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ESTABLISHMENT AND MAINTENANCE OF ACADEMIC OPTIMISMIN
MICHIGAN ELEMENTARY SCHOOLS: ACADEMIC EMPHASIS,
FACULTY TRUST OF STUDENTS AND PARENTS,
COLLECTIVE EFFICACY
Jill Van Hof, Ph.D.

Western Michigan University, 2012

In response to heightened standards and callefmuatability, schools have
dramatically intensified their work to meet the\wnog challenges. Schools require
strategies for improvement that will transcend dgraphic factors such as SES.
Research has shown the construct of academic @otiras contributing to student
achievement despite a school’s socio-economics{@addard, LoGerfo, & Hoy,

2004; Goddard, Sweetland, & Hoy, 2000; Hoy, 2008y & Miskel, 2005; Hoy &
Sabo, 1998; Hoy & Tarter, 1997; Hoy, Tarter, & Katitnp, 1991; Hoy, Tarter, &
Woolfolk, 2006; McGuigan & Hoy, 2006; Smith & Ho2001; Tschannen-Moran, Hoy,
& Hoy, 2000).

There exists, at the elementary level, a lack eéaech that describes conditions
contributing to academic optimism. This researdp$to fill that void by identifying,
describing, and categorizing the norms, behavsgitrategies, and other pertinent
characteristics that exist in a low-SES school kizet established and is maintaining an
academically optimistic environment.

Via two illustrative and critical-instance casediés in Michigan low-SES, and

high-achieving elementary schools, this researshkrd®es the work and characteristics



of an academically optimistic environment. Studsutes identify, describe, and
categorize elementary school level norms, behavstrategies, and building
characteristics that may have contributed to theld@ment of one or more of the
properties of academic optimism: academic emphesiective efficacy, and faculty
trust.

Analysis of field-notes from observations, intewss focus groups; and
document reviews revealed two sets of deductivarahattive themes: five primary
themes and three secondary themes. Primary therwlesié: expectations/goals,
alignment, collaboration, communication, and a semglareness/care of kids.
Secondary themes include: data analysis, supg@dft ahd continuous learning. There
are implications for other schools that serve pn@dantly low-SES populations. The
findings from this study might also have implicatsofor schools with significant low
SES sub-populations. Understanding more aboutdhag) behaviors, and strategies
that exist in such a school may be beneficial toeoschools, teachers, and
administrators that engage in endeavors to creaéeademically optimistic

environment in pursuit of improving student achieeat.
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CHAPTER |

INTRODUCTION

State and national standards, federal legislatind,elevated accountability
mandates have increased the pressure on schaalséastudent achievement levels.
Accountability, concerning public education, refeyghe “systems that hold students,
schools, or districts responsible for academicquarénce” (EImore, 2004, p. 90). Public
schools are evaluated using systems that inclugledtakes measures: standardized tests
and Adequate Yearly Progress (AYP) reports.

In an effort to comply with these demands, schoolgtinue to search for methods
to overcome heightened obstacles to meet highds.géducational stake holders—
administrators, researchers, teachers, and polai§ers—have sought to identify school
characteristics that improve student achievemeatabes ago, Coleman (1966)
concluded in the landmark report titled Equalitygofucational Opportunity, that “only a
small part of student achievement is the resuticbbol factors, in contrast to family
background differences between communities” (p)2B3sentially, the study suggested
that school characteristics and effects are nafyaa accurate indicators as that of
socio-economic status (SES) and family backgro@mith, 2008).

Due to the strength in research findings suppottiegmpact of SES on schools,
research over the last decade has focused on sommmlvement efforts that may be
powerful enough to transcend the SES of a schabbanst achievement. School

climate, principal leadership, teacher pedagogg,sarbject matter competence are but a
1



few of the variables that have permeated researdbayors (Brookover et al., 1982;
Elmore, 2003; Fullan, Bertani, & Quinn, 2004; Guoglti & Brookover, 1975; Goldhaber
& Brewer, 2000; Marzano & Pickering, 2001; Ree&¥)3; Waters, Marzano, &
McNulty, 2004).

Hoy, Tarter, and Woolfolk (2006) sought to expleolool characteristics that can
improve student achievement despite the schoolS. Skis work defined a new
construct: academic optimism. This construct casasisacademic emphasis, faculty trust
of parents and students, and collective efficatys Work indicates that these three
school characteristics, in concert with one angtimakke a significant contribution to
student achievement levels while controlling foISSE

The specific framework of academic optimism wassemofor use in this study
because, although quantitative data is signifieat abundant (Goddard, Sweetland, &
Hoy, 2000; Hoy et al., 2006; Smith & Hoy, 2007)aege gap exists in the qualitative
paradigm. At the elementary level specifically,whitle research has been dedicated to
exploring the strategies and behaviors that emisthools that have low SES, have high
academic proficiency rates, and self-report higlele of academic optimism.

The proposed research study expands on the wdikyfand others who have
demonstrated the relationship between academimiguti and student achievement. This
research describes the behaviors and strategiearéhamployed and the norms that exist,
at the elementary school level, in order to essaldind maintain an academically

optimistic environment.



Background and Conceptual Framework

Research on student achievement as it relatefuttaBonal pedagogy has long
been a mainstay of educational study. Howeverrtsfftave been invigorated since the
passage of the No Child Left Behind Act of 2001 ((8C2002). Although legislators
have frequently discussed possible changes toiltrestiime passes, it continues to drive
school improvement and achievement efforts througtiee nation’s districts.

NCLB (2002) is based on four pillars: strongeraostability for student
achievement results, freedom for states to makeatduwal decisions, effective and
research-based educational methods, and furtheeshior parents. Of the four pillars,
two are directly related to the renewed interestirdent achievement.

