 57.8 17.0 17.1 7.0
How well the school grounds are kept clean 51.1 017.23.0 7.8
How well the school buildings are kept clean andand repair 55.2 13.3 23.0 7.4
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How well classroom supplies and materials help eaen 54.5 16.7 13.7 13.7

How happy | am in general about buildings suppdiesy school 56.6 17.0 12.2 13.0
COMMUNICATION

How easy it is for me to find out about new and amant things at school 49.2 15.6 20.4 13.0
How easy it is for me to talk to teachers outsliedlassroom 445 20.0 22.3 12.2
How much | am told about what is happening at di®el 451 20.0 24.4 9.3
How much time | spend talking with others aboussés and school activities 47.4 18.5 22.9 10.0
How easy it is to talk with the principal or ottsahool administrators 35.9 16.7 26.7 19.3
How | feel in general about relating to people #ridgs at my school 48.9 14.8 16.3 18.1

*Top Box = summation of “Happy and “Very Happy” freency percentages Mid = “neither happy or unhap@guency percentage Bottom

Box = summation of “Unhappy” and “Very Unhappy” dugency percentages DK= “Don’t know”

Students responded to questions about their teachers. Seventy-one percent are happy or
very happy in general with their teachers while only 9% are unhappy ounbkeappy with their
teachers. Thirteen percent are neutral. Forty-nine percent are happy bappy with how well
teachers understand their problems. Nineteen percent “don’t know” how thelpdaehaw
teachers understand their problems. Fifty-nine percent are happy or very higppgwoften
teachers tell them they do good work. Sixty-two percent are happy or very\udpplye
assistance they receive from teachers when they are having troublei\fopgrcent are happy
or very happy with how teachers make them want to learn new things. Twerdgtpbmvyever,
are also neutral on this question. Fifty-eight percent are happy or very happyww much
teachers help them with schoolwork, and 55% say teachers seem to enjoy teaching.ohe
percent say, “don’t know,” to this question.

Students were also questioned about their fellow students. Fifty-four perceapaseor
very happy with how easy it is to make new friends at school, and 46% are also heggy or
happy with how often students are willing to help each other on school projects. dhenigll
guestion may be more telling and connected to the discipline issue: only 27% arehegpyy

happy with how students treat each other, while 24% are neutral and 36% are unhappy or v
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unhappy. Forty-four percent are happy or very happy with the types of students whbego to t
school, while 28% are neutral. Forty-seven percent feel happy or very happy abtudehéss
in general who attend the school.

The next dimension relates to school work. While 26% are happy or very happy with the
choices they have for classes, 36% are unhappy or very unhappy about class choices, and 24%
“don’t know” how they feel about their class choices. Most students seem to agitheyraie
satisfied with the rigor of their classes; 45% are happy or very happyei much their
classes challenge them. While 30% are happy or very happy with the number thietesizve,

34% are unhappy or very unhappy, and 25% are neutral about this question. Fifty percent of
students state they are unhappy or very unhappy with how exciting theis@dass®nly 17%

are happy or very happy about the number of tests. Again, only 18% are happy or very happy
with the amount of homework they have, while 26% are neutral and 39% are unhappy or very
unhappy about homework.

Students responded to questions regarding student activities. Fifty-seven aercent
happy or very happy with the number of sporting activities offered at the scholel 5886 are
happy or very happy with the number of activities they participate in. Fighy{@ercent are
happy or very happy about their participation in planning school events, while only 39% are
happy or very happy with the number of social events at school. Twenty percent don’t know how
they feel about the number of social events. Fifty-nine percent of students arehappy
happy in general with the way they feel about student activities in school. Tieentyercent of
students are unhappy with the number of social events at school.

Student discipline is another issue addressed in the survey. While 58% of students

indicate that they are happy or very happy with how safe they feel at schgd26éhlare happy
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or very happy with how students behave in class and in school. In fact, 36% are unhappy or ve
unhappy with how students behave in school.

Students were also asked questions about decision making opportunities. Only 32% are
happy or very happy with the importance of the meetings they are inviteddnd;atventy-four
percent “don’t know.” Only 33% are happy or very happy with the opportunities theytdav
comment on the courses that are offered at school twenty-four percent “don’t know.” The
highest “happiness” score on this dimension is how students feel about the influelece s
council has on events to be offered at school. Forty percent of students are happyhappgr
with student council’s influence. Thirty-four percent are happy or very happy about how
administrators listen to student ideas, and thirty-four percent are happy trapgnyin general
with their opportunity to make decisions in their school. The highest “unhappiness” schig on t
guestion is the one regarding students’ general feelings about their opportomtiescipate in
decision making in school. Thirty percent are unhappy or very unhappy with their oppestunit
to make decisions in school.

School supplies, upkeep, and maintenance of the physical buildings were also explored.
Exploring top box frequencies indicates that 63% of students are either happy loapey with
how easy it is to use the library. Fifty-eight percent of the students aregledh the condition
of the library, while 51% are pleased with the school grounds. Fifty-five pestémg students
are happy or very happy with the way school buildings and grounds are maintained, and how
classroom supplies help them learn, while 57% of students are happy or very hggpsrad
with the way school grounds, buildings and supplies are maintained at the school.

In terms of communication, 49% of students indicate they are happy or very happy about

how easy it is to find out about events or other news at school, while 45% are happy or very
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with how easy it is to talk to teachers. Forty-five percent of students ieditthey are happy
or very happy with what they are told about what is happening at school and 47% itindigate
are happy or very happy to spend time talking to their friends about what is hapgtesghgol.
The lowest top box score is indicated in the question regarding how easy it islfmtstto talk
to the principal or administrators about events at school. Only 36% of students are happy
or very happy about communication with this group of individuals. Twenty-seven percent
indicate they are unhappy or very unhappy with this, and 19% don’t know. In general, however,
49% of students feel happy or very happy about communication in their school. Eightsst per
don’t know.

A correlation analysis on the general satisfaction statements for eashstim reveals
significant correlations among several general satisfactiors i(prn05). The strongest
relationships exist between student activities and communication (.456), and studplielis

and decision making (.436). All significant correlations are presented in §able
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Table 8

Pearson Correlations

Dimensions Pearson| Significance*
Coefficient

Classes and schoolwork and Building Maintenance, 145 .000
Supplies
Classes and schoolwork and Student Activities .183 .006
Teachersand Student Discipline .206 .002
Student Activities and Student Discipline .210 .002
Teachers and Student Activities .233 .000
Teachersand Decision Making 234 .001
Fellow Students and Decision Making .251 .000
Classes and schoolwork and Student Discipline .264 .000
Fellow Students and Building Maintenance, Supplieés .285 .000°
Teachers and Fellow Students .296 .000
Fellow Students and Student Discipline .322 .000
Fellow Students and Communication ..330 .000
Building and Maintenance, Supplies and 331 .000
Communication
Student Discipline and Building Maintenance, 341 .000
Supplies
Teachersand Communication .343 .000
Teachersand Classes and schoolwork .345 .000
Teachersaand Building Maintenance, Supplies .346 .001
Classes and schoolwork and Communication .348 .000
Student Discipline and Communication .355 .000
Classes and schoolwork and Decision Making 372 .000
Decision Making and Communication ° .396 .000
Fellow Students and Student Activities 402 .000
Student Activities and Decision Making 409 .000
Building and Maintenance, Supplies and Decision 411 .000
Making
Decision Making and Building Maintenance, Supplies 411 .000
Student Activities and Building Maintenance, Supplies 416 .000
Student Discipline and Decision Making 436 .000
Student Activities and Communication 456 .000

* significant at p<.05

Regression analyses were conducted to determine any gender, grade, dectceref
general student satisfaction within each dimension. Grade level influencesudents feel
about teachers, their fellow students, communication, their student activitieseiptired, their

role in decision making, and facilities (p<.05). Students’ levels of satmfadecrease with their
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grade levels. Grade does not seem to play a role in students’ satisfatiitimew schoolwork.

Gender is significant (p<.05) in predicting student satisfaction with sclodokwnd

communication, while race is a predictor of satisfaction with fellow studedtbalding

facilities and maintenance (p<.05). Table 9 displays regression ceef§icind p values.

Table 9

Regression Analyses of Satisfaction Levels and Grade, Gender and Race

Independent Variables Standardized Beta Values

Dependent Variable Grade Gender Race
Satisfaction with Teachers -.247* -.051 .058
Satisfaction with Fellow Students -.272* .056 145
Satisfaction with schoolwork -.127 -.164* .020
Satisfaction with student activities -.361* -.051 121
Satisfaction with student discipline -.263* -.080 -.033
Satisfaction with decision making -.376* -.085 .029
Satisfaction with buildings and supplies -.375* 017 .144*
Satisfaction with communication -.179* -.248* .082

* significant at p<.05

Faculty Data
Fifteen faculty members, 56% of the faculty population, completed and returned surveys
Twenty percent of the respondents were male and seventy percent weee Tdnisasurvey
measured a number of different dimensions: administration, compensation, opportonities f
advancement, student discipline, curriculum and job tasks, co-workers, parents and communit

facilities, and communication. Detailed frequencies for each question areeteporable 10.
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Table 10

Faculty Survey Data Top Mid Bot DK

ADMINISTRATION

The degree to which the school administration digaifully with problems 455 18.2 36.4
The amount of input you have into administrativeisiens that affect class 36.4 27.3 36.4
The quality of feedback you receive from administra about performance 81.8 9.1 9.1

The amount of support provided to you by your adstiation 63.7 18.2 18.2

The level of interest shown by administrators alwauicerns and problems 54.6 27.3 9.1 9.1
The amount of recognition provided by administratmr your work 36.4 455 18.2

The degree to which administrators supervise otrobypour work assignment 63.6 27.3 9.1

Your overall level of satisfaction with your sch@aministrators 54.6 27.3 9.1 9.1
COMPENSATION

The degree of financial security provided by yorgggnt teaching job 18.2 18.2 63.7

The number of fringe benefits available to teaclérgour school 27.3 18.2 54.6

The degree to which your present salary is mesting financial needs 9.1 9.1 81.9

The quality of health benefits provided to you 18.227.3 54.6

Your overall satisfaction with your pay, fringe ledits, and other compensation 18.2 9.1 72.8

OPPORTUNITIES FOR ADVANCEMENT
The number of opportunities for advancement witrgar school or district 18.2 36.4 27.3 18.2

The extent to which increasing skill levels inceeaslvancement opportunities 36.4 455 9.1 9.1
The number of promations which occur in your dettéach year 18.2 36.4 27.3 18.2
Overall satisfaction with opportunities for caregivancement in district 18.2 63.6 9.1 9.1

STUDENT RESPONSIBILITY AND DISCIPLINE

Satisfaction with the behavior of students in ystiool 36.4 9.1 54.6
The extent to which students are motivated to learn 455 9.1 455
The degree of responsibility students show towiaeit school assignments 27.3 9.1 63.6
The extent to which students act in a self-disogdi manner. 36.4 63.6
Your overall level of satisfaction with studentpessibility and discipline 36.4 63.6

CURRICULUM AND JOB TASKS

The range of courses offered in your areas or tegdpecialties 45.5 36.4 18.2

The amount of administrative paperwork/grading etugapers required 36.4 27.3 36.4

The feeling of accomplishment you get from your job 63.6 18.2 9.1 9.1
The extent to which you find your job challenging 72.7 27.3

The extent to which curriculum, course content, emgrse outlines are current 72.7 18.2 9.1

Your satisfaction with the courses you are assigogdach 81.8 9.1 9.1

Your overall level of satisfaction with the curriam and your job tasks 56.6 36.4 9.1
CO-WORKERS

The range of interests of the teachers and staffilmes on daily basis 54.6 27.3 9.1 9.1
The competence of teachers in your school anddistr 63.6 27.3 9.1
The extent to which teachers and staff membersastipphool improvement  63.6 18.2 9.1 9.1
The degree to which teachers and staff show corstadent learning/welfare  72.7 9.1 9.1 9.1
Quality of your relationship with co-workers 727 8.2 9.1
Extent to which your co-workers stimulate and supgou in your work 63.6 9.1 18.2 9.1
Your overall level of satisfaction with your co-vkers 72.7 9.1 9.1 9.1

PARENTS AND COMMUNITY
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Degree of interest shown by parents in the educatiaheir children 18.2 27.3 54.5

The financial support the community provides fa fithool 18.2 36.4 455
The degree and quality of parent and communitytingto school /curriculum 27.3 455 27.3
Extent to which parents feel responsible for cleifds school performance 27.3 72.7
Extent to which parents and community are suppewivthe school programs 9.1 36.4 54.5
Overall level of satisfaction with parents and coummity where you work 9.1 45.5 455

SCHOOL BUILDINGS SUPPLIES AND MAINTENANCE

Availability of supplies for classroom and instriocial use 72.7 18.2 9.1
Quality of school’s library and media materials ®4. 36.4 9.1
Number and quality of available school facilities 46 364

Quality of maintenance of school grounds 72.7 18.2
Quality of maintenance of school buildings 455 3R7. 18.2
Speed with which repairs are made 18.2 72.7
Overall level of satisfaction with facilities, supgs and maintenance 27.3 27.3 27.3

COMMUNICATION

The speed with which you are informed about poéé¢student problems 27.3 18.2 45.5
The quality of information you receive about pa®factivities in the school 36.4 18.2 36.4
The speed with which administrators communicateoirigmt info to you 36.4 18.2 36.4
The extent to which given advance notice of tofacschool board meetings  18.2 18.2 54.6
The ease with which you communicate with schooliatstrators 54.6 9.1 27.3
Clarity of school forms and procedures 27.3 27.3 36.4
Overall satisfaction w/ extent/quality communicatia school and district 45.5 18.2 27.3

*Top Box = summation of “Satisfied and “Very Saitsf’ frequency percentages Mid = “neither satisfied dissatisfied” frequency percentage

Bottom Box = summation of “dissatisfied” and “Vedissatisfied” frequency percentages DK= “Don’t Wio

Faculty’'s perceptions regarding the administration were explored: 828atesked or
very satisfied with feedback, while 64% are satisfied or very satisftbdive support they
receive from their administrators, and they are also satisfied or esfyeshwith the fact that
administrators control or supervise their work assignments. Thirty-sigmqestfaculty is
dissatisfied or very dissatisfied with the degree to which the administceaksactfully with
problems and the amount of input the faculty have in terms of decisions that affeclasas
(36.4% dissatisfied or very dissatisfied on both questions).

The faculty was questioned about compensation. Frequencies on this dimension reveal
that only 18% of faculty is generally satisfied with compensation. Sevemy-tiercent of

teachers are dissatisfied or very dissatisfied with their pay. fiitypercent are dissatisfied or
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very dissatisfied with the benefits available to teachers, and only nine peaternhat their
salaries are meeting their financial needs. Eighty-two percent argsfiedar very dissatisfied
with how their salaries meet their financial needs. Only 18% are sdtgith the quality of
health benefits offered.

In terms of career development and opportunities for advancement, only 18% of teachers
are satisfied with current opportunities, and 27% are dissatisfied or verysfisdat hirty-six
percent are unsure. While 36% seem satisfied with the extent to which ingrsiadlilevels
translates to advancement, 46% are unsure of this issue. Only 18% aralsaitisftae number
of promotions that occur in the district. It was on the advancement dimension wicbersea
most often responded, “don’t know,” to questions posed.

Teachers were also asked about student discipline. Fifty-five percehssagsfied or
very dissatisfied with students’ behavior in the school. Faculty is divided on the question
regarding students’ motivation to learn: 46% are satisfied or very satmgtie students’
motivation to learn, whereas 46% are also dissatisfied or very dissatisfigatdsixpercent of
teachers are dissatisfied or very dissatisfied with the degree of rdsjiynsiudents show
toward their schoolwork. Likewise, 64% of teachers are dissatisfied odissatisfied with
student self-discipline and in general with student responsibility and decipl

Regarding curriculum issues, 45% of teachers are satisfied or veriedatigh the
range of courses offered in his/her area. Thirty-six percent of teareengutral about this
issue. Teachers are both positive and negative about paperwork and gradingixI petgent
are satisfied or very satisfied with the amount of paperwork and gradingydibeathirty-six
percent are dissatisfied or very dissatisfied with this work. Twemngrspercent of teachers are

unsure about the paperwork. Sixty-four percent of teachers are satisfied satsfigd with the
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sense of accomplishment they receive from their jobs. Only 18% of teachers smbaieuit
this issue. Seventy-two percent of teachers find their jobs challengirigebene that their
curriculum, course content, and outlines are current. Eighty-two percent of teasheatisfied
or very satisfied with the courses they are assigned to teach. Finally, 86t&&6hers are
satisfied in general with their curriculum and job tasks.

Teachers were asked about their co-workers: 73% indicate that theyisiredsat very
satisfied overall with their co-workers. Fifty-seven percent afftees are satisfied or very
satisfied with the range of interests of the staff and teachers at MMIB,64% are satisfied or
very satisfied with the competence of teachers in the school. Fifty-sevemtpafrtecachers are
satisfied or very satisfied with the extent to which teachers and staff sgppodi
improvement. Seventy-three percent are satisfied or very satisfiedwitoncern the staff
shows for student learning. Another 73% of teachers are satisfied or veiigcatith their
relationships with their co-workers. Finally, sixty-four percent say thatahe satisfied or very
satisfied with the extent to which their co-workers stimulate and support théeirimvork. On
this question, however, 18% of teachers (the highest dissatisfaction respohsedonénsion)
say they are dissatisfied or very dissatisfied with the way theirackers support their work.
Finally, 9% of teachers also responded “don’t know” to each question asked regarding-thei
workers.

Teachers also provided feedback on parental support. Teachers report a vewglaf |
satisfaction with the parents and community where they work: only 9% state thatehey
satisfied or very satisfied with parents and the community and their supbploet school’s
programming. Fifty-five percent of teachers are dissatisfied ordissatisfied with the degree

of interest shown by parents in the education of their children; twenty-seven @eecarutral
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on this issue, and 18% are satisfied or very satisfied. Forty-six percent obgareentutral
regarding the degree and quality of parent and community input with the school and its
curriculum. Twenty-seven percent are satisfied, while twenty-sevempeareedissatisfied or
very dissatisfied with parental and community input. None of the teachers repisfacsan
level with the extent to which parents feel responsible for the children’s’ schémimpance.
Seventy-three percent are dissatisfied or very dissatisfied with glaresponsibility for
children’s school performance, and twenty-seven percent are neutral.

Teachers’ overall level of satisfaction with facilities, supplies, aasht@nance was as
follows: 27% of teachers are satisfied or very satisfied, another 27fgatr@al and 27% are
dissatisfied or very dissatisfied with facilities, supplies, and maintendreehers seem to be
more positive about a few issues such as the quality of maintenance of school groterdy: Se
three percent are satisfied or very satisfied with the quality, wh&88asare unsure and 0% are
dissatisfied or very dissatisfied. Fifty-seven percent are satisfigery satisfied with library and
media materials, as well as the number and quality of available schoiieadnly 46%,
however, are satisfied or very satisfied about the quality of maintenasckaail buildings, so
there appears to be a perception difference between building maintenance and grounds
maintenance.

Finally, 46% of faculty is satisfied or very satisfied in general withgtinity and extent
of communication within the school and district. In fact, 55% of faculty is sadisfi very
satisfied regarding the ease with which they communicate with school adlators Thirty-six
percent of teachers are also satisfied or very satisfied with theycpfahiformation they receive
about school policies and activities, as well as the speed with which adnonsst@nmunicate

information. Teachers are most dissatisfied with the notice of board me@&t¥gsare
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dissatisfied or very dissatisfied) followed by the speed with which teaahemformed about
potential student problems. Forty-five percent dissatisfied or very digs@ti§eachers also
seem to believe that school forms and procedures could be clearer. Twenty-seeshgre
satisfied or very satisfied, 27% are neutral and 36% dissatisfied or veatisfied.

Analysis of this data reveals that faculty members are very pleadetheitlegree to
which administrators manage their workload and the feedback faculty memdsxse from
administration. Over seventy percent of teachers indicate that theyisfiedatr very satisfied
with the courses they teach as well as with their sense of accomplishmedginigetzeir job.

More than half of the teachers indicate that they are dissatisfied or veayysfied with
the student behavior, and the level of responsibility and self-discipline of the studdre
school. Teachers seem most negative about parental involvement and commitmeddoué
teachers are dissatisfied or very dissatisfied with parental suppoet e¢lbol and its programs
and general satisfaction with parents and community. These results will beseédden detail in
chapter five.

Parent Data
Surveys were sent home to twenty parents. Five completed parental surveys were
returned and analyzed. All parents were female. This data is not analyzedljradelts sample
is small.

Parents who returned surveys seemed most satisfied with school buildings aressuppli
and the curriculum. The survey respondents are satisfied with their involvemensantiod In
terms of the curriculum, parents are happy with the range of topics taught iarcdriency.

Additionally, most parents seem happy with support services and guidances Regemnit as
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positive about the range of student activities available. Their overathstits with the
teachers was fair to above average.
Summary

In summary, quantitative data indicates that students are very satisfietleuitteachers,
their activities, and their physical environment. Teachers are pledtethe/curriculum and
their positions, and their relationships with the administration. Only a few pgranicipated in
the study. These parents were most satisfied with the range of topiesitasghool and their
currency.

Students were most dissatisfied with the curriculum, their choice of g)as®# student
discipline. This level of dissatisfaction seems to increase as studentsthgeigAlstudents are
happy with their teachers in general, faculty are dissatisfied watlests’ behavior and their
level of discipline. Finally, participating parents did not indicate high degresatisfaction with
teachers or with the range of activities available. These results wiktesded in detail in
chapter five.

Qualitative Data

Interviews and focus groups were conducted with students, faculty, parents and
administrators in an attempt to triangulate data. The interview and focus grospergie
complemented the survey data and provided a richer portrait of the issues in dacleséarch
guestions. All qualitative data was recorded manually and entered in to tablesasdit

Access.
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Student Data
Interviews

Student interviews were conducted with three students from the middle school, a male
from fifth grade, and two females, one from sixth and seventh grade, irseol@asimmediately
following their lunch periods. This data complemented the data from the surveys. Stuelent
in general satisfied with their school, the curriculum and teachers, anddhedules. Students
were asked the following questions:

Tell me about your school. What do you like about your school? Is there anything that you
would like to change about your school?

All of the interviewed students were positive about the school. The fifth grade male
student was a little more withdrawn than the others, so he did not say as much. Onentomplai
that was raised was the lack of time in between classes. All three stwdeiddike to have
more time to switch from one class to another: “We don’'t have enough time to get from one
class to another.” The second student said, “I need to get to my locker in betwses; ¢laave
too many books to carry, but | might be late if | run back to my locker.” Another ststaéed,

“A lot of our classes are on the other side of the building and it takes too long to gdtdrack t
(to the lockers).” Although the students seemed relatively positive aboutdhedutes, they
did mention this lack of time.

The students made several other comments, such as “I really like my scaetegr
they’re always ready to help if you have problems.” “They really makealgood about
school and want us to do well.”

What do you think about the work you do in school? Is it challenging? Do you have enough

time to complete your work? What makes you interested in doing the work at sobl?
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Two of the students said, “It's okay,” One female student said, “I like it.” Whlkeadaif
they thought the work was challenging, the male fifth grade student saitldélfatark was not
too bad,” and the female sixth grade student said that “I don’t feel like it'suliffi The
seventh grade female said, “The teachers make the work fun; they make giadedlout the
work that | have to do.” All three students said that they had no issues with timeiametke
“Sometimes we can do our homework in study hall; then | can ask questions whitedrarh
“I do my homework in class sometimes,” and “We don’t really have that much homework.”
What types of activities do you have at your school? What is good about the activities at
your school? What activities or programs do you like or dislike in school? Why? Do you
think these programs make you feel better about your school work or help you to deetier
in school? Why?

The female seventh grade student talked a good deal about her experienise dridimia
club. She loved the fact that a teacher encouraged her to join and then assisted hiéenerih di
projects related to this activity. “My teacher was the one who told me abodtshe said she
thought | would be really good at it; I'm glad my teacher told me that. It rmedieel like my
teacher knows | can do it and that my teacher really knows all about me.” Artattesrts
discussed his involvement in a number of different sports; he said he was busy yeanrdund,
he loved it. “I do football and basketball; it's great.” Both students said these prdgnanhes
me really enjoy school more.” The sixth grade female talked about band and how gbd enjo
music and playing with her friends in the band. She agreed that the activitiebendeel more
positive about school. “If I don’t have a class with my friend, | might have aeltarsee her
after school at band or at stage crew; | also get to see my teachers Waen asked if the

students thought that the activities helped them to do better, they were all ptidibve the
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activities; | get to see my friends and do what | really like to do.” Ano#hraale student said,
“They make me feel good about being here at school.” A male student agreed, “I thihklthe
me do better at school because now | feel good about being here.”

Tell me about your schedule of classes. Does your school use block sched@lWwhat do

you like or dislike about your schedule?

All three students described the differences in scheduling. The sixth and sevdathk gra
have nine periods whereas the fifth graders follow block scheduling. Sixth gradersa'™/e
nine periods in the day. They're each 45 minutes long.” The seventh graders saigéwé ha
minute classes.” Two of the students again complained about lack of time betvgsen.cM/e
need more time to stop at our lockers and get to our classes.” The male student @iochnot se
phased by the schedule and shrugged his shoulders saying that “it's okay.”

How often do you see your guidance counselor? Do you like working with your guidance
counselor? Why or why not?

All three students were very positive about the guidance counselor. All thoee als
indicated that they would like more time with their guidance counselor. One stuidefit kve
guidance; it's fun!” Another said, “We don’t have enough time to talk to the guidauncselor
when she comes to our class. It would be nice if we could see her more.” At &ithensixth
and seventh graders see the guidance counselor once a month in class, whitegitael &fts
only see her a few times a year. The students did indicate, however, thaalimad that they
could go to see the guidance counselor whenever they felt they needed to. Onstigteale
remarked, “It's easy to get in to see the guidance counselor, and | feetdikedlk to her about

almost anything.”
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What courses do you take at school? Which courses do you like? Why? Which courses do
you dislike? Why?

The sixth grade female student likes Technology and Science classes messhenhil
dislikes keyboarding. “Keyboarding is boring! Technology is fun, and there iyakomething
new — | like playing around with and learning about the computers and the Interhet.” T
seventh grade female likes Math and Science stating that they are imgei®isé dislikes health
most. “Math and science keep me thinking; there’s always something new to disc¢wdx |
don't like health because the teacher is not very good; the subject is okay, basshs cl
boring.” The fifth grade male student likes Science and dislikes Engliskerit&xis more hands-
on; | also sit by a lot of good friends in that class.” “My English class is hbhddn't write very
good and | don't like reading too much.” Interestingly, a few students seem to agtee tha
math, science and technology courses are preferred.

How did you feel moving from elementary school to the middle school?

The students did not mention anything remarkable about the change from elementary to
middle school. The two female students did recall the visit to the middle school prior to the
beginning of the school year, but they did not have anything else to say about the actual
“transition.” “Oh yeah, they have us all get together at the end of theayehwe have a chance
to go through the building and meet our new teachers; it was okay. | don’t reallylvemem
anything else.” The male student said he felt “okay” about the chamgefre school to
another “It wasn’t bad.....l knew people from the other school because | had an oldar brothe
there.” When asked if he wanted to add anything, he said “No.”

Describe the exploratories in which you have participated. What did you I& or dislike

about them?
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The first female student said “We have all kinds of exploratories....drama,, roogics.
| did drama; it was really cool because | had acted in other groups but never witandy &t
school.” “I don’t think there is anything | dislike; just wish there were moptoeatories.”
The second female said “I liked my exploratory; | did chorus.” “Only sixth and $event
grade can do exploratories, so it's not really fair to the fifth graders; explis are really fun!”
The fifth grader said “Fifth grade doesn’t have exploratories, but lyal\wear my
friends and their friends saying how much fun they are and that it's neat to se@ctners
wrestling or doing those kinds of things.” Overall students seem to be very@asitiut

exploratories and would like to see more.

Focus Groups

Eight students from fifth through seventh grade participated in a focup grothe
school grounds immediately following their lunch period. Two males and six female
participated in the group.

Students were asked the following questions:

Tell me about your school. What do you like about your school? Is there anything that you
would like to change about your school?

Students indicated that in general they were happy with their school and thatjdysgde
school. Some of the notable comments different students made were “teacherstiag t“we
like all of the different activities they have here,” and “we like the fzatt we can be creative in
our project work.”

The majority of students said that they would like more time in between<skasddave

more text books available. Apparently some students have had to borrow books due to shortages.
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“There’s not enough time in between our classes for switching. | don’'t evenrawghetime to

get my books.” Others complained about the book situation: “We need more books here.”
Another student added, “Sometimes teachers don’t have the books that we need, and we have to
share books or we have to wait for a couple of weeks to get new books.” Three of the students
complained about the responsiveness of cafeteria staff and the food. “I don't likéctesia;

they're mean.” “Yeah and the food’s not good!” “The food looks terrible and it tdstggsting.

The cafeteria ladies yell at us a lot.”

What do you think about the work you do in school? Is it challenging? Do you have enough

time to complete your work? What makes you interested in doing the work at sobl?

In terms of the work they do in school, students indicated that it is challenging but not too
difficult. Most were nodding their heads saying “Yeah, it's okay; it's not bad.” “Itdwave any
trouble getting my work done.”

“The teachers really make me feel like doing my best.” Another student $ad “T
teachers give their 100% in helping us with school work.” “They want to see us do good.”
“They even have a party for us after PSSAs if we have good scores!” Five dtiraed in,

“Yeah, that's great.” “It's so much fun!” This seems to be a big motivatortdidiests in terms
of performance. The PSSA party was mentioned relative to a few of the othegfoaps
guestions as well.

One of the students also mentioned “Extended Learning Time,” which is a bedore a
after school program where teachers can provide additional one-on-one tutotudgtdss “A
lot of kids get help from the teachers in Extended Learning; they can get help ttedinbet

school.”
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What types of activities do you have at your school? What is good about the activities at
your school? What activities or programs do you like or dislike in school? Why? Do you
think these programs make you feel better about your school work or help you to deetier
in school? Why?

Students became very excited to discuss their activities. Four of the stuéeatitsed
activities, such as sports, drama, chorus, band, cross country and their expordttaibave so
many different activities; it's great!” “The exploratories agally fun.” “I'm in band and we get
to travel sometimes; that's really neat.”

When asked what is good about the activities, the students said “Everything!h, Yea
like it because the teachers help out and we get to see them outside of clask”l“tavild do
drama, but it's not for fifth graders.” “I can be with my friends in explorasogieen though we
don’t have class together.”

All eight students were very positive about the activities and did not think anything
should be changed about the activities. They said the activities, in general, madfsetheatter
about school. “Activities make me feel like coming to school,” “I love to be wittirragds
during activities,” “It makes me feel good about the other things | do in school.” “We get
know our teachers better too.” In general, students enjoy their activiNdd &t Activities give
them an opportunity to become closer to their teachers and friends, and the poéitige fee
generated from activities translate to other schoolwork as well.

Tell me about tell me about your schedule of classes. Does your school uselbl
scheduling? Do you like the way your schedule is set up? Why or why not?

The students described their classes, “We have 45 minute clasSesniah B' grade and

75 minute classes for the fifth graders. There are nine periods for the 45 missés Clehe
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schedules are okay.” Five others nodded in agreement. Two others really didnytsayga

“The only thing that’s hard is trying to change in between. We don’t have a lot ofainuieét

makes it hard to get books and get to where we need to be.” They all seemed to atjrey tha
like the schedules, but no student made any specific comments about whether or not tthey woul
make changes to the schedule.

How often do you see your guidance counselor? Do you like working with your guidance
counselor? Why or why not?

“We have guidance in class, every couple of weeks.” “Yeah, but we can go to see her
anytime if we ask.” “I really like guidance.” “It would be nice to have ntarelance.” Almost
all of the students nodded their heads in agreement to the question about enjoyingelvaihtim
the guidance counselor. Students said things like “I can talk about almost anyithihgr,” “I
can tell her about my problems at school;” and “I like talking about jobs and wimegétl be
someday.”

What courses do you take at school? Which courses do you like? Why? Which courses do
you dislike? Why?

Students mentioned a few courses that they dislike. “I hate keyboarding.” Twoeor thre
others nodded and said “Yeah, | hate that too.” “I don’t like health; it's so boring.” “I don’t
really like the teacher.” “But it's not really important so why do we evewe batake it?” Three
others nodded in agreement.” “I don’t like English; I'm not good at it and, uh, | festky
writing,” (some laughter here). One other student said “Yeah, | don't likesBrejther; too
much to read.”

Five of the female students said that their favorite classes aregdhegication, math,

technology education, and science. “I like science; | like the experirhdrgee my friends in
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gym,” “We like working with the Internet and on the computers.” “Yeah and we g these
cool presentations,” students mentioned specifically. Students said they arcewsdde
technology that enables them to apply “cool audio and video special effects.”

How did you feel moving from elementary school to the middle school? Debe any
programs that were helpful in making you feel comfortable.

Students said “We know a lot of the kids so moving to a new building is not scary.” “The
elementary school is not as much fun anymore; there is a new principal thereof tbae
students mentioned the fact that they have a chance to see the middle schodidetmrially
go there in the fall. “We have a chance in the spring to go and see the middle schodltand tal
teachers.” “But most of us have been in there anyway for sports and things like weknow
the place.” “And a lot of us have friends there too.” None of the students mentionedean¥ typ
formal programming for transitioning from one school to another.

Please describe any exploratories you may have participated in. What did you dilor
dislike about them? (if applicable)

All of the students smiled and laughed when asked about exploratBriporatories
are cool!” “Our teachers get involved!” Students quickly listed yearbook, softball
“Legomania,” and “scrapbooking” as some of the options available. “Legomamiallis cool —
we’ve built whole cities —it's a lot of fun!”  “Well, the sports exploratoriesjast like our
sport teams at school....without all of the uniforms and practices.” Another studedtahike
another activity, “The scrapbooking is really neat because we get to turn oueshwbta
something we can do at school with our teachers and friends. | learned a lot V&’ asked
what they didn't like, they all looked at each other smirking...”nothing....we love

exploratories!” They did mention that only sixth and seventh graders padiaipatploratories.
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When asked if there was anything they didn’t like about exploratories, one stadefit
haven’t done them yet.” Others said “No...we wish there were more!”
How do you feel about becoming involved in the school environment?

Students again referred to their activities and the fact that they enjogthemach. What
was remarkable about this question was that each student, regardless nbgpedsnality,
had some program that she or he enjoyed. One of the females mentioned thewrathhke
being involved in activities; | have drama all year round and then some sportamdfapring.”
Another female mentioned the chorus, “I really like singing, and | wouldn’t have knowih tha
we didn’t have chorus here at school.” “It makes school more interesting to be inVdived!
am involved in student government too; that's neat,” said another student. One of the male
students mentioned band as his favorite activity. “I've been playing an instrument.offdred
that to us when we started school here; it's nice to know that there are other kidswinpage
like doing the same things.”
What makes you feel safe and happy in your school?

Some of the statements students made were, “I don’t worry about coming to school,” “I
like to see my friends, and | feel happy about coming to school,” “| don’t feeldsaaout
school. ” Another student said, “My exploratories make me feel really good sdfmdl and
my other classes.” “I know there are some kids here who like coming to schaasdddray
don't like home so much.” Another student said, “My teachers make me feel good about the

work | do here.”
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Faculty

Interviews

Two faculty members agreed to and were available for interviews. One mélertedo
had been with the district for six years and one female faculty member who hadithethe
district for eleven years participated. The data provided in the intercemnaborated the focus
group and generally the survey results. There was a good deal of overlagtinrizgponses to
guestions.

Can you comment on your degree of satisfaction, in general, with the school enviroant at
the MMS?

When asked about their degree of satisfaction, in general, with the school environment at
the MMS, faculty members were positive. Both teachers were very positivperifically
mentioned the homogeneous grouping, exploratories, and advisory programs. “Grouping helps
us to deliver better academic programs, and it helps us to develop our team approach.”
“Advisories are such a great way for us to connect with the kids. It gives us atuofpdo get
to know them better and provides them with some one-on-one adult time. Exploratories are
programs that focus on a number of different activities or subject areas, sucmasal@rale,
poetry, and sporting activities such as wrestling. “We love the explosgtaneonly do the kids
enjoy them, but we believe they provide the students with an enjoyable academieneeperi
“They definitely contribute to their progress.”

How would you describe your relationship with students?
Faculty described their relationship with students as “excellent,” sta@gtudents

appreciated teachers and enjoyed learning. “I've been here for eleaenand | am really
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impressed with the kids.” “Students’ parents seem to want a better futureiféideehan they
had.” “The students are respectful here (for the most part),” which evoked hueles from
teachers.

Please describe your students’ overall academic progress in school.

The teachers agreed that students in general performed well academidaéeaed
committed to doing well. “Students work hard here. For the most part they seerg teiltlo the
work to maintain higher levels of achievement.” One teacher commented treit§seem to
support the students, encouraging them to do well so that they can prepare betterfidutbei
and have a brighter future ahead of them.”

What instructional programs do you believe have made a difference in improng student
achievement at the middle school? How do you believe the instructionaiggramming at
the school provides flexibility to meet the needs of a variety of learners?o do you
develop instructional programming?