Early research by Coleman (1966) concluded thabsoonomic factors were
strongly linked with student achievement. Colemaafsort inspired decades of research
on school effects and the impact of SES on achieméniResearchers such as Bane and
Jencks (1972) supported Coleman’s conclusions3BE& showed to be the most
prominent achievement indicator. More current resegeflects these conclusions by
showing large gaps in student achievement duectoroutside of school control and
continuing to support many of Coleman’s findingdsf@augh, 1996; Gamoran & Long,
2006).

After the Coleman report, interest in the field tedearchers to seek links
between school characteristics and student achiewewhile controlling for SES,
previous performance, and other demographic vasaflhe effective schools movement
began in the late 1960s wherein studies centeredennifying the characteristics that are

related to school effectiveness (Mace-Matluck, J9Besearchers were influential in



4
studying school factors such as school-level lesdpy high achievement expectations,
school atmosphere or climate, emphasis on acadeamdseffective assessment of
student progress that effect student achievemenbi®ver et al., 1978, 1982; Edmonds,
1979).

More recently the work of ElImore (2003) has focusadschool improvement and
reform from a policy perspective. EImore centerghlenconcept of linking educational
policy with instructional change. A coherent systém suggests, would include
educators, students, and parents zeroing in ootieeeducational practice.

Similarly, Reeves’ (2003) work focused on 90/90#@000ls. These schools were
originally defined as those where 90% or more efgtudents were eligible for free and
reduced lunch, 90% or more the students were mengb&thnic minority groups, and
90% or more of the students met the district dlest@ademic standards in reading or
another subject area. More currently, the termblegsn more broadly applied to describe
successful academic performance in schools withfggnt numbers of poor and
minority students.

Goldhaber and Brewer (2000) found associations é&tvieacher certification,
college degrees, and subject matter competencehwglier test scores. In contrast,
Marzano and Pickering’s (2001) work revealed bdtbctive teaching practices and
strategies to be most salient, while the resedfr€lukdan et al. (2004) and Waters et al.
(2004) has focused on effective school leadergtapdan substantially boost student
achievement.

Further work by Hoy, Tarter, and Woolfolk (2006)Ks three school properties—

academic emphasis, collective efficacy, and fadultst in students and parents—



5
together as a single construct coined “academiocagpn.” These three elements are said
to contribute to a school’s level of student achreent. My research continues to explore
how schools operationalize the elements of acadeptimism.

Academic Emphasis

Academic emphasis is defined as a school’s campgargacademic excellence.
High, yet reasonable, goals are set for studamseivironment is orderly, students are
motivated, and students respect academic achievdien & Miskel, 2005; Hoy,

Tarter, & Kottkamp, 1991). Academic emphasis hanbeliably measured by a subtest
of the Organizational Health Inventory (Hoy & Tart&997).

At least four studies have confirmed that the asademphasis of the school is
significantly related to student achievement whentiolling for SES (Goddard et al.,
2000; Hoy et al., 1991; Hoy & Sabo, 1998). The lsshave held regardless of school
level and regardless of method—regression, stralcaguation modeling, or hierarchical
linear modeling.

Collective Efficacy

Teacher self-efficacy has been identified as orfewfteacher characteristics
associated with student achievement (Woolfolk How&instein, 2006). This efficacy
has been defined as a teacher’s sense of capabibtyng about desired outcomes related
to student engagement and learning. Teachers hohawe individual perceptions about
their own efficacy but beliefs about the competeoicthe school in totality. This
perceived collective efficacy is the judgment af thculty about the performance

abilities of the group in which they are workingafilura, 1997). Similar to academic



6
emphasis, Bandura’s research revealed that cokeefficacy also notably contributes to
the level of a school’'s academic performance.

Hoy (2002) developed and tested a model of schadoeaement with collective
efficacy cited as the central variable. When cdhig for SES, efficacy again proved to
be significantly related to school achievementalyn the research of Goddard, LoGerfo,
and Hoy (2004) indicated that collective efficacganthe key in explaining student
achievement in reading, writing, and social studeggmrdless of school level (e.g.,
elementary, middle, high).

Faculty Trust of Students and Parents

The third school property central to academic optimfocuses on faculty trust.
Again, Hoy (2002), using a subset of the Organureti Health Inventory, found that
faculty trust in parents and students was positivehted to student achievement.
Tschannen-Moran, Hoy, and Hoy (2000) concludedtti@atoncept of trust consists of
five facets: benevolence, reliability, competeramesty, and openness. Teachers’ trust
is then defined as their willingness to be vulnérab another party (students and
parents) based on their confidence that the Iptdy will respect the five facets of trust.

Additional supporting research demonstrated that @mong teachers, parents,
and students produced schools that were more @gnbonstrate substantial gains in
student achievement in comparison to schools waalutrust relationships which saw
nearly no increase in student achievement scomy& @Schneider, 2002).

Problem Statement
There is a national awareness of the increasediatatality standards of our

public schools. In response to these heightenediatds, schools have dramatically



intensified their work to meet the growing challeagWe know that schools require
strategies for improvement that will transcend dgraphic factors such as SES. We also
know that research has shown the construct of avadgptimism as contributing to
student achievement despite a school’s socio-ecnstatus (Goddard et al., 2000,
2004; Hoy, 2002; Hoy & Miskel, 2005; Hoy & Sabo,9B9 Hoy & Tarter, 1997; Hoy et
al., 1991, 2006; McGuigan & Hoy, 2006; Smith, H&ySweetland, 2001; Tschannen-
Moran et al., 2000).

The current research on academic optimism focusélseoquantitatively
significant relationship between the three elemehtgptimism and increased school
achievement. There is, however, a lack of qualtatesearch that describes academically
optimistic schools. There exists, at the elemeritargl, a lack of research that describes
conditions contributing to academic optimism. “Adtlgh many studies have examined
the dimensions of academic optimism and the relatigp between each dimension and
academic achievement, less research has been dadhe possible causes of these
attitudes” (McGuigan & Hoy, 2006, p. 222). Thiseasch attempts to fill that void by
identifying, describing, and categorizing the nortyeshaviors, strategies, and other
pertinent characteristics that exist in a low-SE&osl that has established and is
maintaining an academically optimistic environment.

As schools continue to focus on school improvenaéforts to satisfy increased
requirements, they search for behaviors and stestéigat will accomplish these ends.
Much research has revealed that numerous varididésnay well improve school
achievement do not transcend the influence of SB8.research of Hoy (and others

following him), however, has shown a significanat®nship between academic
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optimism and student achievement despite a sch8&S categorization. Consequently,
schools may do well to concentrate on the threepoorants of optimism. In order to do
S0, it is essential that school leaders identigyriost effective means of improving
school conditions within these three spheres.

Study Purpose
This research, via two case studies in Michigan&ES, and high-achieving
elementary schools, describes the work and chaistate of an academically optimistic
environment. This research identifies, described,ctegorizes elementary school level
norms, behaviors, strategies, and building chariatitss that may have contributed to the
development of one or more of the properties oflandac optimism: academic emphasis,
collective efficacy, and faculty trust. The reséaatso attempted to “unobtrusively
determine the role of the principal and informadeer leaders in the development of a
culture of academic optimism” (W. Hoy, personal coumication, April 23, 2010).
Research Questions

This study analysis reveals discoveries and petferorms, behaviors, and

characteristics of a school that assist in ans\gdmm main questions.

1. How does a low SES school with strong acadesticeaement trends for all
of the tested core curriculum areas establish ad@nvironment that is
considered highly academic optimistic?

2. How does such a school maintain a school enwiemt that is considered
highly academic optimistic once that state is actue

In order to address the two central questions stiidy would utilize some

additional guiding questions.



9
1. What norms and behavior patterns exist in tlael@mically optimistic school?
2. What strategies are employed in the school?
3. What physical characteristics exist in the sthiwat may reflect and influence
its level of academic optimism?
4. How do teachers validate the existence of acadeptimism in their school
environment, as self-reported?
5. How do teachers account for their status of Bigkdent achievement across
the tested curriculum areas and their high leve&cademic optimism?
Using state department of education databasesubiiped achievement data,
thirty schools that meet SES and academic proftgieniteria were asked to complete a
guantitative survey. This survey is called the StiAcademic Optimism Survey (SAOS)
and uses a Likert-scale system in asking parti¢gpEnrespond to thirty statements. The
responses are used to determine the level of dable three elements of academic
optimism present in a school: academic emphasligctive efficacy, and faculty trust in
students and parents. From this pool, two cases @h@sen that meet a high level of
academic optimism, are exemplars of low-SES andestiuproficiency, and are
accessible to the researcher.
Significance
This study attempts to address the stated resgaggtions. In so doing, this
study sheds some light on (a) the behaviors, namdsstrategies that operate in an
academically optimistic school; and (b) the intaypgbetween how the school directly
addresses issues of student achievement and hgwlithetly address issues of school

culture or environment. Teachers’ and principaesatiptions highlight elements that
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they associate with the establishment of an acamginoptimistic atmosphere and that
have assisted in the maintenance of that optimism.

Because the case study schools are categorized&HS and high achieving,
this learning may have implications for other sdadbat serve predominantly low-SES
populations. The findings from this study mightoaleave implications for schools with
significant low SES sub-populations. Understandimgge about the norms, behaviors,
and strategies that exist in such a school mayehefirial for other schools, teachers, and
administrators that engage in endeavors to creadeademically optimistic environment
in pursuit of improving student achievement.

This research also uncovers future paths of rels¢aroe considered. Possibilities
include studies of schools at middle and high stlesels, in different states, and those
focused on varying populations such as studentsimastrators, or parents.

Methodology

This study was conducted in the qualitative regesmadition using a bounded
case-study approach (Hancock & Algozzine, 2006¢ dhalitative paradigm was chosen
because qualitative research places an emphapi®oasses and meanings. Where
guantitative research is focused on statisticsotingsis testing, and verification,
gualitative work seeks a rich, in-depth understagdif individuals, phenomena, and
situations (Rudenstam & Newton, 2001). This redeéts within this paradigm as it
explores a context seeking out a deep and vivigratanding of the whole.

In this study, the qualitative, a critical caseest approach was used. Case-study
research involves the study of an issue as explbredgh one or more cases (Creswell,

2003). Patton (1990) argues that case-studiesaatieydarly useful when researchers
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attempt to understand people or a particular probitegreat detail. Information gained is
full and extensive. Specific case study model$is $tudy include illustrative and critical
instance. These case study paradigms are appeforahis study because it was my
intent to understand and describe the people algieischool environment in a far-
reaching, comprehensive, and detailed manner.

Delimitations

The study was limited to the elementary schoatll@v Michigan. Two case-study
schools were chosen as the sites where the stuslgavalucted. The schools have met
AYP and have average an 80% or higher proficieaty on reading and math MEAP
(Michigan Education Assessment Program) testshiphst two years in grades three
through five. The schools also have at least 50%ettudent population qualified as
receiving free or reduced lunch and have a selbtedly high level of academic
optimism (as reported on the SAOS). Results frasgtudy are a representation of this
school and its environment and are not assumeerterglize to any other contexts.

While participants represent a diverse sampleadters with varying ages, years
of experience, and races, participation in thighgtuas voluntary and did not involve
every teacher in the case study schools. Findlly,study was exploratory in nature and
does not attempt to quantify any results.

Summary

This research utilized an existing framework idesrto explore the concept of
academic optimism in elementary schools. The saatiered to the qualitative research
tradition and employed case study methods. It weehded to discover what efforts a

school has undergone to establish and maintaicasteanically optimistic setting.
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The remainder of this study includes, in Chaptea literature review with
descriptions and support for the study’s argumetitapter Il outlines the research
methodology, while Chapter IV describes the coldadata and emergent themes. The
final chapter offers interpretations, suggestioseaspmmendations for further study, and

reflections on how this study has added to the lmddiyerature.