“The PSSA preparatory classes have made a significant difference in thesprofy
students. We teach those each semester, and always have good attendgnee;revelquired
to teach them, and students are required to attend” “We always encourage stildertsards
for good performance.” “Classes are structured by ability level,iicgestinaller class sizes for
students who are not proficient.” “This smaller class size createsilitgxn programming to
meet the needs of all learners.” “We’re all involved in program developmeig sarriculum
is aligned with PSSA standards; we meet by department monthly to discusstioisél content
and delivery.” “Each month, we’ll consider revision of the curriculum based upon state
standards...what’s nice is that the administration is also involved to manage acciwfitabil

The teacher explained, “Administrators are involved in our planning process, sawehnde
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developing programs to teach the material, the administrators atengassswith (and

reminding us about) measuring our outcomes.”

What activities at the school do you believe contribute to your students’ progss in school?
“Remediation and advisories are probably two of the most important programssn term

of students’ progress. You can see it almost immediately; we work veryyolagethe

students.” Another teacher commented, “In these programs students work one on one with us

and it gives us a chance to really get to know them. They seem to feel more mtpoidahey

value this closer relationship with teachers — most of the time!” The rsaatpeed that these

programs assist them in getting “in to the students’ worlds.”

What type of effect do you believe exploratories may have on student achievemanyour
school?

One teacher said, “Again the exploratories give us a chance to work on one on with the
kids, and it also gives us a chance to identify problems or head problems off at the pass
Another female teacher commented, “We see a direct connection betweerssargeping
these programs and better grades (or at least an attempt to try and eo@yrsmre).” Teachers
seemed very positive about the exploratories. “Like the advisories and trokatomeprograms,
this is an opportunity to get to know the kids and “find out what makes them tick.”

How would you describe your relationship with parents and the commumnyt?

A male teacher commented, “I would like to see more parental involvementmtsta
as if after the elementary years we lose some interest from paremisthefAteacher
commented, “Parental involvement really drops off after K-4....it seems thatrérgpare

supporting their kids academically, but it’s difficult to tell how else they bsayvolved.” A
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female teacher discussed how they are involved with the community. “We tryptokekids in
touch with the community through volunteer activities. We’'ll take them to the SeameCor
to the local food bank to help out.” Another teacher said. “The community seems supportive of
our kids and our schools.”
How do you feel about becoming involved in the school environment?

“This is a way for us to connect with all of the students, regardless of background or
academic ability.” “It gives you another perspective on the school ancuttenst; it also gives
us a chance to know their families better as well.” Teachers seemed palsttitteconnecting
with students outside of class time.
How do you feel support services provide a safe and effective educational eamment?

“For a school this size and the background of the students, | think we have ample support
services.” “l am pleased for the most part with support services. As kisatdlool, we
sometimes have our typical ‘small school’ issues, but our kids are safe andgéar@iine final
comment a teacher made was that the town’s motto is “the little town thdt’céld believed

that this translated to the school as well and that families don’t settle favensdi

Focus Groups
Six faculty members participated in a focus group on the school campus conducted
immediately after school and generated the following responses.
Explain your degree of satisfaction, in general, with the school environmeat the MMS.
Faculty, in general, are pleased with the school environment and with tagonship
with students. One concern teachers agreed upon was that due to their teaming, theeytbaly s

teachers on their teams. “We don’t have a chance to sit down and talk and just find out what's
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happening or going on with students and our classrooms. | only see the teachers on’my team
“A lot of times we’re asked to cover for other teachers — if someone is abskrur bas a

meeting — so | don’t even know if | am going to have a team time where | tiareed®wn time

to talk to other teachers and plan.”

How would you describe your relationship with students?

“The kids here are great; we have the chance to stay pretty close 1o théey're
good kids and they listen.” “I think that through some of our programs like exploratadies a
advisories we have a really good opportunity to bond with them and ‘get in to their world.”
Please describe your students’ overall academic progress in school.

One of the teachers began by saying that, “Our students do well academigalbgtier
teacher jumped in and said, “Students really try hard. | think their parents havediid
desire to do well because they want them to succeed and to have a better life thahdh&y di
at least go a little further in life than they have.” Another femalehtaadded, “We also work
hard on keeping those PSSA scores up.”

What instructional programs do you believe have made a difference in improwg student
achievement at the middle school?

Four of the teachers were in agreement that student achievement on the gteddesth
has been positive. Teachers have developed courses specifically prepaiemgssior the
PSSAs in English and Mathematics. They believe these courses have ted iaftlience on
student PSSA scores. They also noted that “the end of the year PSSA pahg dtudents who
perform well is a big success and really helps kids focus on doing well.

What about the instructional programming at your school provides flexibility to neet the

needs of a variety of learners?
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“We’ve developed a co-teaching program which has been instrumental imgnibeti
needs of a variety of learners; different teachers are working in apmafrieays with students.”
Teachers develop curriculum on a cyclical basis. The teachers did not haa@rangnts about
the development of instructional programming, but they did say “we do plan with our team
members and a curriculum coordinator.” “We like the process.” Almost all nodded in
agreement.

What do you like or dislike about the scheduling?

Teachers had a number of comments about the scheduling process, which \gnaeke by
level, according to the teachers. Fifth graders are on a block modified sciwbdalsixth and
seventh graders switch every 45 minutes. Faculty believed that “the schedule stsuidbioe
for all grades, with perhaps more block scheduling in place.” Teachers btt&oréparatory
periods are not guaranteed, which also makes curriculum work and scheduling mauk. diffi
“There is no team time and teachers are expected to cover for other teatheirsabsence on
very short notice,” hence preparatory periods are not always guaranteed.

What activities at the school do you believe contribute to your students’ progss in school?

Faculty members stated that “our remediation programs work really welptstoeents
do well in school.” “Advisories and exploratories have been really successfuludents love
them, and they make them happy about being here.” Another teacher added, “Ittrrakies i
to work with them.”

What do you believe your schools do to provide smooth transitions from one school to
another?

Teachers were asked about the transitions between schools and whaemthisat

process in the district. “There’s a transitional program for students mowamgfdurth grade to
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fifth grade, but there is no formal transition for students to the high school.” Fourroidtie

school teachers expressed an interest in a transitional program that would inoledena with

fourth grade teachers in order to learn more about the incoming students. “We don’t have a
chance to spend anytime with the fourth grade teachers; it would be nice to know more about
these incoming students.” “Yes, it's difficult enough for the kids to make thgitiom — we’'d

like to know what we can do to make things easier for them because middle school is such a big
jump!”

Describe the guidance process in your students’ school. Is there anytbiyou would like to

change about this process?

Teachers were also asked about guidance and what they might change aboutetbss proc
“Guidance is currently taught in seventh grade as enrichment; the guidancdarotisgs the
classroom on a weekly basis.” Teachers know that students enjoy this gnehithglicate that
the benefits are tremendous. “The kids love it!” The teachers believe Wag bhaguidance
counselor available at any time on any given day is also extremely anptotstudents’ well-
being. Teachers would prefer to see guidance available in all grades. Oteetésoler said, “It
would be nice if we could have guidance available on a consistent basis in all trisdesght
also make the transition easier for all students coming up from the elenssitan).” Another
female teacher added that, “Yes, although the seventh graders have regllgraseess to the
guidance counselor, the others don’'t.” Another teacher jumped in, “They can makesrémuest
see the counselor at any time though.” Teachers seemed to be in agreemerdahaegs a
great benefit to the students, and they would like to see it delivered on a mortenbbsisis

throughout the year at all grade levels.

108



What type of effect do you believe exploratories may have on student achievemanyour
school?

The exploratory experience is another way for adults to more closelyatamitie
students at MMS, and exploratories have been very positive at the middle school. Students
mentioned the exploratories as a favorite activity in both the focus groups and theares-on
interviews. The faculty was just as positive. “The kids love exploratoriess' rilte because
we’re encouraged to develop new ideas for the exploratories; we can gefestcback from
the students and incorporate them in to our exploratories.” “The kids get realgdestmout
them, and it seems to translate to school work!”

Two of the faculty commented that “the only caveat is that students must npeeifecs
GPA to qualify, so not every student can partake of this program, which is a disgdVanta

About 70% of the students qualify for the exploratory programs.

What changes would you make to the activities and facilities at the school? Why?

When asked about the changes faculty would make to the activities and faditiies a
school, the only changes teachers requested in the facilities at the sef®blbwing a location
for fifth grade recess and a nine-week marking period versus a six-vagkkgperiod. “We
just don’t have ample space for fifth graders at recess, and they need room to Hvtewey’of
the fifth graders are much smaller in size than the older kids, and that can aietgtessues on
the playground.” Teachers also mentioned the length of marking periods. “The kiximee
period is just too short; too much grading needs to be done in a very short period of time.”

Another teacher added that “We also think it would give students more time to digesahi

How would you describe your relationship with parents and the commumt?
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Teachers were also asked about parental involvement. “Parents are involved to some
extent, but | see much less involvement after fifth grade.” Another teachped in to the
conversation: “We’re not sure if this is a function of parental behavior or if stydehtion’t
like their parents coming to school any longer.” Another teacher commeniedl &8Ve also
lose many parents because of the activities such as in class storyaiiiing kc...we don’t
bring parents in for those activities after fourth grade.” Although teashgnsarents are
involved, they see more parents involved at the elementary level and not enough involvement
from parents at the middle school level. Teachers agreed that they would likertorge
parental involvement at the middle school level.

For the first time in 2008, teachers were able to employ an online grading sysis
was a first time experience for many teachers. There were sonméctd@and development
issues relative to this system, but the teachers know that this systeacilitte
communication with parents and administration and ultimately contribute to thefgoal
accountability. “The online grading system was great!” Several teanbdded in agreement.
Another teacher added, “We definitely had some problems at the beginning.’ctlarrethere
were several laughs here. The teacher continued, “In the long run thesall/anice way for
parents to be made aware of what the kids are doing and when. No one can hide thehigrades t
way!” Another teacher added, “We also know this is important for measuring ackieviem
addition to PSSAs; the district will be able to use these scores more’easily.

How do you feel about becoming involved in the school environment?

“I think it’s really important for students to see the role that they (studemtg)rpthe

community, and | think most faculty would agree with that.” Four other teachers nodded i

agreement to this statement. “I think as teachers we also have a chancedthergmrents,
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students and community members, and we get to see the kids in a different seltieg.”
teachers in general believe involvement in the school environment is a positiverecpéor
stakeholders.
Parents
Interviews
Interviews were conducted via phone with three parents, all female, two whose
daughters were in sixth grade, and one whose daughter was in seventh.

Please describe your child’s overall academic progress in school
All parents described their students as high achievers. Two parents saidisheieg

“studious and doing well academically.” Parents thought that MMS provided numerous
opportunities for students to perform well academically. One parent said, “Ppy wéth what
the school does for students.” Another said, “My daughter is very conscientious about her
grades and wants to succeed.”
Explain your degree of satisfaction, in general, with the school environmén

Parents seemed to be relatively satisfied with the general enviroatikatschool, but
none of the parents was extremely positive about the school environment. Two of the parents
commented on the exploratories and how these made their children feel very phsitive
school. “My daughter loves her exploratories.” “I know she has a chance téoseé ler
friends in exploratories.” Another parent said, “This is something that | thinkysuwégue and
positive about our school!” One of the parents was cautiously optimistic...”"Wetik the
students here for the most part are pretty positive about school...| guessttyrhpppy about

the school environment in general....l wouldn't say it’s fantastic, but my daud&eitl okay.”
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What instructional programs do you believe have made a difference in improng student
achievement at the middle school? What particular elements of the progm made it
effective?

Parents described summer enrichment programs and exploratories as pthgtaney
believe make a difference in their children’s education. “The summer progrargseat because
it gives our kids a chance to continue exploring academic subjects in the sumfnemir ‘¢hild
is having trouble with math or reading, she can also do a summer program to catch @mts Par
also stated that their children enjoy the variety of programs available. Greprents
mentioned the importance of guidance and how this seemed to have made a difference in how
her daughter felt about school. “I'm so glad (she) has the chance to speak to a>counsel
whenever she needs to. The guidance so far has been great!”

What about the instructional programming at your school provides flexibility to meet the
needs of a variety of learners?

This question seemed to be too difficult for parents to answer, as two of them said they
“weren’t sure what this meant.” When the researcher attempted to explainyemespated “I
think the guidance and exploratories make the learning experiences unique foueeact’st
Please tell me about your child’s schedule of classes. Does the schaley block or
intensive scheduling? What do you like or dislike about this form of scheding?

Since the parents had children in sixth and seventh grades, these parents ware famil
with 45 minute classes and nine classes per day. One of the parents thought this wals too muc
changing for sixth and seventh graders, and she would prefer block scheduling. “I think block
scheduling is more like a college classroom, and what they need to get usedlothieyihad

block scheduling for everyone.”
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What activities at the school do you believe contribute to your child’s progresin school?
Please describe how you feel the activities contribute to your child’sqgress.

Two of the parents mentioned exploratories and advisory. “My daughter talksheldgt
her exploratory because she sings in chorus and happens to be really in to singikdndrthi
advisor pays some extra attention to her and that makes her feel speciatibnatigrograms
that parents believe provide a productive and safe learning environment areREcalDA
enrichment programs. This was the first time someone had mentioned the DAREngrogra
“The DARE programs definitely give the kids a chance to learn about and undetsta
consequences of drug use. | really worry about what goes on once she leaves hHune, so t
DARE program provides me with a sense of security.”

What do you believe your schools do to provide smooth transitions from one school to
another?

In terms of transitions, parents said “we like the fact that our children toundweir
school when “moving up,” and that “students had an opportunity to meet the new teachers.”
One mom said, “I know my daughter was terrified, and when she came home thatday aft
seeing the new school she was relieved — and so was I!” Another mom nodded and ssid, “I wi
they had a better introduction to the middle school...it’s such a big step!” It selem@dtents
were in agreement that the formal transition program is important to both them iakeit)e
and they would like to see more in place at the school.

Describe the guidance process in your child’s school. Is there anythiggu would like to
change about this process?

Parents are very positive about the guidance process. One parent saidvélibslie

integrated in the curriculum to the greatest extent possible. Students ae@iaect with the
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guidance counselor whenever they have questions or issues or if they would jasthi&e’t
Another mom did say that she would “like to see more guidance and would like there to be a
process in place so that parents are aware of what was discussed and wldtisgoes or
guestions the kids have.”

Please describe any exploratories in which your child has participated.

One parent mentioned chorus and how her daughter truly enjoyed the work. Another
mentioned drama and said “this has opened up other extra-curricular events to mgrtfaught
The moms were very positive about exploratories and said their kids reallgemj@m.

How do you feel about becoming involved in the school environment?

“I think it's easy to become involved in the school environment because there are a lot of
opportunities to get involved.” One parent said she just can’t be too involved becausekshe wor
full-time. “I do find time to participate in some activities throughout the ydaink it's a good
way to stay connected to my kids.” One parent said she just doesn’t have time atvkeen
and her family with other children.

Please explain the support services which exist to provide your child \nitn safe and
effective educational environment

This question also seemed to confuse parents. Both parents mentioned guidance here
again. Additional programs that parents believe provide a productive and safegearni
environment are the DARE and enrichment programs. “I think it's great that we lpgegram

that actually teaches kids about drugs and what to look for and stay away from.”
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Administrators
Interviews

Two administrators from the middle school building were interviewed for the.study
Overall administrators are very satisfied with the middle school environmesy.perceived the
faculty and staff to be supportive and encouraging to each other and to their students.
Additionally, administrators described their relationships with studentsoasl."gy
Administrators believe student academic performance can vary on an individsaHmasever,
according to PSSA results, the students seem to be doing very well.

While the administrators believe a variety of factors contribute totefeinstructional
programming, administrators believe the dedicated teachers and staff fanentthetion of the
successful program. The school provides tutoring twice a week and teacharsatter school
to assist students when necessary. A number of programs such as remedial pragrksim
SAP, Inclusion, an after-school program with a tutoring component and large group atuadivi
meetings with the counselor to discuss study skill strategies and orgamatakills exist. In
addition, the school also utilizes an honor roll field trip to an amusement park eaidtioé the
school year and an end of year award ceremony for outstanding student acadeess. sl he
teachers are devoted to the students’ learning and respect individual lekiltsrand adjust
instructional programs to meet their students’ needs. Special education prograatsation,
inclusion, enrichment and tutoring provide flexibility in instructional programnmrayder to
meet the needs of a variety of learners.

Student progress is a result of faculty efforts. The teachers provideolasactivities
which contribute to their students’ development (i.e. provide lots of hand-on activities,

inferential activities, etc.). The school as a whole provides activities sustudent Council,
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Chorus, DARE, Guest Speakers, Hurricane Helpers (an after-school tutoringyprogra
Exploratory, and Advisory.

In order to provide smooth transitions for students, the district provides two orientations
and tours for the fourth graders entering into fifth grade, one at the end of theys=romhd
then one during the summer with their parents. During the first few months the galuzoice
counselor meets with the fifth grade classes to discuss transitions androiéfs between
buildings. The seventh graders attend an orientation at the high school with thes gareng
the summer. During the school year, the school guidance counselor discussasansi
classes during guidance time.

The guidance process is student-centered at the middle school. Students areinvited t
approach the guidance counselor for consultations, either by approaching théocpanse
requesting a meeting through the teacher. Administrators report thagreaoh supportive and
understand if a child must be counseled during class time. Counseling may ingfiiegan
from individual to small group and cover topics such as: peer relationships, budiygeg,
management, divorce or recent parental separation, family issues, stischasé grieving
issues. More recently, administrators report that counselors have had totdeaitting
behaviors and cyber bullying.

The only change administrators hope to see is in the availability of the acmunsel
Working in a small school, the counselors will often be pulled for teacher coverage.
Additionally, the counselor monitors two lunch duties and bus duty on a daily basis. This time
could be better spent with students.

Administrators discussed school exploratories. They believe that throughagapes,

students are able to demonstrate their “other” abilities, such as athlétic eooking skills, and
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mechanical abilities. When a student experiences some success at sohetrisge is familiar
with, it seems the student will want to extend that feeling to other arglasas@academics.

There are not many changes administrators would suggest making rielaotevities, as
they appeal to all students. In terms of facilities, the building is in need of haagimg and air
conditioning unit, and larger-sized classrooms are also necessary.

Administrators believe they maintain professional relationships with gaaedtthe
community and that they manage their responsibilities to the best of thtiesHinally,
support services provide a safe and effective educational environment in ordéitdédefachigh
achieving, well-functioning school environment. The staff and custodians keephtud sc
running smoothly, and supplies are ample to support the current structure of curacalum

programs.