CHAPTER Il

LITERATURE REVIEW

School Achievement and Socio-Economic Status

In 1966, Coleman’s work suggested that “it is kndhat socioeconomic factors
bear a strong relation to academic achievementniliese factors are statistically
controlled, however, it appears that differencesvben schools account for only a small
fraction of differences in pupil achievement” (Qolan, 1966, p. 21).

Bane and Jencks (1972) supported these findindstiagir own research.
Although schools are important for improving theel of students, they claimed, schools
can do little to lessen the gap between the richthe poor or between the more and less-
able. In addition, Jencks claimed, like Colemaaf 8tudent achievement was the
function of the background of the student and thate was not sufficient evidence that
school reform could improve student achievementqde, 1972).

These types of research pieces spawned yearsdidéstfocused on the
relationship between socio-economic status ancestuathievement.

School Effects

Transitioning from a socio-economic deficit perdpex; researchers from the
mid-1960s on began focusing on effective schootsdile the evidence indicating the
prominent role that SES plays in determining stiideiccess, other research has sought

to discover those school effects that also plagiBaant roles.
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Ron Edmonds is considered one of the founding reless in the school
effectiveness movement. He concluded that sch@wistake a difference by closing the
achievement gaps between high and low SES studedtke framed his work by five
variables that would be used for decades when sksog school reform. These include:
strong leadership, high expectations, orderly aphese, emphasis on basic skills, and
frequent monitoring (Edmonds, 1979).

Coinciding with the work of Edmonds, a large cogént of researchers invested
time in the field of effective schools thus framittg Effective Schools Movement. The
work of the school-effectiveness movement has naetl for decades and persists still.
Gigliotti and Brookover (1975) focused on the sdhabonate to determine whether high
and low achieving schools, regardless of SES Idaal,similar social environment
characteristics. The culmination of this work irated that indeed certain “factors and
characteristics occur to a greater extent in higlebreving schools. It also shows that
they can exist in schools of all SES levels” (R hese factors or characteristics
include: a belief that students can be succegssitive expectations about the academic
enterprise, and appropriate supports for crealiegéd beliefs and expectations (Gigliotti
& Brookover, 1975).

Brookover continued this line of study with anothesup of researchers as
published in 1978. Again they studied the schaat&le of Michigan elementary schools.
It was found that “some aspects of school socigirenment clearly make a difference in
the academic achievement of schools” (p. 316).afadysis indicated that the
evaluations and expectations made of studentshensttidents’ perceptions of these

expectations were clearly related to achievemeradBver et al., 1978).
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Brookover and a group of colleagues, based ondheos climate and effects
work, created an in-service program designed taecd the learning climate and thus
raise achievement. The program, in its publishech faletails researched-based
information, suggested activities, and resourcegl®sen learning modules. These
modules include such topics as effective instrugtexpectations for learning, and parent
involvement (Brookover et al., 1982).

The work of the Effective Schools Movement contahdering an era of heavy
concentration on America’s public school systen1983,A Nation at Risk, a
comprehensive report directed by the National Cassion on Excellence in Education,
was released.

The piece reported findings regarding content, etgtions, time, and teaching.
Concerning content, the researchers suggesteddhatls offered a cafeteria-style
curriculum, which has led more students towardsretpal education track and away
from college-preparatory materials. Regarding etqiems, the report stated that there
was a general lowering of student expectationsidioh time on homework, graduation
requirements, and challenging materials. Relateuhte, it was asserted that students in
America were spending much less time in schoolthattime was spent in less
academically challenging courses than those stadermther industrialized countries.
Finally, when considering teaching, the researcfoensd that teachers were under-
qualified, lowly paid, had little influence overdasions, and little opportunity for growth.

This type of report only allowed the call for schaocountability to gain
momentum in the 1980s. The need for reform in #ten’s schools was furthered

supported in the next two decades with additioes¢arch linking student achievement
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and SES. For example, Alspaugh’s (1996) researaivesth a gap of nearly one standard
deviation existed in mean reading and math achien¢tevels between twenty high and
low SES elementary schools in a Midwestern urbatridi.

In 1990, Levine offered a retrospective on theatife schools work as it had
been presented, to that point, in the field of etioa. He argued that although some
factors were correlated to high student achieventieatpath for schools to establish
those characteristics remained less clear. Eadotenhvironment has differing variables
and no specific program can be adequately presa@iptvith that word of caution,

Levine also supported some key findings of the moa@. He suggested that successful
schools will insist that key stakeholders take oesbility for improvement, all will
persist in doing what must be done to attain htghdards, individuals will be resilient
and push for progress despite obstacles, and tgsebe a consistency in implementing
programs designed to improve instruction (Levir@9Q).

Reform efforts were further invigorated in 2002hwthe passing of the No Child
Left Behind Act of 2001. This act requires statesiore accurately report student
achievement, use research-based programming,rdeedféderal funding to school
progress. Schools are expected to meet make Adelearly Progress and are
threatened with consequences if they do not doistwio or more consecutive years.
These consequences increase in severity when alsmmdinues to fall beneath the set
standards for longer periods of time. Because eddtigh pressures, research on school
reform and improvement continues to proceed.

Elmore (2003) has focused his research on schtwyhmefrom a policy

perspective. EImore centers on the concept ofrippleiducational policy with
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instructional change. A coherent system, he suggesiuld include educators, students,
and parents zeroing in on effective educationattpre.

Studies by Reeves’ (2003) focused on 90/90/90 dshdbese schools were
originally defined as those where 90% or more efgtudents were eligible for free and
reduced lunch, 90% or more the students were mendb&thnic minority groups, and
90% or more of the students met the district dlest@ademic standards in reading or
another subject area. The term has now been moagllgrapplied to describe successful
academic performance in schools with significamhbars of poor and minority students.

Goldhaber and Brewer (2000) have found associabehseen teacher
certification, college degrees, and subject matenpetence with higher student test
scores. Meta-analysis studies by Marzano and Rntk€2001) revealed effective
teaching practices and strategies to be most mefewdile the research of Fullan et al.
(2004) and Waters et al. (2004) focused on suagessiool leadership that can
significantly advance student achievement.

Academic Optimism

Another current angle on effective schools and stcfaztors takes one structure
coinedacademic optimism (Hoy et al., 2006). Academic optimism bonds thedhschool
characteristics of academic emphasis, collectifieagly, and faculty trust in students and
parents together as a single construct. These ¢eeents are statistically correlated to a
school’s level of student achievement, while cdfitrg for SES.

Academic emphasisAcademic emphasis has been defined as a schondés dr
towards for academic excellence. High, yet attdaajpoals are set for students, the

environment is orderly, students are motivated,stndents respect academic
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achievement (Hoy & Miskel, 2005; Hoy, Tarter, & Kamp, 1991). Academic emphasis
has been reliably measured by a subtest of then@agonal Health Inventory (Hoy &
Tarter, 1997).

A number of studies have validated that academihasis of a school is
significantly related to student achievement whentiolling for SES (Goddard et al.,
2000; Hoy & Sabo, 1998; Hoy et al., 1991). One fidcata & Harper, 1999) found
that a healthy school-level emphasis on acadenaidsalsignificant effect on the overall
health and environmental robustness of the scit@.results have held in varying
school levels and regardless of method—regresstamtural equation modeling, or
hierarchical linear modeling. In fact, Wang (1986hducted an analysis of twenty
school-effects studies and academic emphasis weaefaix characteristics most cited as
effective school factors contributing to studentcass.

A large meta-analysis study of numerous schook&ffeesearch by Marzano
(2001) led to a list of nine factors related toipes school reform. “Pressure to achieve,”
“time” (referring to time on task and time in guglinstruction, and “monitoring”
(referring to the consistent evaluation of studeatning and goal obtainment) were three
of the most highly correlated variables (Marzar@)2, p. 50).

Collective efficacy.Teacher self-efficacy has been identified as oaehter trait
coupled with student achievement (Woolfolk Hoy & M#&ein, 2006). Collective
efficacy refers to teacher perceptions that theresffof the faculty can and will have a
positive effect on students. Brinson and Stein@007) research indicated that collective

efficacy has been positively correlated with anéase in student performance, a voiding
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of effects of low SES, the building of parent/teaictelationships, and an increase in
teacher commitment to a school.

Teachers not only have individual perceptions alioeit own efficacy but
attitudes about the capabilities of the schoobtality. This perceived collective efficacy
is the judgment of the faculty about the perforngaabilities of the entire system
(Bandura, 1997). Bandura’s research revealed tiiatctive efficacy, like academic
emphasis, also markedly contributes to a schooblislemic performance.

Hoy (2002) constructed and tested a model of scadukevement with collective
efficacy cited as the central variable. ControlliogSES, it was verified that efficacy
proved to be significantly related to school attaémt. As a final point, the research of
Goddard et al. (2004) specified that collectivecaffy was a key factor in explaining
student achievement in reading, writing, and satiadlies regardless of school level
(e.g., elementary, middle, high).

Faculty trust of students and parentsThe final school component central to
academic optimism centers on faculty trust. HoyYo@0using a subset of the
Organizational Health Inventory, found that facufyst in parents and students was also
positively correlated to student achievement. Tsoka-Moran and Hoy (2000) defined
the concept of trust as consisting of five elemdmgsevolence, reliability, competence,
honesty, and openness. When teachers trust stuglahfsarents they are displaying a
willingness to be vulnerable to another party rdatetheir confidence that both students
and parents will respect the five facets of trust.

Research by Bryk and Schneider (2002) concludaittthst among teachers,

parents, and students created schools that were apobto experience substantial gains in
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student achievement in comparison to schools waalutrust relationships which saw
little to no increase in student achievement scores

After conducting a meta-analysis of several lesluiprresearch pieces, Fullan,
Bertani, and Quinn (2004) also addressed the sktrast. They listed trust as one of ten
crucial components to a successful school. “Lowttoultures do not have the capacity to
engage in the great effort and difficult work ofgravement. High-trust cultures make the
extraordinary possible, energizing people and gitirem the wherewithal to succeed
under enormously demanding conditions and the dentie that staying the course will
pay off” (Fullan et al., 2004, p. 45).

Clearly, these elements of academic optimism Ih@es shown crucial to school
improvement and student achievement. This studifeapthis framework to two
elementary schools that are high-achieving, consttlw-SES, and highly academically
optimistic. The work adds to the body of knowledgehow academic optimism is

successfully operationalized in schools.



CHAPTER 1lI

METHODOLOGY

This study took a qualitative approach. Qualitatesearch places an emphasis on
the deeper meanings and processes of an eventepepplace. Quantitative research
centers on statistics and hypothesis testing vgubsditative work seeks a rich, in-depth
understanding of individuals, phenomena, and sanat(Rudenstam & Newton, 2001).
Because this study was concerned with individuatgeriences with the topic of
academic optimism with no preconceived variablesas most appropriate to explore
the situation from a qualitative paradigm. Thisr@agh best allowed for the creation of a
vivid visual of the daily occurrences in an acadsity optimistic school environment.

Qualitative research attempts to make sense ajusphenomena and
emphasizes the meanings people bring to issueziiD&rLincoln, 1994). This study
utilized the case-study approach of qualitativeaesh. Case-study research involves the
examination of an issue as explored through omeare cases (Creswell, 2007). Patton
(1990) argued that case-studies are particuladfulis/hen researchers attempt to
understand people or a particular problem in gie#dil. Information obtained is plentiful
and thorough.

Yin (1993) first classified case studies into thcagegories: exploratory,
explanatory, and descriptive. In exploratory stadibe research questions may evolve

and hypotheses are created as the research elmsexslanatory studies, the researcher
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attempts to illustrate the existence of a casdatiomship. Descriptive case studies begin
with a theory and use data to match patterns beteases.