Comparison and Synthesis of Focus Group, Survey and Interview Data
Students’ Perceptions
In summary, students in both interviews and focus groups were positive about their
school. Students mentioned both teachers and activities as some of the podities tédaheir
school environment. This is supported by the survey data collected as well. Savepgrcent
are happy or very happy in general with their teachers while only 9% are yrdrapgry
unhappy with their teachers. Thirteen percent are neutral. Fifty-ninerggere happy or very
happy with how often teachers tell them they do good work, and sixty-two perceappyedn
very happy with the assistance they receive from teachers when they agethavble. Fifty-

eight percent are happy or very happy with how much teachers help them witwseskool
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Students were asked specifically about activities in another question, butdahgitup
activities initially when asked about their school environment. Survey datandlsate that
students are pleased with their school activities. Fifty-seven percerapgrg ¢r very happy
with the number of sporting activities offered at the school, while 59% are happy drappy
with the number of activities they participate in. Fifty-nine percent of sta@eathappy or very
happy in general with the way they feel about student activities in school. The staientost
unhappy with the number of social events at school. Twenty-four percent indigaseeresther
unhappy or very unhappy with this issue. The interview and focus group data inutate t
through activities, students develop positive relationships with teachers anddtlttemnts.

Also, they have a chance to do something they really enjoy or might be goodnat\aefe
comment that it makes them feel good about school in general.

Students were also asked about scheduling in another question, but it was brought up by
several students in interviews and focus groups when asked about what theyikkedtslit
their school environment. Students say that the schedules do not give them enough time in
between classes to switch or retrieve their books. Although one or two students dikenot ha
much to say about the schedules, several others voiced their concerns rightrenayrvey
data do not address this topic specifically, but closely related to scheduliagsi€ltoices.
Twenty-six percent are happy or very happy with the choices they havadses, 36% are
unhappy or very unhappy about class choices and 24% “don’t know” how they feel about their
class choices.

When asked about the work they do in school, students in focus groups and interviews
stated that they manage their work fine. They do not seem overwhelmed and do not find it too

challenging. They have ample time to complete their work. The survey datat@sdicat most
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students are satisfied with the rigor of their classes. Forty-fivepeace happy or very happy
with how much their classes challenge them. While 30% are happy or very higipplyew

number of tests they have, 34% are unhappy or very unhappy and 25% are neutral about this
qguestion. Fifty percent of students state they are unhappy or very unhappy wetkditng

their classes are. Only 17% are happy or very happy about how excitingdbsescare and

only 18% are happy or very happy with the amount of homework they have. Twenty-gmrtperc
are neutral about this question and 39% are unhappy or very unhappy about homework.

Students were gquestioned about guidance. In focus groups and interviews, studgents we
very positive about their guidance experiences. Guidance is currenthdliimitéfth and sixth
graders. Students would like to have more consistent guidance. Students felt veryatxdbenfor
about their guidance counselors and like discussing issues with the counselor. Stadédiked
the in-class guidance delivery. The first survey question related to these isSHow much
time | spend talking with others about classes and school activities” $ewéy percent of
students are happy or very happy with this while 19% are neutral and 23% are u#tmappy
additional 10% of students indicate that they “don’t know” about this topic. Another survey
guestion relative to this issue is “How easy it is to talk with the principal or stheol
administrators.” Thirty-six percent of students are happy or very happy amwtile 17% are
neutral, 27% are unhappy or very unhappy and 19% “don’t know.”

Students discussed the courses they liked and disliked. Keyboarding and health were
mentioned as courses students dislike in both the focus groups and interviews with students.
Math and science were noted in both focus groups and interviews as courses students like.
Survey data does not directly relate to the types of courses students takesrhosien asked

how students feel in general about classes and schoolwork, 46% are happy or verytmappy w
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their classes and schoolwork, 26% are neutral, 17% are unhappy or very unhappy and 10%
“don’t know.”

When asked about the transition to middle school, the students recall visiting the middle
school, but they did not mention anything remarkable about this visit. Most said thatrdasly
had friends there and had been in the building for sporting events and activities.

Students were very positive about their exploratory experiences and wisneakéor
exploratories. The students commented on exploratories like drama, choruégyrest
“Legomania” and “scrapbooking.” Students said that these programs made ¢heuoft about
being in school and made them feel good about the other work they do in school.

When asked about what makes them feel safe and happy in school, students mentioned
teachers, exploratories and friends. Teachers were described as peapkadih#ite students
feel good about the work they do in school. Students also mentioned exploratories hgigomet
that made them feel good about coming to school. Also, students mentioned their friends as
important to a successful school environment. The survey data indicate that steclphibheli
may play a role in how students feel about their environment. While 58% of studentgeindica
that they are happy or very happy with how safe they feel at school, only 26f#pareor very
happy with how students behave in class and in school. In fact, 37% are unhappy or very
unhappy with how students behave in school. Twenty-seven percent are unhappy or very
unhappy with student discipline in general. Students did not raise student disgmésaue in

the focus groups or interviews.
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Faculty Perceptions

When asked about school environment in focus groups and interviews, faculty described
grouping, advisories, exploratories as positive features of their school enviroiimeioinly
issue faculty raised was the fact that due to teaming, they do not have the oppiurisee
other teachers in the school on a regular basis and just sit down to spend timeodh&atk 1n
survey data, 73% of teachers say they are satisfied or very satishetthevielationships they
have with their co-workers, which would support the fact that teachers seem toavanime
to spend with other faculty. Sixty-four percent say their work is stimulatéleyco-workers.

When asked about their relationships with students, faculty say they have close
relationships with students, and in interviews and focus groups, faculty indltatt¢iset kids are
“great and respectful.” In survey responses, 55% of the faculty stated thatelgissatisfied or
very dissatisfied with students’ behavior in school. In fact, overall 64% of yasudissatisfied
or very dissatisfied with student responsibility and discipline in school.

When questioned about students’ academic progress, teachers state thatdms 6o
well in general and that students work hard to perform well academicallyabeoted that
students are encouraged to “do better than their parents did.” Faculty noted thatrihlegirdio
to keep PSSA scores high. Survey data indicates, however, that while fortyesirtpedicate
they are satisfied or very satisfied with how motivated students are o deather forty-six
percent are dissatisfied or very dissatisfied with the extent to whidbergs are motivated to
learn. Further, 64% say they are dissatisfied or very dissatisfiedheiresponsibility students
show toward their schoolwork.

Teachers believe that the PSSA course they have developed and deliverwardesis

is responsible for students’ progress and success on PSSAs. Teachersradsadeffés an end-
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of —year-party for those who perform well on the tests. Teachers bdiese contribute directly
to student achievement. The curriculum, developed by teams of teachers, is \@yyatigised
with the PSSAs. Teachers also discussed remediation and exploratory progtahes/thalieve
can be tailored specifically to individual student learning needs, providing #drénining
experiences. Classes are structured by ability level which enablberesx work with smaller
class sizes. Instead of having one large heterogeneous class, teathekaaith smaller
teams of students. Survey data related specifically to these issugRiresponses to “The
extent to which curriculum, course content, and course outlines are currevgritystree
percent of faculty is satisfied or very satisfied with the curriculufty-Beven percent are
satisfied or very satisfied with the curriculum and job tasks.

Teachers were questioned about student achievement and instructional programmi
Teachers again stated that they believe the PSSA courses they've devetbgelivered have
had a significant impact on achievement. Additionally, the students are very nibbyeétee
PSSA party that teachers provide for students at the end of the year. $eapkerthat because
students are grouped by ability level, it enables to them to work more fledthlyhe needs of a
variety of learners. The teachers are all involved in curriculum developmentvatbng
administration so they believe accountability is facilitated as well. Sutaeyindicates that
64% of teachers are satisfied or very satisfied with the degree to whicbdtvearkers and
staff support school improvement, 73% are satisfied or very satisfied with tieeedegrhich
teachers show concern for student learning, and 73% are satisfied or \sfigosetigeneral
with the way they work with their team members.

Teachers agreed that they would like to see more block scheduling. Curtentiftht

graders follow block scheduling while the upper grades follow nine, 45 minute periodsefiea
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are not guaranteed preparatory periods and must fill in on a moment’s notice faeathers.
This directly relates to the interviewing comments regarding tidHat teachers believe they
don’t have time to spend with other faculty and staff. The only survey item that prosides s
support to this issue is faculty’s overall satisfaction with the extent andyqoiatiommunication
in the school and the district. Forty-six percent of faculty feels satisfi very satisfied, while
27% feel dissatisfied or very dissatisfied with communication within theod@and district.
Twenty-seven percent of faculty is not satisfied with the communicatiomwtitaidistrict which
could translate to frustration with lack of time to spend communicating with &a@ir members,
other faculty, staff and administrators. This would corroborate what was elicathe
gualitative interviews.

When asked about activities that contribute to student progress, faculty mentioned
advisories, exploratories and the remediation programs specifically in betiemts and focus
groups. Teachers cite the fact that advisories and exploratories provide cngcon one time
with students, an opportunity to “get to know” the students. In a question specifgdatsd to
exploratories, teachers did say that they believe the exploratoriesemtéydielated to student’s
achievement. Students seem to enjoy school more because of the exploratories.

Teachers were also questioned about the transition to middle school. In focus groups
again teachers wished for more time with teachers from the other schoolvdleiike to
know more about the incoming students. Survey data also indicates the fact thas teaake
like more communication and time to spend together and that they value the relpsidnsii
have with their colleagues ( 73% satisfied or very satisfied with collsagiationships).
Additionally, teachers indicated in the survey that they do believe that tHeagots have

students’ best interests at heart (73% satisfied or very satisfied).
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In terms of guidance, teachers would like to see more at all levels. The stuaents
indicated that they enjoy guidance, and it seems to have a positive impact on thetanc&ui
was not addressed in survey research.

Faculty described support services and the facilities at their school.rinante faculty
indicated that they were relatively pleased with services given the szeabf the school. In
fact, 73% of teachers are satisfied or very satisfied with the avayaifisupplies for classroom
and instructional use and with the quality of maintenance of school grounds. Only 55% of
faculty, however, is satisfied or very satisfied with library and mediarraksteas well as the
number and quality of available school facilities. Those satisfied or verfiesatisth school
buildings, supplies and maintenance in general is only 27%.

In terms of relationships with parents and community, teachers indicate inenteamd
focus groups that parents are less involved after fifth grade. In survey respamy 18% of
teachers are satisfied or very satisfied with the degree of interest Blygrarents in the
education of their children (55% are dissatisfied or very dissatisfied wigmtpaterest). Forty-
five percent are dissatisfied or very dissatisfied with the financial sugsocommunity
provides for the school. Fifty-five percent are dissatisfied or very disedtisfith the extent to
which parents and community are supportive of the school programs. Only 9% of teaehers
satisfied or very satisfied in general with the parents and community of. MMS
Parents’ Perceptions

The parental data must be interpreted with caution, as only five parentsdeturneys
to the school. Three parents participated in one-on-one interviews. More investajdahe
parental community may be necessary in this type of school environment. In insgpaaents

stated in general that they are pleased with the environment at MMS, andliiey that their
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children are doing well academically. In terms of the survey dataveelatithis topic, parents

are happy with the range of topics taught and their currency. In fact, ouissuat measured in
the survey, parents seemed most satisfied with the curriculum. Enrichment andterplor
programs were mentioned specifically by parents in interviews. Guidancasgasentioned by
parents. The parents interviewed seemed to be confused by the question on indtructiona
programming. Parents again mentioned guidance. One parent stated that guidiEnae ma
difference in how her daughter felt about school. (In survey responses, parentecssehappy
with support services and guidance). Parents expressed the desire for manegurarents
thought that the schedule followed by sixth and seventh graders required too much changing.
Parents would like to see more block scheduling to prepare kids for college.

When asked about activities that contribute to academic progress, paretitsasipeci
mentioned exploratories and advisory. Parents mentioned the fact that they foctigitoesa
students enjoy and students have the opportunity to work closely with teachers. Pswents al
mentioned the DARE program as being beneficial.

Parents seemed to feel the same as faculty regarding the transitialdl® school. Two
of the interviewed parents liked the fact that their daughters had an opportungythe sehool
and meet the teachers. All parents expressed a preference for some torsit@br program.

Parents believed it's easy to become involved in the school environment, but most
indicated that they don’t have time to dedicate more time to become involved betieen ot
children and work. In the surveys parents indicated that they are satistietth@wtinvolvement
in the school.

When asked about support services and what they believe makes the school a safe and

effective learning environment, parents again referred to guidance and Rie Al
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enrichment programs. Parents did indicate in surveys that they are nsfsdsatith school
buildings, supplies and maintenance.

Finally, administrators agree that students in general are perforrelhgoademically.
The administrators also agree that teachers are key to this success. #almiaidescribed their
relationships with teachers, students, and parents as positive. Students, howeveasare not
positive about their relationships with administrators. Twenty-seven pereamlzappy or very
unhappy with their communication with administrators, and thirty percent areinkappy with
their opportunities to participate

Relevance to Prior Research and Findings

As indicated in chapter two, there are factors, programs, and initiativesehaitical to
students’ well-being in the middle school environment. These factors and progeaexplared
in the study via qualitative and quantitative research.

Students’ Sense of Self, Less Dependence on Home, Stress and Peer Pressure

In early adolescence the youngster transitions from acceptandelodliaection to
challenging authority and moving toward self-direction. Advisors must provide a blend of
challenge and support that will promote identity development in early adoleszestudents
begin developing their paths of self-direction. Effective counselors anetias$e helping
students find a clear sense of self. This is the important beginning of adole@danda,
1980). At the school studied, it is clear that parents, students, faculty and adromsistalie the
guidance program. They do, however, indicate that more time must be developed in the
curriculum at all grade levels for guidance. Guidance class is offered ounlarfegsis as an

enrichment program for seventh graders. Students in other grades see theegrodaselor
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only once a month and upon request. Teachers would like to see more guidance in gnade five
the middle school.

Middle school advisors also need to have a close relationship with parents and family
members in order to be aware of family lifestyles in order to develop caupseéiategies and
guidance programs that can support young adolescents (Wegscheider, 1981). Cokedted
indicates that faculty and administration would like to see more involvement fremtgan
fact, faculty indicated in the surveys that they are most dissatisfiedheitsupport of parents
and community of any element surveyed. Likewise, parents indicated thateheyt &ery
positive about their satisfaction with teachers at the school.

Academics

Research indicates that guidance counselors play an important role in creating a
environment conducive to academic achievement and success (Gerler, Drew,,& 8986Nr
Moreover, students’ perceived relationships with their teachers affeattbiddment of their
motivation; higher quality teacher student relationships predict strongeratnani (Murdoch,
2003). At Miller Middle School, students liked the guidance program so much, that thely woul
like to have more guidance sessions. Additionally, they are very satistietheir teachers.
Based on Gerler and Murdoch’s conclusions, theoretically, these factors shoutdhegieet
levels of student achievement. This does seem to be the case at MMS. In infestvidersts,
administrators and teachers indicated that they felt well-preparednaicadly and that teachers
emphasized positive performance in school. Students feel motivated by teachetsd@hietest
score data collected indicates above state average level performance ontR&Stasdardized
measure of achievement for the state’s schools, corroborating the pd$tttte@tacademic

preparation on the school.
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Program Concepts Which Affect Student Achievement: Teaming and BlocH#icige
Advisories and Guidance, Varied Instruction, Exploratories, Transitions
Previous research has indicated the importance of programming, such as adarsibrie
guidance as well as exploratories, (George and Alexander, 2003) to student aehieltam
evident at Miller Middle School that students truly appreciate and see the vahesef t
programs. Interview, focus group, and survey results demonstrate that studentstheke
programs support their academic curriculum and actually make them “feel bbtiat what
they are doing in school. Students indicated that these programs enable themd to@geone-
on-one time with faculty. Faculty agreed that these programs actuallibctatio students’
success and progress in school. Teachers see the direct relationship eejoyag what
students know they do well and academic progress. Students’ activities, comrannanadi
teachers were constructs students felt most positive about in the studycdingsects would
best represent students’ relationships within their school environment outside afksreain.
Additionally, the teacher construct plays an important role as students mentiomahiews
and focus groups how the one-on-one time with teachers in advisory, for example, has had a
positive impact on their learning. Transitions in this school were not easdlje by students
or parents, and teachers commented that they would prefer to see beit@rsad®achers
would like to have more time with teachers in transition grades, and students didmabse
have much recollection about the transition process.
InterdisciplinaryTeaming and Block Scheduling
Both of these programming features are in place at MMS. Homogeneous growgping ha
been employed at MMS with teaming and block scheduling. The MMS transitioned to

homogeneous grouping between 2002 and 2004. Teachers enjoy the teaming concét; with t
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scheduling and teaming concept, teachers believed they were best abledp tiegeted
teaching programs to address every student’s learning needs. Howevennhmteard teachers
expressed was that they do not often see teachers from other teams. Additlenalye toften
expected to assist with other teachers’ responsibilities as needed.
Advisories and Guidance

A guidance program provides access to an adult who has the time and respormibility f
each student, assuring familiarity and continuity in providing advice on academsmnale and
social matters. Advisories also should provide another opportunity for students toeolenptar
an adult to discuss issues related to academics and other topics. It wascidmth the
guantitative and qualitative research that students valued the advisoriesns;agrd faculty,
parents, and administration saw a clear connection between advisories, guath@hsuccess in
school.

Varied Instruction

Varied instruction means developing learning experiences appropriate tadtiie-favel
phase of schooling and appropriate teaching strategies. Teachers ddsangeacery student-
centered and developing a number of programs to support students’ acadensicrettardty
and administration collaborate on the curriculum, and the curriculum is rega@agywed by
teacher teams to determine if content and methods are appropriate. Seveotsdroper
students are unhappy or very unhappy about how their classes challenge thdfty, @erddnt
are unhappy or very unhappy with how exciting their schoolwork is. It is uncteartfiis data if

varied instruction is effective from the student perspective.
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Exploratories

Exploratory programs expose students to a range of academic, vocational, and
recreational subjects for career options, community service, enrichmdr@npyment.
Exploratory topics include foreign languages, intramural sports, health, oluksg, art, speech,
drama, careers, and other special areas of study. It was clear fromlitadiggiaesearch that
students and teachers are very positive about the exploratory experiencesgreedlthat the
outcomes of the exploratory programs translate positively to other acaaleascof schooling.
Teachers, students, administrators, and parents describe exploratorigssaseessful at
MMS.

Transitions

Schools should ensure a smooth transition between elementary and high school by
orienting students and providing close articulation and coordination of learning expsrienc
Many middle schools facilitate this transition with visits to the middledckbile students are
still enrolled in the elementary school. Although there is a transition prograch wciudes two
opportunities for visits before the school year, students and teachers did nobsgdeataty
pleased with the current transition process. Teachers would like to see b foonea
comprehensive transition process, while students seemed somewhat uncertainsabootaipit
(in fact, two of the students didn’t seem to realize that there was a ‘ivatjsif few parents,
however, did comment on the transitions and were pleased with the fact that stud¢in¢s ha
opportunity to tour their new building and participate in an orientation session.

Characteristics of Exemplary Middle Schools
Via document review and the qualitative and quantitative research, the following middl

school characteristics were identified in the MMS: interdisciplinany tegganization,
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advisories, flexible scheduling, enriched curriculum experiences, opporsunitistudent
success, active instruction and learning, shared decision making and parent and gommunit
involvement.