Further work by Davey (2000) defined explanatondsts as those undertaken
before a larger research enterprise begins. Thedes help to identify questions and
possible research measures. Davey also identifiedbther case study paradigms:
illustrative, critical instance, program implemedrda, program effects, and cumulative.
In short, the program implementation and prografeces types of case studies are
concerned with the implementation of programs &edr tsuccess or failure rates.
Cumulative case studies seek to relate currenstaggast or future ones. For the
purposes of my research, both illustrative andcaliinstance case studies were most
relevant.

This research is illustrative in that it utilizesre or two instances to show what a
situation is like” (Davey, 2000, p.2). In theseeatudies the case or cases must
adequately represent the issue as a whole, sermake the unfamiliar familiar, and use a
small number of cases for in-depth examinationraader interest. This description
applies to my research in that it uses exempla¥scappropriate to the situation, describes
an environment and its characteristics that mayrifamiliar to the field, and only
describes a small number (2) of cases in a compsaleemanner.

The second case study approach in my research @itltal instance. Again,
using this approach requires the use of a cribicalnique case. These results are not
sought to be generalizable but to describe, inildethat is occurring in this critical
environment. Yin (2002) argues the importance tfrmation-oriented sampling for

these cases. A random sample will tend to yieldarage case. Using an information-
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oriented sampling allows the researcher to idertxtyeme or atypical cases thus yielding
in richer data collection.

This research clearly uses this critical case aggdran identifying schools that
best represent atypical cases: low-SES, high-acigekigh academic optimism. In
purposefully selecting these critical cases, tbleast data about the environment can be
gathered.

In addition, case study methodology was chosethierstudy, as opposed to
ethnography, because of the intent of the resealtiough ethnographies do aim to
understand cultures, as does my study, they avaralsard looking. The intent is to
understand the entire operation of the culturedstadied as a whole. What would we
have to know in order to operate and assimilatetims system?

The intent of case study work is, in contrast, @rtMooking. Through intensive
study of a case, two schools in my research, tiemins to contribute to the
understanding of a phenomenon. The phenomenoisineearch is academic optimism
(Cohen & Court, 2003).

Research Questions

This study attempted to discover and explore patdyehaviors, and
characteristics of a school that will assist inveersng two main questions.

1. How does a low SES school with strong acadesticeaement trends for all
of the tested core curriculum areas establish ad@nvironment that is
considered highly academically optimistic?

2. How does such a school maintain a school enwiemt that is considered

highly academically optimistic once that stateakiaved?
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In order to address the two central questions stiidy will utilize some
additional guiding questions.

1. What norms and behavior patterns exist in the anamdly optimistic school?

2. What strategies are employed in the school?

3. What physical characteristics exist in the schbat tnhay reflect and influence

its level of academic optimism?

4. How do teachers validate the existence of acadeptimism in their school

environment, as self-reported?

5. How do teachers account for their status of higdesit achievement across

the tested curriculum areas and their high leve&cademic optimism?
Setting, Subjects, Access, and Sampling

A pool of schools was created by identifying Midaigelementary schools that are
both high achieving and have low-SES status antbaeted in a reasonably accessible
part of the state. SES was determined using theeptage of students receiving free or
reduced-rate lunches.

Schools were identified using database resouroes tine Michigan State
Department of Education. First, from a list of ilchigan public elementary schools, all
schools with less than an 80% free and reducedltater were eliminated. Using
another database, | checked MEAP scores for tlobsmks two consecutive years
(2009/2010) in grades 3 through 5 in both mathraading. An average score for each
school was calculated and schools below an 80%cpnty rate were eliminated. This

left a remainder of 41 qualifying schools. Of thebe 30 schools with the highest
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proficiency rates were all invited to participatethe Academic Optimism survey
constructed by Hoy et al. (2006).

Academic optimism level was determined using tlegieg form as set by Hoy et
al. (2006). The criteria for inviting schools torpepate were set in the following order:
highest level of free/reduced lunch rate, highegtll of proficiency, highest level of
academic optimism, and distance to researcherr@dearcher was looking for, ideally, a
school with a high level of academic optimism (awér than 50%). The range of scores
on academic optimism is —15.28 (highly academiagflymistic) to 20.18 (pessimistic or
very low academic optimism levels) as determinethieyscoring guidelines of Hoy and
Miskel (2005). For this study, a very high levelaaademic optimism was considered
80% (or a score of —8.18) or above. No school wdsetselected below the 50% (score of
2.45) mark of academic optimism. Priority was giverschools that were realistically
accessible to the researcher.

Permission was requested, via letter, from dissgterintendents to allow the
researcher access to schools. After receiving supadent approvals, via an invitation
letter, the schools in the established pool weked$o complete a quantitative survey.
This survey is titled the School Academic OptimiSorvey (SAOS) and uses a Likert-
scale system in asking participants to respontittytstatements. The responses were
used to determine the level of each of the thremehts of academic optimism present in
a school: academic emphasis, collective efficaagl,faculty trust in students and parents.
Of the 41 schools that were invited to participate,schools chose to do so. From the six

schools that responded to the survey, three scivils invited to serve as case study
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sites. The schools were chosen because they heasa60% of their faculty responding
to the survey. Of the three that were invited tdip@ate, two accepted.

The limited number of cases allowed the researatiequate time for in-depth
observation and immersion into the environment.ifdolollly, the study of two schools,
as opposed to a singular case, provided some cathgadata that was valuable in the
data analysis portion of the research.

Invitation letters were then used to gain acceskdaases that were studied.
Once access was granted from district superinteaadameeting was scheduled with
building-level administrators and faculty in orderoutline the research process. During
this meeting, teachers were asked, via an intéoest to volunteer for focus groups,
interviews, and observation. The researcher orgdmarticipants according to teacher
availability and in a manner that allows for theajest participation rate.

Data Collection

In order to address the research questions, mailimlirces of data were compiled
and analyzed. Essential to case-study researhb isse of multiple sources of
information to explore the system (or case) oveextended period of time (Creswell,
2007). The types of data collection used in thislgtvere four-fold. Interviews, focus
groups, observation of school areas, and docuregr@w were employed in order to
thoroughly explore and better understand the issue.