A middle school program that is effectively implemented produces outcomes which
please parents, policy-makers and practitioners alike: student behavior alggsiititprove,
home-school relationships become closer, students enjoy school more, teachmrsearatiae
of the opportunity to work together, and academic achievement is maintained or improves
(George and Alexander, 2003).

Teaming is a concept employed at MMS. Additionally, faculty at Millerdeasloped a
co-teaching program which they believe is integral to their students’ssuand achievement.
Teachers plan with their team members on a daily basis. Flexible schaduaiag employed at
MMS, and teachers and students seemed very pleased with these programming options.

Teachers, students, administrators and parents commented in their intendaws a
focus groups about exploratories and the advisory programs. All parties beliavistha
program has played an important role in creating a positive school environment and in making
students feel good about themselves and their schooling. Students specificéiyete
exploratories as one of their favorite school activities. Further, they comentatt advisory
makes them feel good about themselves and make them feel as if they can gettteeknow
teachers better in school. Parents also mentioned exploratories and advsmmeaof their
children’s’ favorite programs at MMS.

Indicators of Student Achievement
PSSA scores and survey data were used as quantitative indicators of stu@eenaai.

PSSA scores demonstrate a significant increase in scores from 2004-2008. Tagarorre
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analyses (Table 7) indicated relationships among all of the general sistisitns on the
student survey data. This includes measures of satisfaction with studenieactieiationships
with teachers and fellow students, schoolwork, discipline, decision making oppostueniiie
communication. For example, a moderate positive relationship exists betweent atiidéies
and decision making opportunities. This is interesting, as decision making oppstwasiene
of the lowest scoring dimensions while student activities was the highest. ahsuggest the
opportunity to facilitate student involvement in decision making via student activitiese
relationships will be discussed in greater detail in chapter five.

Since there was such a low response to the parental and faculty surveys, atit@npoét
these correlations on the survey dimensions may be misleading. Althoughair isahe this
data, that student satisfaction may be related to student achievement, ivisiemt feom the
other stakeholder quantitative data that there is a relationship between dtleolsier data and
student achievement.

PSSA Data at MMS

Miller Middle School’'s PSSA scores were above the state average in 2002 when the
school was identified for this study at that time. The school was selegqiaditipate in the
study due to the fact that PSSA scores were above the state averagertoatidistrict while
the school’s poverty levels were also above the state average. Researcbsitidatalypically
lower income socioeconomic status would translate to lower test scores1Uairksents
proficiency levels for MMS from 2002 through 2008. This includes those students performing at

proficiency and advanced proficiency levels.
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Table 11

PSSA Historical Average Proficiency Levels in Math and Reading at MMS

Year Proficiency Levels

Math AYP Reading AYP
2002-03 74% 35% 82% 45%
2003-04 60% 35% 66% 45%
2004-05 52% 35% 66% 45%
2005-06 70% 45% 66% 54%
2006-07 71% 45% 70% 54%
2007-08 78% 45% 70% 54%

Source: Pennsylvania Department of Educatidip.//www.pde.state.pa.us2008

An analysis of this data does indicate a dip in proficiency levels from 2002 to 2004, and
then an increase above original 2002 proficiency levels in the year 2008. During g@arsix
time period, PSSAs were restructured to include fifth through seventh gradethersuginal
fifth and eighth grade included in the years 2002-2004. Additionally, the district also
experienced a restructuring of organizational levels, and the MMS chasgeakie-up
organizationally and structurally as well. The MMS is how comprised of fifthutiir seventh
grade, versus its original fifth through eighth grade. A major constructiorcpvege also
initiated to update and expand the old middle school building, which had some serious structural
issues. Additionally, the school transitioned in 2003-2004 to homogeneous grouping. ttse effe
of this construction and restructuring are not necessarily known, but there is aquedecline
in proficiency levels during this time.

An analysis of variance reveals a significant positive difference (p<.08¢in t
proficiency levels from 2002 to 2008: and overall increase from 74 to 78%. As academic
achievement is defined by maintenance of or improvement in scores, thisenarpasficiency
levels would certainly have favorable implications for the MMS. It is not cheavever, what

exactly caused the dip from 2003-05, although the construction, restructuring and grouping
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efforts certainly may have had some impact. Regardless, the data indieatee district is
exceeding expectations.
Document Review

Several documents were reviewed from the Miller Middle School and SchootDistri
The Student Parent School Contract is essentially a document detailing ggsh pa
responsibility to the district and community. The school district and the parehts sitilents
participating in activities, services, and programs funded by Titleekedhat this compact
outlines how parents, the entire school staff, and the students will share the relfydosibi
improved student academic achievement and the means by which the school andvparents
build and develop a partnership that will help children achieve the State’s high standards

(http://www.haven.k12.pa.us/strategic.ht@009).

The Parent Involvement Policy provides information relative to the planning and
formation of programs and activities for Title | families. The school musttpaalize
programs, activities and procedures for the involvement of Title |, Part A pazentsstent with
section 1118 of the Elementary and Secondary Education Act (ESEA). Those programs
activities and procedures will be planned and operated with meaningful consult#tigarents

of participating childremttp://www.haven.k12.pa.us/strategic.hti2009).

During the 2007-2008 school year, the school district conducted strategic planning. All
district stakeholders participated in the year long-process. Addressedstratiegic plan are
issues relative to Academic Standards, Assessment, Educational Techritrofggsional
Development, Special Education, Student Services, and Teacher Induction, andnthe Pare

Involvement Policy — Title |I.
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In terms of academic standards, the district has clearly defined its vision ssidnmas
well as its short and long term academic goals. It has standards ss=iress®s to measure those
standards in place. A committee of more than 30 faculty members and s&afeaponsible for
contributing to the strategic planning process. Plans are in place foringhaeademic goals in
every discipline, and plans for targeted intervention for struggling studentsaidettified.
Expected parental and community participation and involvement are also defined

(http://www.haven.k12.pa.us/strategic.htn2009).

The district has also evaluated educational technology by discipline and hasesi@asur

place to ensure that technology is transparent and supports student learning andsoutcome

A “Professional Education Committee” meets every year or on an as-neegeid bas
evaluate professional activities. The evaluation process involves the cogpeftits of
teachers, building principals, curriculum supervisor, central office adnaitisty parent and
community advisory groups, strategic planning committees, and student advaapg. The
review will assess all professional education activities and include:

e Monitoring of the professional development plan

e Addressing emerging needs in the district

e The selection and scheduling of learning activities and approved providers

e On-going evaluation of all professional education activities

e Areview of an annual evaluation and needs assessment of the plan

(http://www.haven.k12.pa.us/strategic.ht2009).

Special and regular education staff works collaboratively in an effort to tuelpras
succeed in the general curriculum. Special education and regular educatiorsteadbach at

the middle school level. The middle school was awarded an inclusionary prgcéoefor the
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2007-2008 school year. Accommodations, supplementary aides, and/or paraprofesgionals ar

utilized to effectively address the needs of students and, at the samarémpmvided to

maintain students in general education classes. Special education curricaligmed with state

standards and general education curriculbttp(//www.haven.k12.pa.us/strategic.ht2009).

Finally, a needs assessment has been conducted for each building relativento stude

services. Student services are in place according to the following identifdd: ne

Elementary Needs

A guidance scope and sequence

A more frequent good reward or incentive for good attendance
Updated guidance curriculum

Anti-bullying program

More time to analyze and interpret data

More training through the Intermediate Unit consultants on various components of the

Student Assistance Team

Middle School

Needs anti- bullying program

Guidance classes at the fifth and sixth grade levels to address ahedact&tion, career

awareness, etc.
Transition programs
Updated guidance curriculum in the areas of character education, caresmmessaetc.

More training for staff on the process, function, and goals of student assistance

High School
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¢ Needs updated guidance curriculum, implementing a career portfolio, aswell a
addressing social, emotional and academic issues
e Improved discipline using a full time position

(http://www.haven.k12.pa.us/strategic.ht2009).

Summary

This chapter attempted to answer the three research questions thahisashedy by

presenting and discussing both quantitative and qualitative data:
1) What factors as perceived by educational stakeholders have a relationkhipddike
school student achievement in a rural, low socioeconomic status school?
2) Are these relational factors the same as those identified as “exgmmdaiie school
components?”
3) Is satisfaction on the part of the educational stakeholders with a school’s praggamm
activities, facilities and administration related to student achievement?
The data were derived from five sources: students, faculty, administrat@stsp&ennsylvania
Department of Education: Proficiency Levels for PSSA Testing, eémab$ documents.

Surveys were delivered to 279 students and 15 teachers at the end of a school day.
Twenty surveys were sent home to parents; however, only five were returngd. tbeidow
response rate on the parental survey, those statistics must be interpreteditiath Survey
questions were derived from the National Association of Secondary School Psr{bip&SP)
Task Force on Effective School Climate study (Halderson, Kelley, Keefe enge BL989). The
surveys were scored, and data was entered into SPSS 17 for analysis.

The surveys all employed a six-point Likert scale ranging from one tagixdne

representing very dissatisfied, five representing very satisfied anepgesenting “l don’t
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know,” ) to measure the extent to which each group is satisfied with a varfegtufes and
programming of the MMS.

Descriptive statistics were analyzed for each of the surveys. Meas stothe items
and summary scores were calculated and presented and interpreted to descril®, student
teachers’, administrators’ and parents’ perceptions of and satisfactioa watiety of features
and characteristics of MMS. Because the response rate for the studentgs\egher than the
others, Pearson Product Moment Correlations were calculated to determineréeeoddigear
relationship between the dimensions of the student survey. Several relatiovestaEsgnificant
and positive. Table 7 provides the correlation statistics for further investigation.

The next section of this chapter presented the qualitative data. Focus groups were
conducted with eight students and six teachers, and interviews were conductedeeith thr
students, two teachers, three parents, and two administrators. George andeX|€Xa03)
identified the components of the exemplary middle school purported to foster studentiacadem
achievement and well-being. Questions were developed for the focus group based on thes
elements and interviews (see Appendix). Responses were summarized aretidozpar
presentation. The results led the researcher to determine that MMS wex desteloping and
including exemplary middle school features in its programming.

Research Question One: Factors Important to Student Achievement

Interview and focus group responses were evaluated with survey results toeskami
three research questions. The first question addresses the factors stakdletileles to be
important to student achievement. It is clear from the quantitative and queliedearch that
parents and students see great value in exploratories, advisory, guidanitenahns

programming, and the number of activities available. Survey data, reliable siutlemt and
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teacher groups, revealed that students are pleased with the maintenanicéoildiegs and the
availability of material from the library, and they are very satisfigt the availability of teams
and activities in which they can participate in school. Students also believeatiatrs
understand their problems, encourage and assist with learning, and in general] thezy fee
positive about their teachers.

Faculty members are very pleased with the degree to which administratogerntisia
workload and the feedback faculty members receive from administration. @eatyspercent
of teachers indicate that they are satisfied or very satisfied vatbaurses they teach as well as
with their sense of accomplishment regarding their job.

Parents seemed most satisfied with school buildings and supplies and the curriculum.
Generally, parents are satisfied with their involvement in the school. Pareritappy with the
range of topics taught and their currency, and most parents seem happy with Semppmes and
guidance. Parental data should be interpreted with caution, as parental respgonseutytwas
low.

Administrators are also very positive about the middle school environment. They
describe their relationship with students and faculty as good, and they believe a oumbe
factors contribute to the effective educational programming at the school. Thoeywpehat
faculty is critical to the successful programming at MMS. The team ctriteegible scheduling,

and the varied curriculum all contribute to student achievement.
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Research Question Two: Exemplary Middle School Components

The second research question addresses the programming at MMS and whether or not it
is aligned with the characteristics of the exemplary middle school. Alexandeseorge (2003)
identified the exemplary middle school components as: interdisciplinaryrtgamd block
scheduling, advisories and guidance, varied instruction, exploratories, andaman3ihe
teaming and block scheduling have been quite successful at MMS and have led to eoosgen
grouping as well. Teachers, administrators, and students seem to enjoy thistapproa
education at MMS. This approach appears to be effective in terms of student aehigasm
student proficiency and advanced proficiency levels have been maintained or injpoove
2006-2008. Faculty members believe this is the best vehicle by which to targat spedént
learning needs.

A guidance program provides access to an adult who has the time, and advisories and
guidance were described positively by all parties in the qualitatieangs Students and faculty
would like to see more guidance time, but this may be an artifact of schedulingiviswias
provide an opportunity for students to spend one on one time with an adult who can provide

advice and guidance relative to academics and other issues as well.

Varied Instruction

Varied instruction means developing learning experiences appropriate taltiie-ravel
phase of schooling and appropriate teaching strategies. Varied instructibmadlyded to
homogeneous grouping at MMS. Faculty and administration specificallyonedtthe fact that

through their teaming they develop programming tailored to the needs ofty valearners.
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Exploratories

Exploratory programs expose students to a range of academic, vocational, and
recreational subjects for career options, community service, enrichmdr@ngyment. Students
specifically mentioned exploratories as programming they “love” at school ttenss were
also clear about the fact that these programs made them “feel good” alpesgtlttess and other
aspects of school such as their schoolwork. Faculty was very positive about exiglerat
Transitions

Schools should ensure a smooth transition between elementary and high school by
orienting students and providing close articulation and coordination of learning expsrienc
Students and faculty did not recognize the transition process as significamgfgingpat MMS.

According to survey, focus group and interview data, the MMS does possess the
components of an exemplary middle school. Although there are a few areaseatidyess
subjects as deficient or needing some modification, the programs ape@tional and, in
general, have been well-received.

Research Question Three: Is satisfaction on the part of the educational stakeholders with a
school’'s programming, activities, facilities and administration related to student achest?

Keefe and Kelley (1990) found that parent, teacher, and student perceptions of the
learning environment and their satisfaction with the learning environmestaterwith student
achievement. These have been identified as “inputs” to the student achievemesstiproces
schools. Thus, this study attempted to measure student achievement in a middle school
environment with traditional data, such as standardized test scores and aatiageg
perceptions and satisfaction gathered from parents, faculty, administeatorstudents.

Qualitative and quantitative data were collected to determine stakedi@aiesfaction
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with student activities, relationships with teachers and fellow students, acinkotliscipline,
decision making opportunities, and communication. Other features of the school cevighie
study were support services, school building and supplies, student discipline, adtdnisind
information services.

Data indicate that students are most satisfied with school buildings and uplkdept st
activities, and their teachers. It is important to note that the student sutaeyeata also
explored for gender, race and grade effects. Only grade level seemed to pig@pdarit role in
the analyses in that as students progressed to higher grade levels, their perceatidns
satisfaction with the middle school declined. Parents seemed most satifiegvaol buildings
and supplies and the curriculum, while teachers were most pleased with theuleorand job
tasks, as well as their relationship with the administration. Overall adratoist, faculty,
students and parents appeared very satisfied with the middle school envitdfenahy and
staff are supportive and encouraging to each other and to their students. Additionally,
administrators described their relationships with students as “good.” Admiarstbelieved
student academic performance can vary on an individual basis. However, actoRIBHA
results, the students seemed to be doing very well.

The high number of surveys returned for students warranted further datsisanal
Correlation analyses were conducted on all general satisfaction itemsHa@uraey dimension.
All of these items were significantly correlated. The fact that thieses are correlated and that
there is a significant positive change in students’ proficiency levels orStBa$Pwould indicate
that student satisfaction is indeed related to student achievement. Onlyeyeld®émed to
play an important role in the analyses in that as students progressed to hightsvgladtheir

perceptions of and satisfaction with the middle school declined.
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Analysis of standardized test score data reveals a significanveasiterence (p<.05)
in student proficiency levels on the PSSAs from 2002 to 2008: an overall increase from 74 % to
78%. As academic achievement is defined by maintenance of or improvement in beores, t
increase in proficiency levels would indicate that student achievement hadtbeedaSince
there was such a low response to the parental and faculty surveys, more stgzhestialysis of
this data is not possible, so although it is clear from this data that studemactatsiay be
related to student achievement, it is not evident from the other stakeholder quardaédi that
there is a direct linear relationship between other stakeholder grouplictetisand student
achievement.

This chapter presented results of quantitative and qualitative data relatadent
achievement and the exemplary middle school. As indicated by qualitative datat anale
parental stakeholders in this school identified guidance, advisories, teached astivities,
transitions, administration and the curriculum as important in terms of thefasabn with the
school and their students’ success in school. Faculty and administrationaedesdith other as
critical to student success, and teachers additionally identified theutumi, their team
teaching and their sense of accomplishment in this position as important toethdienvg in
the school. Parents discussed the close relationship teachers have with stodeaéshers
believe that it is these relationships that may create successful ¢eexperiences for students.
These items: guidance, advisories, teachers, school activities, tnagmstiministration and the
curriculum do fall under the framework of the exemplary middle school as defin&iéxander
and George (2003), but they are not comprehensive as defined by Alexander and Gergge. The
are other components identified in George and Alexander’'s model that are noteamplthye

MMS. Further, perhaps reconsideration of these items from perspectives akelticdter
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parties must be identified to define academic achievement and success iddleesctiool
environment. For example, it was clear faculty felt a sense of accomphsimtheir jobs,
which translates to happiness at work, a closer relationship with students, agdsfudght
success. Alexander and George’s model, however, includes exemplary fepaaiés to other
stakeholder groups not identified in this study. This will be discussed in moidrdetepter
five. Finally, it appears that the school has maintained or improved student achievémbnt w
could be linked to stakeholders’ satisfaction with a number of different dimensionsschti
environment.

Chapter five will include a summary of the results of the study, followed bscass$ion
of the results with a special emphasis on the broader implications of the hemdsuggestions
for the direction of future research relative to student achievement and thelayemddle

school.
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CHAPTER V

SUMMARY, CONCLUSIONS, RECOMMENDATIONS

This study attempts to answer the question, “What factors may contribute to t@nd fos
student achievement at the middle level?” The goal of this study was to ekptargtt a
variety of both quantitative and qualitative methods factors that may be contgibustudent
achievement in a low socioeconomic rural public middle school. A document review,engrvi
focus groups, survey research and statistical analyses were employplbte psograms,
curricula, and student, teacher, and administrator perceptions of the school andaisgrogr

In 1987, The Carnegie Council on Adolescent Development (CCAD) established the
Task Force on Education of Young Adolescents. This group of leading educators, azatemi
researchers, and government officials identified early adolesceracpeaaiod of opportunity for
significant emotional and intellectual growth. Recommendations were madelB8@ report,
Turning Points which provided a comprehensive approach to educating young adolescents
(Jackson & Davis, 2000). Although preliminary results from the research engltredt
implementation offurning Pointssecommendations suggested that many of the practices have
been effective at the middle level, the research did not indicate this in albsitygiarticularly
in rural and lower income urban educational settings (Balfanz and Maclver, 2000)r Furthe
empirical research on middle school effectiveness is necessary to detstrocessful practices
and their effects on student achievement in different contexts.