The academic emphasis segment of the instrumaestste of eight items scored
on a six-point scale ranging from rarely (1) toyeften (6). The survey measures the
extent to which the school focuses on student awedachievement. One sample

statement reads “Students respect others who getgades” (SAOS, Hoy & Miskel,



27
2005). The instrument was derived from a subsdalesoOrganizational Health
Inventory which research has shown to be reliabtevalidated (Hoy & Miskel, 2005;
Hoy & Tarter, 1997; Hoy et al., 1991).

Collective efficacy is measured on the SAOS usivejve items, scored using a
six-point Likert scale with (1) at “strongly dis&g” and (6) at “strongly agree.”
“Perceived collective efficacy of a school is thdgment of the teachers that the faculty
as a whole can organize and execute actions reareave a positive effect on
students” (McGuigan & Hoy, 2006, p. 216). “Teacherthis school believe that every
child can learn” is an example of the types ofestants respondents will be asked to
address. The instrument is a condensed versidreafdllective efficacy scale (Goddard
et al., 2000) and previous research has demorsstitaeconstruct validity and reliability
of the scale (Goddard et al., 2000, 2004).

The third piece of the SAOS entails ten, six-paikert scale items used to
determine to what magnitude a school’s facultytsrus parents and students. Survey
participants will be asked to respond to statemsuth as “Students in this school can be
counted upon to do their work.” This portion of thetrument is a shortened version of
the Omnibus Trust Scale (Hoy & Tschannen-Moran3200he reliability and construct
validity of the scale have been supported in sévactor-analysis studies (Hoy &
Tschannen-Moran, 2003). This survey was distribtdedculty via email using the on-
line tool of Survey Monkey.

Two schools were chosen for the case study bas#uedollowing criteria:

(a) 80% or higher of students at a proficient lemereading and math MEAP results;

(b) 80% or higher of students enrolled in freeemtuced lunch program; (c) 50% or
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higher level of academic optimism of the schoatleermined by the survey; (d)
accessibility of the school to the researcher. &lshools were invited to participate as
the case-study schools and two accepted.
Data Collection Approaches

Once two case-study schools had been chosen drajheed to participate,
several research strategies were employed. Obsmrvatone such fundamental method
in qualitative research. “It is used to discovemptex interactions in natural social
settings” (Marshall & Rossman, 2006, p. 99). Iniadd, observations often allow the
researcher to gain firsthand experience with ppdids and can be useful in exploring
topics more naturally than in an interview (Credw&007). In this study the researcher
spent at least 20 hours, between the two sitesgeagin observation that included
observation of classrooms, instructional periodsl, @mmon areas such as the staff
lounge, school office, in addition to student gaitigpareas such as the cafeteria,
hallways, and playground. Permission to observentcomareas was requested from the
building administrator. Permission for classroonservations was requested from
individual teachers during the meeting outlining tesearch project. A field-notebook
was used to record observances and researchetiefe The notebook was divided into
two columns. One column was used to record direservations. The remaining column
was utilized for researcher comments and reactop®tential interpretations.

Focus groups are the second type of data colletgimique used in this study.
Focus groups are typically a flexible way of enggga small number of people in an
informal discussion focused around a particularctépilverman, 2004). “Focus groups

may encourage greater candour and may be moretabtefo participants reluctant to
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take part in one-to one interviews” (Barbour, 2002,7). Furthermore, they may help to
elicit responses that may be limited in intervidvegause respondents have not had time
or opportunity to reflect on the issue. The dismusshat takes place during the focus
group allows each individual to express their owmmns, respond to others, and allow
ideas to be shaped by one another (Marshall & Rass&006).

Three focus groups were conducted during this stidgh focus group centered
on a different aspect of academic optimism. Focass were video-taped for later
analysis. Groups of between 4 and 10 voluntarygyagints were gently guided in a
comfortable environment with general topic guidetinThe request for participants in
focus groups was made at the initial meeting. im $kudy the focus group topics included
collective efficacy, academic emphasis, and fadultgt of students and parents.

Open-ended guidelines were used to engage teanlgiszussion and activities
designed to: determine how teachers define anckjpera particular aspect of academic
optimism, determine how the teachers believe thedavas able to attain this high
level, and to determine how the teachers beliegestihool is able to maintain this level.

The third type of data collection to be used ismepaded interviewing. “It is a
powerful way to gain insight into educational arldes important social issues through
understanding the experience of the individualssehoves reflect those issues”
(Seidman, 2006, p. 14). As this study pertaingiacators’ experiences with the topic of
academic optimism, interviewing is an essential gonent to the methodological
landscape of this study.

Interviews were conducted face-to-face or via tetey@, one-on-one with

teachers. Participants were chosen on a voluntsig bThose participating in focus
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groups were not interviewed and those interviewetewot asked to participate in focus
groups. It was the intent of the researcher tahséwo data collection methods as cross-
references and validation for one another.

Staying true to the qualitative paradigm, intengemere used to garner the
subject’s perspective on the issue and the viedadsed naturally (Marshall & Rossman,
2006). Questions were open-ended and only pro\adgeheral guide to direct the
conversation on the discipline topic but the voiokthe subject’s dominated the time.
“The data from interviews consist of direct quaias from people about their
experiences, opinions, feelings, and knowledgett¢Pa1990, p. 10). The researcher
used a recorder during these interviews in ordecturately record these types of subject
responses. At the same time, the researcher addiettdtnotes regarding subjects’ body
language, tone of voice, expressions, and othesilpgselevant emergent happenings.