In 2001, President George Bush signed the Child Left Behintlegislation (NCLB),
which seeks to improve achievement through expanded testing, more stringent quality
requirements for teachers, yearly monitoring of student progress, and sarwtiseisobls that

fail to improve achievement. This requires schools to measure and track studesraehtdor
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evaluation purposes. Thus, in the next decade, more schools will need to determine factors
affecting student achievement and develop methods to accurately evalt@tedtecting
student achievement.

Current research addressing middle school practices and student achievement has bee
sparse, has focused on select middle school practices, such as teaming anatiorgeniz
structure, or has had a significant focus on standardized test scores, spyec#@ding,
mathematics and writing. Further, multiple measures of student perfagrhane been
subjective and lack evidence of external validity (Nichols, 2008; Cavanagh, 2005; Tonn, 2005;
Brown, 2004; George & Alexander, 2003; Lynley, 2003).

Quantitative and qualitative data were collected, analyzed, and trianbtdaddress the
following research questions:

1) What factors as perceived by educational stakeholders have a relationshpddke

school student achievement in a rural, low socioeconomic status school?

2) Are these relational factors the same as those identified as “exgmuttie school
components?”
3) Is satisfaction on the part of the educational stakeholders with a school’s praggamm

climate, activities, facilities and administration related to studentaetnent?

Discussion of Research Questions
Both quantitative and qualitative methodologies were employed to address ¢he thre
research questions. Quantitative measures included descriptivecstategiression analyses, and
Pearson Product Moment correlations. Qualitative information was obtained frosngi@mzips

and interviews with administrators, faculty, parents and students.
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Discussion of Research Question One

What factors as perceived by educational stakeholders have a relationempdudte school
student achievement in a rural, low socioeconomic status school?

The educational stakeholders participating in this study are the studenty, facult
administrators, and parents involved in the MMS. Qualitative research was tahttuexplore
stakeholders’ perceptions of the school. The following is a summary of the mddhks
interviews and focus groups indicating these stakeholders’ perceptionsoos thett contribute
to middle school achievement: teachers, activities such as exploratoriet/madies, other
school activities and guidance, PSSA preparatory programs and other instructgrampning,

such as remediation and extended learning.

Students

Since student achievement is measured by scores on PSSAs and school grades, and
school grades are based on test scores and assignments, students wenedabstut the work
they complete in school. Students were asked what made them like their scho@neodt.the
students mentioned teachers. “Teachers make me interested in my school weeklty ‘llke
my teachers here; they're always ready to help if you have problems.¥ féakky make us feel
good about school and want us to do well.”

Another one of the interview questions confirms this sentiment. One of the intedviewe
students discussed her involvement in an exploratory program where she had an opportuni
work with a teacher one-on-one and how that made her feel very positive about the project. Al
of the students expressed that the exploratories made them feel bettehabarkithey did in
school and about being in school, so there is a direct correlation it seems betwagietits’s

relationships with teachers, their exploratories and their achievemefitaal sAnother student
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interviewed said that “the teachers made the work fun and made her teabgla the work that
she had to do.” This is yet more evidence that teachers play an important rolenh stude
achievement at MMS.

Several dimensions are measured in the student survey: relationships viidns@ac
fellow students, school work, student activities, student discipline, decision makingesuppli
buildings and upkeep, and communication. A more detailed exploration of the student survey
dimensions reveals some interesting trends. On relationships with teachenty-eme percent
are happy or very happy in general with their teachers while only 9% are yrdrapgry
unhappy with their teachers (13% are neutral). The other most positivetmarctudents have
of teachers is how teachers provide them with assistance. Sixty-two penedaippy or very
happy with the assistance they receive from teachers when they are hawiobeg. tFinally, fifty-
eight percent are happy or very happy with how much teachers help them witwsekpahd
55% believe teachers really enjoy teaching.

The schoolwork dimension reveals more about the students’ perceptions of what they are
doing in the classroom. Over one third of the students are generally unhappy with ¢tles choi
they have for classes (36% are unhappy or very unhappy about class clwoaghnber of
tests they have (34% are unhappy or very unhappy); and half of the studerttsestatre
unhappy or very unhappy with how exciting their classes are). So although ¢hehappy in
general with their teachers, many are not totally happy with what is tiagpe the classroom.

The lowest reported scores were on the disciplinary dimension. Only 26% are happy or
very happy with how students behave in class. In fact, 36% are unhappy or very unliappy wi
how students behave in school. On a positive note, safety, addressed in this dimension, is viewed

very positively. Fifty-eight percent of students indicate that they are lapmyry happy with
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how safe they feel at school. While students often mentioned “friends” in th@emte and

focus groups and seemed to place emphasis on the importance of friends’ involvement in
activities and the school environment, the survey data shows that fifty-founparedappy or

very happy with how easy it is to make new friends at school, while only 27%pge dlavery

happy with how students treat each other. It is unclear as to how importarmtr drfantiships

are relative to student achievement in the school and the school environment. Perhaps students
feel safe and happy around their friends or students they would consider as friendsabut not
comfortable around the general school population.

Although students did not mention building maintenance supplies and upkeep in focus
groups and interviews, students reported top box frequencies of 55% or greater orsall ite
related to these issues. Students seem to be positive about their physical emtisordrthe
library tools which facilitate their education. Sixty-three percentufents are either happy or
very happy with how easy it is to use the library. Fifty-eight percent dfttlients are pleased
with the condition of the library, while 51% are pleased with the school grounds.itty-f
percent of the students are happy or very happy with the way school buildings and grounds are
maintained and how classroom supplies help them learn, while 57% of students are happy or
very happy in general with the way school grounds, buildings and supplies are mediatiatihe
school.

A correlation analysis on the general satisfaction statements for eactsdimeeveals
significant correlations among several general satisfactiors i(prn05). The strongest
relationships exist between student activities and communication (.456), and studplielis
and decision making (.436). There may be opportunities for faculty, administratiorudedtst

to improve communication among these stakeholders via school activities. This may be

149



facilitated in the marketing of events or in training opportunities. Futtheischool should
recognize that perhaps students who demonstrate good discipline habits magreddoy
providing them with opportunities to participate in shared decision making.

Regression analyses were conducted to determine any gender, grade dectcoref
general student satisfaction within each dimension. Grade plays a roleun thlé students’
satisfaction with their schoolwork. Grade level influences how studentaldeat teachers, their
fellow students, communication, their student activities and discipline, theinrdéision
making, and facilities (p<.05). The students in the higher grades report éweky bf
satisfaction on these dimensions. Gender is significant (p<.05) in predicting statisfiaiction
with schoolwork and communication, while race is a predictor of satisfactionedlivf
students and building and maintenance (p<.05). These results would indicate that from the
student perspective, older students in general feel less positive about tlié school
environment. Students in upper grades do not feel as positive about fellow studentss,teacher
communication in the school, student discipline and their role in decision making. Psogram
tailored specifically to male and female students may be effectiveanmmanicating with each of
these student groups. Further, it may be necessary for the district to conssenddhannels
of communication for different ethnic groups as well.

Interviews and focus groups indicate that students are very positive about\hiescti
and they believe that the activities, in general, make them feel bettersahoat. Students’
favorite classes are physical education, mathematics, technologyieduaatl science.
Students also enjoy the time they spend with their guidance counselor. Addifisnalents say
their teachers and friends make them feel safe and happy in their schoolstsStadened

indifferent about the transitioning process from the elementary school tadtke school.
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Students have a very positive perception of the environment, their activities, dretdecwell
as communication in their school. The qualitative data corroborates the survdyidata
important to include as qualitative data the fact that the school did experiessteuaturing and
new construction in the last five years, which may have been disruptive to the acadaess.
Additionally, this may have affected the older students who report lesasaisfon a number
of issues.

In summary, students cite teachers, and opportunities to work closely withrteatiod
as in exploratories and school activities, as important to their academissu&dditionally,
they say that the work completed with guidance counselors is very important, aihéyha
would like more time with the guidance counselor. Students seem to becomeidéissl seth

the teachers and school activities as they move in to higher grades.

Faculty

The faculty survey measured a number of different dimensions: administration,
compensation, opportunities for advancement, student discipline, curriculum and jobadasks, ¢
workers, parents and community, facilities, and communication. Teachersrsepleased
with their curriculum and job tasks, as well as their relationship with thengtration. Eighty-
two percent are satisfied or very satisfied with feedback from adratoist, and 64% are
satisfied or very satisfied with the support they receive from their adratois. They are also
satisfied or very satisfied with the fact that administrators control ongapeheir work
assignments.

Teachers are most dissatisfied with their compensation and the support of padents

community. Seventy-three percent of teachers are dissatisfied or vetstiessavith their pay.
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Fifty-five percent are dissatisfied or very dissatisfied with the bsnefiailable to teachers, and
only nine percent state that their salaries are meeting their fihareids. Eighty-two percent
are dissatisfied or very dissatisfied with how their salaries meeffitnemcial needs. However,
analysis of this data reveals that faculty members are very pleabetth@vdegree to which
administrators manage their workload and the feedback faculty membevs fexm
administration. Over seventy percent of teachers indicate that theyisfiedatr very satisfied
with the courses they teach as well as with their sense of accomplishmeditnigetzeir job.
More than half of the teachers indicate that they are dissatisfied or veatysfied with the
student behavior, and the level of responsibility and self-discipline of the studdmsshbol.
In focus groups and interviews, faculty indicated that the students, for the nmpatg@agood
kids.” It is unclear how serious the student discipline problem may be and how much & may b
impacting student achievement.

Teachers believe that the PSSA course they have developed and deliverwardesis
is responsible for students’ progress and success on PSSAs. Teachergatdod#hts an end
of year party for those who perform well on the tests. Teachers believe thegaut®iirectly
to student achievement. The curriculum, developed by teams of teachers, ioselyaligned
with the PSSAs. Teachers also discussed remediation and exploratory progtahes/thalieve
can be tailored specifically to individual student learning needs, providing édrinining
experiences. Classes are structured by ability level which enalitasrte#o work with smaller
class sizes in order to more effectively individualize instruction. Surveyelatad specifically
to these issues include responses to “The extent to which curriculum, course contemirsad c
outlines are current.” Seventy-three percent of faculty is satisfieerpisatisfied with the

curriculum. Fifty-seven percent are satisfied or very satisfiell thé curriculum and job tasks.
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Teachers are very positive about the homogeneous grouping, exploratories and advisory
programs. Not only do they enjoy them, but they believe they provide the students with an
enjoyable academic experience as well and contribute to their progiseadty at the middle
school believes that remediation and opportunities to build teacher/student relatitmshigs
advisories and exploratories contribute to students’ progress in school. Teachdrbk&dal
see more time for transitioning in the schools. Both students and faculty atesfigssaith
disciplinary issues. Faculty is also dissatisfied with parental involverarly adolescence is
difficult for most youngsters. It is the time during which they begin to ehgé one's self and
the ideas learned in childhood. Further, it is the beginning of physical, emotional, aodi
intellectual growth (George & Alexander, 2003; Carnegie Council, 1995). Disciplssares
may impede this process and create difficulties in students’ developingr aetese of self
which is the foundation for academic and social well-being, and student achievathent a

Success.

Parents

Parents describe summer enrichment programs and exploratories ampringriathey
believe make a difference in their children’s education. Parents aledtstatheir children
enjoy the variety of programs available. When asked about activities titebate to academic
progress, parents specifically mentioned advisory, exploratories and guiBtaneets described
that exploratories focus on acvities students enjoy and students have the opportuniky t
closely with teachers. In terms of transitions, parents like that thedrehitour their new school

when “moving up” and have an opportunity to meet the new teachers.
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Although administrators believe the school building is in need of some upgrades, they
believe that student-centered teachers and guidance counselors provide a ribbnadiuca
environment for students. They, too, believe that activities and exploratories stual@nts to
express themselves in ways complementary to academics.

It is clear that these educational stakeholders believe teaming and vanections,
extra-curricular activities, guidance, exploratories, and extendedrigaand remediation all
play a role in student achievement in the MMS. Many of these elements amtaas
identified in previous research (Felner, Kasak, Mulhall & Flowers 1997,eRus894). It is less
clear in this study as to whether or not transitions or class schedules playraNMMS student

achievement.

Discussion of Results for Research Question Two

Are these relational factors the same as those identified as “exgmutitie school
components?”

Teaming and block scheduling, advisories and guidance, varied instruction, exjgsrator
and transitions are all identified as key components of an exemplary middle sthicmhiment
supporting student achievement (George & Alexander, 2003; National Middle School

Association, 1996).

Teaming and Block Scheduling

As indicated by survey and qualitative data, teaming and block scheduling have been
employed at MMS. Although teaming was described by faculty and admiiistest key to the
success of the delivery of academic programs, the data regarding schediglésgclear. One of

the first issues raised by students in focus groups and interviews was thatftioey don't feel
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as if they have much time between classes. Teachers also indicated igréiamssand
interviews that they would prefer block scheduling, thinking that it would be more favorable
academically and would provide them with more opportunities to enhance imstridrents
also commented on the scheduling process, desiring their children to have more dggortuni
experience a college type schedule, or block schedule. Survey questions were teok direc
specifically to scheduling issues, but it is clear from the qualitative higtdlock scheduling is
not universal in the school and three of the four stakeholder groups raised the issue
independently.

Teaming is employed at MMS, and although not addressed by parents and students i
focus groups and interviews, the concept was raised as a positive contribution to exagemi
teachers. Teachers believe their continual review of the curriculum as aeanthe programs
they have developed to prepare for PSSAs have significantly impacted studemtaent. In
survey data, 73% of teachers say they are satisfied or very satishetthevielationships they
have with their co-workers and with the degree to which faculty show concern fantstude
welfare, which would support the fact that teachers seem to want more time to spevitiev
faculty. Sixty-four percent say their work is stimulated by their cokers. The only negative
issue faculty raised was the fact that due to teaming they do not have theimpptotsee other
teachers in the school on a regular basis and just sit down to spend time or talk to them. They
often need to cover for others on their teams, which means no preparatory periods.

Students commented in both interviews and focus groups about the faculty and the fact
that they believe they have a close relationship with them and that theysesatiyto care about
students. Parents indicated the same. All involved parties enjoy this approach toedlcat

MMS and it seems to be effective in terms of student achievement, as studentmrypfand
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advanced proficiency levels have been maintained or improved (exclusive of the 2003-2005
school years) from 2002-2008. Faculty members believe this is the best vghidiech to
target specific student learning needs.

From the data gathered, teaming has had a positive impact on student achievement. It
would be accurate to conclude that teaming at MMS is the same as thosesitlbgtifilexander
and George (2003) as necessary for a successful academic program Bldokrerienot
employed universally, and its effect on the fifth grade is unclear. Furearah on this

component of a successful middle school environment would need to be explored in more detail.

Advisories and Guidance
The guidance and advisory programs provide access to an adult who has the time and
responsibility for each student, assuring familiarity and continuity in proyiddvice on
academic, personal, and social matters (George and Alexander, 2003). Giddgpically
offered to students as enrichment at MMS, although students are welcome totimée wi
guidance counselor upon request. Advisories are a weekly part of the curricdlfiMBat
Advisories were also mentioned and described positively by all parties guah&ative
research. Students specifically mentioned the advisory programs. Theyrengpportunity to
spend some one-on-one time with their teachers because they do not have ansignificet of
time to spend with their guidance counselors.
The advisories provide an opportunity for students to spend individual time with an adult
who can provide advice and guidance relative to academics and other issuesFascuiej
would like to see more guidance available to students at all grade levels. Stisdents a

commented on guidance; they like their guidance program and know that although tia¢edteg
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guidance program is currently limited, they can request access toultgEinge counselor at any
time. Parents are pleased with the guidance process at the school.

Students, faculty, parents and administrators all discussed guidance in the do@ss gr
and interviews. If not questioned directly, guidance was still mentioned asigagpsigram at
the middle school. In fact, the only complaint about guidance was that there is nteconsis
guidance program delivery for two of the grades. Students, faculty and pacersteel more
time with the guidance counselor and mentioned its very positive impact on the students.

Administrators believe the guidance process is student-centeredatithe school.
Teachers are supportive of the guidance process and understand if a child mussbkd
during class time. Counseling may include anything from individual to small grouppaed c
topics, such as: peer relationships, bullying, anger management, divorcenbpezeatal
separation, family issues, study skills, and grieving issues. More recenthgetors have had to
deal with issues such as, students self mutilation cutting behaviors amiutiyo®g.
Administrators would like to see more time for guidance in the schedule. Quroeninselors
are used for class and lunch coverage, which reduces the time they may spendwitirking
students.

Both advisories and guidance are present as described by George &d&lie§2003)
and positively received at MMS. The only concern regarding these programistéatineers,

administrators, parents, and students would like to see more time offered for guidanc

Varied Instruction
Varied instruction means developing learning experiences appropriate talthe-ravel

phase of schooling and appropriate teaching strategies (George & Alexander\V20i@8)
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instruction eventually led to homogeneous grouping at MMS. Teachers indicated iremservi
that classes are structured by ability level, creating smadiss slizes for students who are not
proficient. They believe this smaller class size creates fleyilmliprogramming to meet the
needs of all learners. Teachers are heavily involved in program development, antsthiey e
that the curriculum is aligned with PSSA standards.

Teachers stated that they have also developed a co-teaching prograrthesiicelieve
has been instrumental in meeting the needs of a variety of learnersefBedebelop curriculum
on a cyclical basis, and they plan with their team members and a curriculum coordme
negative aspect of planning is the fact that the teachers are not provided withmteaamd the
teachers must often cover for other teachers without notice.

The teachers are devoted to the students’ learning and respect indivichiabls&ills
and adjust instructional programs to meet their students’ needs. This suppontsesmdiech
where educators have begun to recognize students' overall needs in fornadatagonal goals
(Popham, 2003; Parrish, 2002; NMSA, 1995). Special education programs, remediation,
inclusion, special education services, enrichment and tutoring provide flexibilitgtructional
programming in order to meet the needs of a variety of learners. This is msgbggistudents,
parents, and administrators in the qualitative research; however, surveydilzdges that fifty
percent of students state they are unhappy or very unhappy with how excitirudgitses are.
Thus, they may not all be engaged in the MMS class environment.

Administrators believe a variety of factors contribute to effective insbrual
programming. The school provides tutoring twice a week, teachers reneinchivol to assist
students, and a number of programs such as remedial programming, IST / SAgRnnen

after-school program with a tutoring component and large group or individual meetingse
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counselor to discuss study skill strategies and organizational skillslaxasldition, the school
also provides incentive programs for students, such as amusement park trips and honors
ceremonies for student achievement. Administrators believe the dedicatkdrgeand staff are
the foundation of the successful program. The teachers are devoted to the studeimg’dedr
respect individual learning skills and adjust instructional programs to meestild@nts’ needs.
Despite the fact that teachers are most dissatisfied with their compentaty are most
pleased with their curriculum and job tasks (3.61). Over seventy percentledreamicate that
they are satisfied or very satisfied with the courses they teach lasswath their sense of
accomplishment regarding their job. Based on the pluralistic researcld, wetieictional

programming is in place and effective at the MMS.

Exploratories

Exploratory programs expose students to a range of academic, vocational, and
recreational subjects for career options, community service, enrichmdr@ngyment (George
& Alexander, 2003). Students specifically mentioned exploratories as progngrtimy “love”
at school. The students were also clear that these programs made theyguadéEelbout
themselves and other aspects of school such as their schoolwork. The faadatiywesry positive
about exploratories.

As indicated in the surveys, students rate their activities highest in tethesrof
satisfaction with their school. In interviews and focus groups, students consistentign
exploratories as a favorite part of their academic programming. Teadbengalize the
importance of exploratories in shaping students’ overall perceptions of school. Wdbdhke

students enjoy becoming closer to teachers, but teachers have an opportunitiofpateaéve
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programming for students and have fun incorporating hobbies and other activities in to the
curriculum. Students stated that they have the opportunity to work with friends anel$each
other fun activities that make them “feel good about me and schoolwork.”

Administrators and parents also discussed the exploratories as being imjocttiant
students because they enable students to express themselves in other waysasidadetheir
abilities. Additionally, it provides students with an opportunity to “get to know thaihéza
better.” The only negative aspects of the exploratories that were mentierethat first,
students must meet a certain GPA requirement to be eligible to partiaipdt&fth graders do
not participate in exploratories. Exploratories as defined by George anah8lix(2003) are

present and structured in the MMS in sixth and seventh grade levels.

Transitions

Schools should ensure a smooth transition between elementary and high school by
orienting students and providing close articulation and coordination of learning expsrienc
(George & Alexander, 2003). Students seemed indifferent about the transitioldroentary
to middle school. A few of them recalled touring the school, but many said thepvezdy
familiar with the building from their activities or from having friends th&aculty mentioned
that they would prefer to work more with fourth grade teachers. Teachers ats@tehere was
not much of a transition process from the middle school to the high school. “Yes, it'sldiffic
enough for the kids to make the transition — we’d like to know what we can do to make things
easier for them because middle school is such a big jump!” Parents and adtamsisgemed to
have different perceptions of the transition process. Administrators described alabmrate

“moving up” program, and parents stated in interviews that they were pleasetlitteants had
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an orientation. It is unclear as to the consistency and formality of thetivarfsbm elementary

to middle school at MMS. This may be an area that warrants further exmorati

Discussion of Results for Research Question Three

Is satisfaction on the part of the educational stakeholders with a school’s proggam
activities, facilities and administration related to student achievement?

Keefe & Kelley (1990) found that parent, teacher, and student perceptions of theglearni
environment and their satisfaction with the learning environment correldtstwwident
achievement. They developed instruments to measure this satisfaction which meaphee
in this study. The reliability coefficients for these instruments waleulated only for the
student and faculty surveys, as the number of parent surveys returned wdeswditye
reliability coefficient for the students’ surveys (.89) certainly inisdhat the items are
measuring a one-dimensional concept. Concurrently, the teacher surveyaudffds) is also

strong, indicating unidimensionality.

Student Data

Standardized student achievement data in the form of PSSA scores were alst@éval
in this study. Data indicate that student achievement levels, on average, hawedexhabove
average proficiency levels. It is important to note that during the measurepeiiod, the
school underwent an organizational restructuring and construction, so during thar girge
period (2002-2008), there was some variation in student scores. Overall, however, the

achievement levels have remained above average.
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In terms of student data collected, students are most satisfied with schoaidsuddd
upkeep, student activities and their teachers. It is important to note that the studentiata
were also explored for gender, race, and grade effects. Only grabedened to play an
important role in the analyses in that as students progressed to higher grisg¢hleve
perceptions of and satisfaction with the middle school declined. This may be becscisedoie
changes. Fifth graders follow a different schedule than sixth and seventisg@ider students
have the opportunity to participate in guidance and exploratories, whereas theryradge do
not. This result may require further exploration and analysis.

The number of surveys returned for students warranted further data analysat©aorr
analyses were conducted on all general satisfaction items for eaely dumension. All of these
items were significantly correlated. The fact that these iteeearelated and that there is
general maintenance of higher than average student proficiency levelsR®SAs would

indicate that student satisfaction is indeed related to student achievement.

Faculty Data

Teachers seem most pleased with their curriculum and job tasks, as well as the
relationship with the administration. Analysis of this data reveals thatyanembers are very
pleased with the degree to which administrators manage their workload anditreckefaculty
members receive from administration. Over seventy percent of teactiese that they are
satisfied or very satisfied with the courses they teach as well as witsehse of
accomplishment regarding their job. Teachers are very positive about the heouge
grouping, exploratories, and advisory programs. Not only do they enjoy them, but ibeg bel

they provide the students with an enjoyable academic experience as well aifitotd their
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progress. Teachers stated in focus groups and interviews that they beliefectissid
curriculum and instruction do directly affect student achievement. Teatiderslicate
however, that they were not satisfied with their compensation or student dscAdthough
most of the data reported by teachers was positive, further exploration of cotigmeaisd
disciplinary issues should be conducted before any definitive link between teatibfrction

and student achievement can be reported.

Parent Data

In terms of quantitative data, parents seemed most satisfied with school lsuadihg
supplies and the curriculum. Insufficient response rates on the surveys, hoveater, c
limitations in analyzing and interpreting the data. Qualitative datalesl/dzat parents are very
pleased with exploratories, guidance and academic programming at the $eti@oits did not
discuss instruction or school buildings and supplies as much as they did the explonadories a
advisories. Future research of parents’ satisfaction and the relationship td attldevement

may be necessary, as the response rate in this study was low.

Administrators

Overall administrators, as well as the faculty, students and parentsyasatigfied with
the middle school environment. Faculty and staff are supportive and encouragicly ¢ohes
and to their students. Additionally, administrators describe their relationshipstudents as
“good.” Administrators believe student academic performance can vary on\aduatibasis.
However, according to PSSA results, the students seem to be doing very well. Motiealef

research including a larger sample of administrators from low incomesalmabls should be
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pursued to identify a clearer link between administrator’s satisfaction ahehstachievement.

Summary

As this research was largely exploratory, the three research questicessaddvere:

1) What factors as perceived by educational stakeholders have a relationsmpduilie
school student achievement in a rural, low socioeconomic status school?

2) Are these relational factors the same as those identified as “exgmdaiie school
components?”

3) Is satisfaction on the part of the educational stakeholders with a school’s praggamm
climate, activities, facilities and administration related to studeneaeiment?

The general factors educational stakeholders perceive as important to student
achievement at MMS are exploratories, advisories, guidance, after schoahealiateon
(varied instruction), teacher relationships (teaming), and the curriculunme phegrams are the
same programs George and Alexander describe as essential to the examgulrgchool
(2003). Itis less clear as to whether or not transitions and block scheduling playnaviMS
student achievement. These are also considered by George and Alexandes¢otisd &sa
successful academic environment in the middle school context.

Finally, the relationship between student achievement and satisfactiontedsmsost
clear for students. The relationships between student achievement and parentstratbrs’
and teachers’ satisfaction with the school and its programming requires fiutinditative and

gualitative study with larger rural populations.

164



Discussion of Broader Implications

Several implications for practice and for further study can be drawn froraghks of
this study. Implications include first, a more definitive understanding of #m@@hary middle
school components and their relationship with student achievement. In this study the key
components of advisory programs, as developed by George and Alexander, arecwvatbat
pluralistic research. One conclusion of this study is the multidimensipoélirograms as they
may exist in different districts. This study identifies the need to moneitikefly define the
features of these programs in order to measure and assign value to the cohsrachplary
middle school” as defined by George and Alexander (2003). This would provide standardizat
in measuring the success of middle schools in developing and improving student achieveme
Many schools, today, however, do not yet practice standardization and do not have data
measurement policies in place. This could certainly mean more expenditwatel@do these
developments. One result of NCLB has been the development of data driven decision making
districts. This could have positive implications for student achievement in that nfioréwede
concrete data will enable districts to track progress in developing studésternent.

If indeed, stakeholder satisfaction can predict student achievement and selttbhchie:
well-being, districts will need to monitor stakeholders’ perceptions andagditisf on a
continual basis in order to truly measure student achievement. This proved diffitudt study,
as the researcher was unable to acquire sufficient data from groups sunts palditionally,
although the numbers were small, there was a disconnect between faculty pescagparental
involvement and parents’ sense of their own involvement. Although the district does have a
vision and plan in place for parental and stakeholder involvement, as indicated via #ggcstrat

plan (ttp://www.haven.k12.pa.us/strategic.html, 200@re seems to be a disconnect in this
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area. Districts may need to consider developing an ongoing research pltandoquisition,
maintenance, and analysis of data from a number of different parties, sucbrds, par
administrators, students, faculty and staff.

Faculty and administration identified each other as critical to studentssyuere
teachers additionally identified the curriculum, their team teaching andséreie of
accomplishment in this position as important to their well-being in the schook itaes do
fall under the framework of the exemplary middle school as defined by Alexandé€seorge
(2003), but they are not comprehensive as defined by Alexander and George. For example,
although teachers said that they valued their relationships with their febahdrs, they felt as
though their team structure did not give them the opportunity to communicate vetheiit
fellow teachers outside of their team in order to exchange ideas and tesichiiegies.
Additionally, although teachers felt accomplished regarding cersgeces of the curriculum and
course delivery, they were clearly unhappy about their compensation, their taaradial well-
being and their security in their jobs. Faculty and parents seemed pleasdttivithteéraction
with the administration in the school; however, “decision making opportunities” was tme of
lowest scoring dimensions on the student survey. This may warrant further iatrestas
shared decision making is an important characteristic of exemplary mitidielsc

George and Oldaker conducted a study in 1983 exploring the effects of adopting true
middle school practices in schools in 34 states. Ninety-five percent of the sclpootede¢hose
students’ attitudes about school and feelings towards teachers became nyoalesaitengly
positive. Ninety-four percent reported better staff morale and rapporeasltaf
reorganization. Positive parental support was also noted (George & Oldaker, 18983)sPe

adoption of all true exemplary middle school practices at MMS (advisories atahgaij varied
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instruction, exploratories, transitions, and teaming and block scheduling) would havteva pos
impact on student discipline and parental involvement at MMS.

Further, reconsideration of these items from perspectives of all stakepafties may
need to be identified to define academic achievement and success in the middle school
environment. For example, it was clear faculty felt a sense of accomphsimtheir jobs,
which translates to happiness at work, a closer relationship with students, agddtodint
success. Alexander and George’s model, however, would need to be expanded to include
exemplary features specific to different stakeholder groups such asapaetattonship with
teachers, parental relationship with students, and parental involvement in the school
environment.

Although this study focuses on a rural district, it is clear that thergssres exclusive to
rural districts that may impact the results. Urban districts maymradeost of other issues
with various socioeconomic statuses. These factors must also be considestddby ih

developing middle school programs.

Recommendations for Low SES Districts
Based on the results of this study, there are several recommendatiasidond) student
achievement in a middle school environment with low socioeconomic status. Fiostea cl
relationship between students and teachers seemed to be very important ttritttigndiss
study. Throughout the qualitative findings, it is obvious that teachers belie\tbehat
programming enables them to stay “close to the students.” Document reviewdéeheale
process the school conducts on an annual basis to ensure appropriate programming. A

“Professional Education Committee” meets every year or on an as-neatetblevaluate
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professional activities. The evaluation process involves the cooperative effegachers,
building principals, curriculum supervisor, central office administration, paneht@mmunity

advisory groups, strategic planning committees, and student advisory groups

(http://www.haven.k12.pa.us/strategic.ht2009).

Additionally, students and parents mentioned several times in focus groups and
interviews that they were motivated by the fact that their teachers warlaosgly with them,
and knew who they were. A possible shortcoming of this student environment was the fact that
teachers and administrators reported that parental involvement and parentaktotlent
academics was not what they would envision as supportive or conducive to long-temh stude
achievement. Although parents state that they feel as if they are veryeid\arsid have many
opportunities to do so, teachers were less enthusiastic about parents’ involvensemiayl hi
warrant further investigation. Research indicates that students’ percdatgahships with their
teachers affect the development of their motivation; higher quality tesititEnt relationships
predict stronger motivation (Murdoch, 2003), ultimately impacting student achiavefuether,
previous research suggests that parents' location in the socioeconomic strgctusée tiag
impact on students' academic achievement (Sirin, 2005). Given that the MMS is a low
socioeconomic status district, this is an issue that should be monitored and addezsdeels
commented that the close relationships they were able to maintain with studktite ane-on-
one attention that they provided was crucial in many students’ cases hieaénts may not
be active in their academic and social well-being.

Second, directly related to maintaining a close relationship with studemsograms
such as advisories and exploratories. These programs are unique in that studewsywor

closely with teachers and they have the opportunity to focus on non-academic Sulgjects

168



wrestling and drama. These topics enable students to “get to know” their taachdifferent
and fun way and strengthen the student/teacher relationship an importest éatamproved
student achievement.

Third, closely related to these strong teacher/student relationshipgs matruction.
Due to the fact that students may vary significantly in ability, teachess Ioe able to reach
these students via differentiated and individualized instruction. Varyingatisin provides
teachers with that opportunity. In qualitative research in this study, respon#osdad that
student grouping enables teachers to deliver a more tailored program, and thies staldsate
that they enjoy working with their teachers. Seventy-one percent are biapeny happy in
general with their teachers while only 9% are unhappy or very unhappy witketiehers
(thirteen percent are neutral). Forty-nine percent are happy or very Wwiapgow well teachers
understand their problems. Fifty-nine percent are happy or very happy with leowtesthers
tell them they do good work. Sixty-two percent are happy or very happy with thaassigiey
receive from teachers when they are having trouble.

Finally, faculty and administrators both agreed that their special focus/eloplieg
programming to address the PSSAs was extremely important to student memeva these
academic measures. Teachers and administrators worked very closely @ruwarri
development to support topics and methods covered in these tests

(http://www.haven.k12.pa.us/strategic.ht@2009). They also provided students with additional

incentives such as end-of-year PSSA parties. Teachers, administratonsdemdssall reported

that these were motivating and important to student achievement.
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Limitations

This study attempted to discover the factors that may influence studesteanknt in a
middle school environment. Specifically, the goal was to explore a low incorakschool
district demonstrating above average student achievement. A few limitafitresstudy must
be noted.

First, focus groups may not be representative of the target populations to be studied
Small groups of parents, teachers, students and administrators were quesgargidg the
middle school environment. These small groups are intended to provide exploratory insight in to
the research issue and to complement other research methods.

Second, as the researcher employed interviews and focus groups to capttnendat
number of parties, the possibility of interviewer bias may exist. dfatits may have responded
to questions as they believe researchers would like them to, or they may hawdlberoed by
those around them and responded accordingly.

Results are also limited by the many intervening variables that nfigbt student
performance on standardized tests over which the principal and the school have no control.
Demographics, faculty and staff, and geographic location of the school are stimearfables
affecting the outcomes of this study. The extent to which PSSA accuraasures student
academic achievement limits the study as well.

The samples of each group studied may be questionable in terms of geniétaliza
Although the student sample is reliable, the number of parents included in the study is
guestionable. Data was collected only from a few parents. Response to suriaytidistand
interviews was low. Parental feedback would need to be studied on a more extensivetbasis i

future.
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Finally, this was a case study of one isolated district in the state of RenmayMore
comprehensive research including several different districts should be cahfduectemparison

purposes.

Recommendations for Future Research

This case study provides an opportunity to explore student achievement. Many studies
have addressed the issue of student achievement. Particular to this studigdsttiet the
school is part of a low income district, and the students have scored at above pweiiagncy
levels for several years.

In this research, the researcher attempted to study several stakgholgbs: however,
only the student group seemed sufficient in numbers in terms of the qualitative data. Fut
research should include more detailed research with larger numbers fronhaliettakeholder
groups. Likewise. future research will need to provide replication of thig stanumber of
districts. Both low and high socioeconomic communities could be studied to address and control
for the socioeconomic status variable.

From the pluralistic research conducted, several factors play a role in student
achievement in this case study. What is evident from the primary and secoisearghas the
fact that there may be many methods by which we can determine which facyarsglain
student achievement. Tonn (2005) describes standardized data and expectationsasunatee
measures of achievement, while Cavanagh (2005) identified teachergrmgircurriculum as
predictors of student achievement. Future research should explore other assiesdsnamd
data points that may enable us to determine more concretely relationshipssaimaooig

environment, stakeholders, and student achievement. Other measures of successrmiayg det
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student achievement, such as college acceptances, SAT scores, ACT scoreg) sajréol
program transitions, service learning experiences, and vocational plasemaddition to
student, teacher and parent data.

George and Alexander (2003) identified key components, but they also described
characteristics of exemplary middle schools that are more comprehévisreeresearch is
necessary to expand upon key components and how they facilitate the chacscteaist there

other programs or elements that might be included?

Chapter Summary

This chapter provides a synthesis of the pluralistic research conducted fetuthy.
Additionally, broader research implications are considered as are stuidyidins. Finally
directions for future research are discussed.

While the quest continues to improve our schools and student achievement, districts will
continue to grapple with issues of standardization, measurement and data aMalgspositive
about this study is the fact that a rural, low socioeconomic status school has beeratiaie
and sustain such levels of student achievement. From this study, districts cao begierstand
the importance of continually collecting and tracking data in efforts toowepschool
environments, satisfy stakeholders, and develop a more comprehensive and clarifie
understanding of student achievement to better serve students and communities.

The middle level curriculum needed today must respond to more demands than ever,
including newer state and federal standards. However, this study demartbtathis does not
translate into the abandonment of middle school philosophy, or that the curriculum should be

uninspired and completely standardized. Middle school programming such aspleatémted
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at MMS school, meets the needs of adolescents and provides them with the cuictilum
experiences that not only promote achievement as defined by No Child Left Behind, but
promotes the development of attitudes and behaviors needed for a full, productive, &magsatis
life. The environment at MMS fosters these life-long learning skiitd beliefs that go well

beyond scores on standardized tests.
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APPENDIX A
FOCUS GROUP SCRIPT
PARENTS

Focus Group Purpose Statement To explore perceptions of and satisfaction with school
programming.

1. Please describe your child’s overall academic progress in school.
Can you provide some detail?

2. Explain your degree of satisfaction, in general, with the school environmentSiiAMS.

3. What instructional programs do you believe have made a difference in improving student
achievement at the middle school?

What particular elements of the program made it effective?
4. What about the instructional programming at your school provides flexibility e thne
needs of a variety of learners?

Please explain.
5. Please tell me about your child’s schedule of classes.

What about this type of schedule helps your child to achieve?
6. What activities at the school do you believe contribute to your child’s progresisaol?

Please describe how you feel the activities contribute to your child’sgssg
7. What do you believe your schools do to provide smooth transitions from one school to
another?
8. Describe the guidance process in your child’s school.

Is there anything you would like to change about this process?
9. Please describe any exploratories (may need to describe) in which ydurashgarticipated.
10. Describe your involvement in the school environment.

How have you been encouraged to be involved in school programs?
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11. Please explain the support services which exist to provide your child witheandadtective

educational environment.

12. Are there any additional thoughts that you would like to share?

THANK YOU FOR YOUR TIME!
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FOCUS GROUP SCRIPT
STUDENTS

Focus Group Purpose Statement To explore students’ perceptions of and satisfaction with
school programming.
1. Tell me about your school.

What do you like about your school?

Is there anything that you would like to change about your school?
2. What do you think about the work you do in school?

Is it challenging?

Do you have enough time to complete your work?

What makes you interested in doing the work at school?
3. What types of activities do you have at your school?

What is good about the activities at your school?

What activities or programs do you like or dislike in school? Why?

Do you think these programs make you feel better about your school work or help you to

do better in school? Why?

4. Tell me about tell me about your schedule of classes. Does your school use blockngghedul

Do you like the way your schedule is set up?

Why or why not?
5. How often do you see your guidance counselor?

Do you like working with your guidance counselor? Why or why not?
6. What courses do you take at school?

Which courses do you like? Why?

Which courses do you dislike? Why?
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7. How did you feel moving from elementary school to the middle school?
Describe any programs that were helpful in making you feel comfartable
8. Please describe any exploratories you may have participated in.
What did you like or dislike about them? (if applicable)
9. How do you feel about becoming involved in the school environment?
10. What makes you feel safe and happy in your school?
11. What else would you like to talk about today?

THANK YOU FOR YOUR TIME!
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FOCUS GROUP SCRIPT
FACULTY

Focus Group Purpose StatementTo explore perceptions of and satisfaction with school
programming.

1. Explain your degree of satisfaction, in general, with the school environnieat@SHAMS.

2. How would you describe your relationship with students?

3. Please describe your students’ overall academic progress in school.
Can you provide some detail?
4. What instructional programs do you believe have made a difference in improving student
achievement at the middle school?
What particular elements of the program made it effective?
5. What about the instructional programming at your school provides flexibility &b the
needs of a variety of learners?
Please explain.
6. How do you develop instructional programming?
What do you like or dislike about this process?

7. What do you like or dislike about the scheduling?

8. What activities at the school do you believe contribute to your students’ progses®ol?
Please describe how you feel the activities contribute to your studergeegso

9. What do you believe your schools do to provide smooth transitions from one school to

another?

10. Describe the guidance process in your students’ school.

Is there anything you would like to change about this process?

192



11. What type of effect do you believe exploratories may have on student achieiregour
school?

12. What changes would you make to the activities and facilities at the school?
Why?

13. How would you describe your relationship with parents and the community?

14. How do you feel about becoming involved in the school environment?
15. How do you feel support services provide a safe and effective educational enmtfonme
16. Are there any additional thoughts that you would like to share?

THANK YOU FOR YOUR TIME!
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Focus Group Invitation Letter for Parents

(DATE)
(CONSTITUENT NAME)
(CONSTITUENT ADDRESS)

Dear (CONSTITUENT NAME):

| am a graduate student at Indiana University of Pennsylvania conductiagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mrédle School (SHAMS) has
agreed to participate in this study in order to evaluate its curriculum agchprs and their effects on
student achievement. | am interested in exploring how parents pefeisehool. The data collected
will be used for dissertation research at Indiana University of pkamsa.

As part of the evaluation, we are interested in obtaining feedback frowmbnskelected parents. Your
feedback is important to help the SHAMS design programs that will betétitineeneeds of your
children. We invite you to share your feedback at a focus group discussion on)(BhE(TIME) to
(TIME) at (LOCATION). A gift from the school store will be provided twuyfor your participation in
the group. The data collected during this session will be completely anonymous faehtian 1t will
be coded so that you cannot be identified by the data.

| would greatly appreciate your participation. Please let me know if yobevadble to attend by mailing
the attached RSVP form or sending it to school with your child. Please do natehescontact the
school if you have any questions at (PHONE) or (EMAIL).

I look forward to meeting with you on (DATE)!

Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis, 570.422.3336

RSVP SHAMS Focus Group Discussion

TO:  (NAME), (TITLE)
FROM:

[1Yes, | will attend the Focus Group on (DATE), from (TIME) to (TIME).
[ No, | cannot attend.
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Focus Group Invitation Letter for Faculty

(DATE)
(CONSTITUENT NAME)
(CONSTITUENT ADDRESS)

Dear (CONSTITUENT NAME):

| am a graduate student at Indiana University of Pennsylvania conductiagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mradle School (SHAMS) has
agreed to participate in this study in order to evaluate its curriculum anégum®gnd their effects on
student achievement. | am interested in exploring how faculty petbeiszhool. The data collected
will be used for dissertation research at Indiana University of Piamssy.

As part of the evaluation, | am interested in obtaining feedback from randdediesefaculty members.
Your feedback is important to help the SHAMS design effective educaporgdamming. | invite you
to share your feedback at a focus group discussion on (DATE), from (TIMEM&) &t (LOCATION).
Breakfast will be provided. The data collected during this session vabrieletely anonymous and
confidential. It will be coded so that you cannot be identified by the data.

| would greatly appreciate your participation. Please let me know if yobevdble to attend by
returning the attached RSVP form to the principal’s office.

I look forward to meeting with you on (DATE)!
Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadsaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis 570.422.3336

RSVP SHAMS Focus Group Discussion

TO:  (NAME), (TITLE)
FROM:

[J Yes, | will attend the Focus Group on (DATE), from (TIME) to (TIME).
71 No, | cannot attend.
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Focus Group Invitation Letter for Students

(DATE)
(CONSTITUENT NAME)
(CONSTITUENT ADDRESS)

Dear (CONSTITUENT NAME):

| am a graduate student at Indiana University of Pennsylvania conductiagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mradle School (SHAMS) has
agreed to participate in this study. I'd like to know if there are any changeprovements that can
make your school a better place. The data collected will be used fertalies research at Indiana
University of Pennsylvania.

| are interested in talking to you about the school. I'd like to invite you to a dgiscyssion during
lunch period on (DATE), from (TIME) to (TIME) at (LOCATION). I'll buy yourch, and you'll
receive a gift from the school store for your participation in the group. dtaecdllected during this
session will be completely anonymous and confidential. It will be coded so thaaryoot de identified.

| would greatly appreciate your participation. Please let me know if yolbevadble to attend by giving
the attached RSVP form to your teacher.

I look forward to meeting with you on (DATE)!
Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis, 570.422.3336

RSVP SHAMS Group Discussion

TO:  (NAME), (TITLE)
(KIDS COUNT FAX NUMBER)

FROM:

[1 Yes, | will attend the Discussion Group on (DATE), from (TIME) to (EM
[J No, | cannot attend.
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APPENDIX B
INTERVIEW SCRIPT
PARENTS

1. Please describe your child’s overall academic progress in school.
Can you provide some detail?

2. Explain your degree of satisfaction, in general, with the school environment &tAMSS

3. What instructional programs do you believe have made a difference in improving student
achievement at the middle school?
What particular elements of the program made it effective?
4. What about the instructional programming at your school provides flexibility e thne
needs of a variety of learners?
Please explain.
5. Please tell me about your child’s schedule of classes.
Does the school employ block or intensive scheduling?
What do you like or dislike about this form of scheduling?
6. What activities at the school do you believe contribute to your child’s progresisaol?
Please describe how you feel the activities contribute to your child’sgssg
7. What do you believe your schools do to provide smooth transitions from one school to
another?
8. Describe the guidance process in your child’s school.
Is there anything you would like to change about this process?
9. Please describe any exploratories (may need to describe) in which ydurashgarticipated.

10. How do you feel about becoming involved in the school environment?
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11. Please explain the support services which exist to provide your child witheangdafe

effective educational environment.
12. Are there any additional thoughts that you would like to share?

THANK YOU FOR YOUR TIME!
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INTERVIEW SCRIPT
STUDENTS

Questions
1. Tell me about your school.
What do you like about your school?
Is there anything that you would like to change about your school?
2. What do you think about the work you do in school?
Is it challenging?
Do you have enough time to complete your work?
What makes you interested in doing the work at school?
3. What types of activities do you have at your school?
What is good about the activities at your school?
What activities or programs do you like or dislike in school? Why?
Do you think these programs make you feel better about your school work or help you to
do better in school? Why?
4. Tell me about tell me about your schedule of classes. Does your school use blockngghedul
What do you like or dislike about your schedule?
5. How often do you see your guidance counselor?
Do you like working with your guidance counselor? Why or why not?
6. What courses do you take at school?
Which courses do you like? Why?
Which courses do you dislike? Why?
7. How did you feel moving from elementary school to the middle school?

8. Describe the exploratories in which you have participated

199



What did you like or dislike about them?

9. Is there anything else you'd like to talk about today?
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INTERVIEW SCRIPT
FACULTY

1. Can you comment on your degree of satisfaction, in general, with the school eenirahm
the SHAMS?

2. How would you describe your relationship with students?

3. Please describe your students’ overall academic progress in school.
Can you provide some detail?
4. What instructional programs do you believe have made a difference in improving student
achievement at the middle school?
What particular elements of the program made it effective?
5. How do you believe the instructional programming at the school provides flgxibiineet
the needs of a variety of learners?
Please explain.
6. How do you develop instructional programming?
What do you like or dislike about this process?
7. What do you like or dislike about the scheduling process in your school?
8. What activities at the school do you believe contribute to your students’ progses®ol?
Please describe how you feel the activities contribute to your studergeegso
9 What do you believe your schools do to provide smooth transitions from one school to
another?
10. Describe the guidance process in your students’ school.

Is there anything you would like to change about this process?
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11. What type of effect do you believe exploratories may have on student achieveyoemt
school?

12. What changes would you make to the activities and facilities at the school?
Why?

13. How would you describe your relationship with parents and the community?

14. How do you feel about becoming involved in the school environment?
15. How do you feel support services provide a safe and effective educational enmtfonme

16. Are there any additional thoughts that you would like to share?
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INTERVIEW SCRIPT
ADMINISTRATORS

1. Can you comment on your degree of satisfaction, in general, with the school eenirahm
the SHAMS?

2. How would you describe your relationship with students?

3. Please describe your students’ overall academic progress in school.
Can you provide some detail?
4. What instructional programs do you believe have made a difference in improving student
achievement at the middle school?
What particular elements of the program made it effective?
5. How do you believe the instructional programming at the school provides flgxibiineet
the needs of a variety of learners?
Please explain.
6. How do you develop instructional programming?
What do you like or dislike about this process?
7. What do you like or dislike about the scheduling process in your school?
8. What activities at the school do you believe contribute to your students’ progses®ol?
Please describe how you feel the activities contribute to your studerge2gso
9 What do you believe your schools do to provide smooth transitions from one school to
another?
10. Describe the guidance process in your students’ school.

Is there anything you would like to change about this process?
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11. What type of effect do you believe exploratories may have on student achieveyoemt
school?

12. What changes would you make to the activities and facilities at the school?
Why?

13. How would you describe your relationship with parents and the community?

14. How do you feel about becoming involved in the school environment?
15. How do you feel support services provide a safe and effective educational enmtfonme

16. Are there any additional thoughts that you would like to share?
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Interview Invitation Letter for Parents

(DATE)

(CONSTITUENT NAME)
(CONSTITUENT ADDRESS)

Dear (CONSTITUENT NAME):

| am a graduate student at Indiana University of Pennsylvania conductiagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mrédle School (SHAMS) has
agreed to participate in this study in order to evaluate its curriculum andum®gnd their effects on
student achievement, | am interested in exploring how parents percedahtivd The data collected
will be used for dissertation research at Indiana University of Plmams.

As part of the evaluation, | am interested in obtaining feedback from randeletyes! parents. | invite
you to share your feedback in a one-on-one telephone. The data collected dusegsibis will be
completely anonymous and confidential. It will be coded so that you cannot hddét the data.

| would greatly appreciate your participation. Please let me know if yobevadble to attend by mailing
the attached RSVP form or sending it to school with your child.

Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis 570.422.3336

RSVP SHAMS Interview Participation
TO:  (NAME), (TITLE)

FROM:

[ Yes, | will attend the interview on (DATE), from (TIME) to (TIME).
[J No, | cannot attend.
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Interview Invitation Letter for Faculty

(DATE)

(CONSTITUENT NAME)
(CONSTITUENT ADDRESS)

Dear (CONSTITUENT NAME):

| am a graduate student at Indiana University of Pennsylvania conductiagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Widdle School (SHAMS) has
agreed to participate in this study in order to evaluate its curriculum andum®gnd their effects on
student achievement, | am interested in exploring how faculty perbeiaetool. The data collected
will be used for dissertation research at Indiana University of Pkmamsy.

As part of the evaluation, | am interested in obtaining feedback from randdettesfaculty members.
| invite you to share your feedback in a one-on-one interview on (DATE), fradiE)Ttio (TIME) at
(LOCATION). If it is more convenient, | would be happy to conduct the interiayetelephone. You'll
receive a gift from the school store for your participation in the irgervi he data collected during this
session will be completely anonymous and confidential. It will be coded samthatgnot be identified
by the data.

| would greatly appreciate your participation. Please let me know if yolbevdble to attend by
returning the attached RSVP form to me via the administrative affices

I look forward to meeting with you on (DATE)!
Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis 570.422.3336

RSVP SHAMS Interview

TO:  (NAME), (TITLE)
FROM:

[J Yes, | will attend the Interview on (DATE), from (TIME) to (TIME).
71 No, | cannot attend.
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Interview Invitation Letter for Students

(DATE)

(CONSTITUENT NAME)
(CONSTITUENT ADDRESS)
Dear (CONSTITUENT NAME):

| am a graduate student at Indiana University of Pennsylvania conduct#zgaie in order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mradle School (SHAMS) has
agreed to participate in this study. I'd like to know if there are any changepr@vements that can
make your school a better place. The data collected will be used fertalies research at Indiana
University of Pennsylvania.

I would like to invite you to a one-on-one interview on (DATE), from (TIME) taE) at

(LOCATION). You'll receive a gift from the school store for your pap@tion in the interview. The
data collected during this session will be completely anonymous and coridéntvill be coded so that
you cannot be identified.

| would greatly appreciate your participation. Please let me know if ybbevible to attend by giving
the attached RSVP form to your teacher.

I look forward to meeting with you on (DATE)!
Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis 570.422.3336

RSVP SHAMS Interview

TO:  (NAME), (TITLE)
(KIDS COUNT FAX NUMBER)

FROM:

[1Yes, | will attend the interview on (DATE), from (TIME) to (TIME).
[J No, | cannot attend.
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Interview Invitation Letter for Administrators

(DATE)

(CONSTITUENT NAME)
(CONSTITUENT ADDRESS)

Dear (CONSTITUENT NAME):

| am a graduate student at Indiana University of Pennsylvania conductiagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mrédle School (SHAMS) has
agreed to participate in this study in order to evaluate its curriculum agdhprs and their effects on
student achievement, | am interested in exploring how administrators/peteeschool. The data
collected will be used for dissertation research at Indiana UrtivefsPennsylvania.

As part of the evaluation, | am interested in obtaining feedback from randdedteseadministrators. |
invite you to share your feedback in a one-on-one interview on (DATE), from (TidE)IME) at
(LOCATION). You will receive a gift from the school store for your pgpation. The data collected
during this session will be completely anonymous and confidential. It wilhdéedcso that you cannot be
identified by the data.

| would greatly appreciate your participation. Please let me know if yobevdble to attend by
returning the attached RSVP form to me via the administrative affices

I look forward to meeting with you on (DATE)!
Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis, 570.422.3336

RSVP SHAMS Interview
TO:  (NAME), (TITLE)

FROM:

[l Yes, | will attend the Interview on (DATE), from (TIME) to (TIME).
0 No, | cannot attend.
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APPENDIX C

Survey Invitation Letter for Parents

April, 2008

Dear SHMS Parents:

| am a graduate student at Indiana University of Pennsylvania conductsagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mrédle School (SHAMS) has
agreed to participate in this study in order to evaluate its curriculum agdhprs and their effects on
student achievement. | am interested in exploring how parents petmisehbol. The data collected
will be used for dissertation research at Indiana University of pkmmsa.

As part of the evaluation, | am interested in obtaining feedback from randeletyes! parents. | invite
you to share your feedback in the attached survey. Please completad¢iyeasdrreturn it to the school
in the self-addressed stamped envelope by (DATE). The data collextethfs survey will be
completely anonymous and confidential. It will be coded so that you cannot béeaddnyithe data. |
would greatly appreciate your participation. Please complete and tetusarvey as soon as possible.
Participation in this study is completely voluntary.

Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis, 570.422.3336
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Survey Invitation Letter for Faculty
April, 2008
Dear Faculty Member:

| am a graduate student at Indiana University of Pennsylvania conductsagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mrédle School (SHAMS) has
agreed to participate in this study in order to evaluate its curriculum anédim®gnd their effects on
student achievement. | am interested in exploring how faculty pertteg school. The data collected
will be used for dissertation research at Indiana University of piamsa.

As part of the evaluation, | am interested in obtaining feedback from randelextyexl faculty members.
| invite you to share your feedback in the attached survey. Please coinplsteviey and return it to the
person administering the survey. The data collected from this suivégwompletely anonymous and
confidential. It will be coded so that you cannot be identified by the data. | waatlygappreciate your
participation. Please complete and return the survey as soon as possiiigatan in this study is
completely voluntary.

Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis 570.422.3336
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Survey Invitation Letter for Students

April 2008

Dear Student:

| am a graduate student at Indiana University of Pennsylvania conductiagates order to fulfill
requirements for the doctorate of education. The Schuylkill Havea Mredle School (SHAMS) has
agreed to participate in this study in order to evaluate its curriculum anégum®gnd their effects on
student achievement. I'd like to know what you think of your school. The datatedlied be used for
dissertation research at Indiana University of Pennsylvania.

Please complete the survey and return it to the person administeringvieiswyour classroom. The
data collected from this survey will be completely anonymous and confidenitialill be coded so that
you cannot be identified. You are encouraged to, but not required to complateste s

Please do not hesitate to contact me, Dr. Faith Waters or Dr. ShadaaDBast Stroudsburg University
if you have any questions (please see contact information below).

Sincerely,

Eugene McGorry, Doctoral Candidate, IUP

Contact info:

Eugene McGorry 610.562.3990
Dr. Faith Waters 570.422.3363
Dr. Shala Davis 570.422.3336
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