The final data collection method for this study wlasument review. Reviewing
relevant documents allows researchers to obtagukage used by participants, is
unobtrusive, and can be rich in portraying the @aland beliefs of participants in a real-
world setting (Creswell, 2003; Marshall & Rossm2006). In this study the types of
documents that were reviewed for analysis wereaddhgprovement plans, discipline
policies, school newsletters, and parent compRetsicipants were asked to furnish
some of these documents. Others were obtainedgtdoiished materials available to the
public. The field-notebook was again employed tmrd pertinent information regarding
any possible links between the various documerdstaalevel of academic optimism

established and maintained in the school.
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Data Analysis

Unlike some forms of research in which data ardyaed only at the conclusion
of a data collection process, case study reseaiteiisean ongoing examination and
interpretation of the data. During the entiretytad study, the researcher engaged in a
recursive process, interacting with multiple soanreorder to reach tentative conclusions
(Hancock & Algozzine, 2006).

In this study, field-notes were kept during obsdions, interviews, and focus
groups. In addition, all recordings were reviewad &anscribed. The information was
organized into appropriate charts and documentsr Afformation was adequately
organized, the researcher placed data into caesgdrhese categories emerged from the
data as central aspects of participants’ meanfegings, and opinions. From these
categories, the researcher extracted evident thantepatterns that exist in responses of
subjects. These themes and patterns were organizedline subjects’ perceptions on
the topic of academic optimism.

This led the researcher to interpret the signiteaof responses, make sense of
the findings, offer explanations, draw conclusicars] make inferences. Essentially, the
researcher used the data and respective analysest®y the emerged story, illuminate
the answers to posed questions regarding the tapitaddress the original research
guestions postulated (Marshall & Rossman, 2006).

More specifically, the first step in analysis idéd transcribing interview and
focus group data and looking for common or reo¢ogrinemes. From there, that
information was cross-referenced with observatiamal document review data to

ascertain whether there was supporting evidenderé&observation times were directed
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at determining whether themes from interviews awai$ groups could be evidenced in
observation. Conversely, field notes from obseoretiwere organized into categories and
then, during interviews and focus groups, closensittn was paid to whether teachers’
comments fleshed out specific observational data.

Validity

Validity in qualitative research does not seek galimability or reliability of
results, but to determine whether the findingsaam@irate from the standpoint of the
researcher, participants, and external audien&edidbility and validity are
conceptualized in as trustworthiness, rigor, amaliuin qualitative paradigm”
(Golafshani, 2003, p. 605).

Several methods were used in this study to ensalidity: observations were
conducted during an extended period of time, thek place in both locations multiple
times, and the time and day on which they occuedaiT his gives the researcher a more
accurate portrait of these environments (Cres\26i7).

Member-checking was utilized as well. Member-chegks the act of allowing
participants to review specific descriptions, thermaestatements to determine whether
these subjects feel that they are representedaetu(Creswell, 2007).

Triangulation was employed. This includes usindetdént data sources to build
coherent justification for themes (interviews, fe@roups, document review,
observations). Observational data was comparedintghview data which was also
compared with focus group data. These were chefckambnsistency of viewpoints and

were compared from perspectives of people froneckfit groups: teachers and
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administrators (Patton, 1990). All of these strege@llowed the researcher to obtain an
accurate, in-depth, detailed, rich picture of thsecconcerning the given topic.

The remainder of this study includes Chapter IVValhdetails the results of the
study. Chapter V offers researcher insights aneramices, and recommendations for

future research.



CHAPTER IV

FINDINGS

The purpose of this study is to describe the veortt characteristics of
academically optimistic environments by conductiwg case studies in Michigan low-
SES and high-achieving elementary schools. Thiesares identifies, describes, and
categorizes elementary school level norms, behs\vstrategies, and building
characteristics that may have contributed to theld@ment of one or more of the three
properties of academic optimism: academic emphesikective efficacy, and faculty
trust.

Unlike many case studies, this study does notritesthe implementation of a
policy or instructional program, nor does it delserthe unfolding of a singular event.
Instead, it details the overall culture of a sch&olironment. A variety of people,
instances, phenomena, and characteristics werb/gt/o the establishing of the
schools’ academic optimism. It should be noted tioat the establishment of these
environments was not necessarily intentional. Thexe no observed evidence that the
schools made a determination to begin an agendartigsvibecoming academically
optimistic. Through the implementation of the vasactivities and tasks, the
establishment of the academically optimistic enwinent can be considered a positive
and healthy by-product of what school staff knewéogood practice.

Case study methodology was chosen for this saglgpposed to ethnography,

because of its intent. Although ethnographies aimnderstand cultures, as this study
34
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does, they are also inward looking. That is to Hagfe is intent to understand the entire
operation of the culture being studied. What wardutsider have to know in order to
operate and assimilate into this system? The imteocdse study work is, in contrast,
outward looking. Through intensive study of a cagethis research, two schools—the
intent is to contribute to the understanding ohanmpmenon. The phenomenon in this
research is academic optimism (Cohen & Court, 2003)

It is important to note that | didn’t directly leaabout how teachers established
these schools in large part because this wasrrttantional decision on the part of the
teachers to become academically optimistic. Masthiers, in fact, were not even aware
of the term or concept. There was no one pointdgtohy that the staffs chose to take on
this task. Instead, over time, with the implemaataof various methodologies,
pedagogies, and improvement practices, the cultbe¢sesulted are currently
academically optimistic in nature. Although thetiadiconcept of the study may have
included the specific establishment of this cultitrevolved to define establishment
more loosely as the current state of the schoal#liie as evidenced by relationship
between the academic optimism surveys and curraatipes.

Data for the study were collected using four mdth@bservation, interviews,
focus groups, and document review. Multiple datéecton methods allowed for the
exploration of the perspectives of various paraais in the study. The variety in
methods also allowed for triangulation of data Hing an increase in the study’s validity.

This chapter includes emergent themes as evidehoaagh the various data
collection methods. A description of each of theearch sites is presented, offering

context. Next, analysis of each site from the w&ws, observations, focus groups, and
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document review are introduced and categorizedtimes. A comparison of the two
sites is presented, as well as connections to ataagsmphasis, collective efficacy, and
faculty trust—the three elements of academic ostimi

Participant Overview

Forty-one elementary schools met the criterigpfoticipation in this study. The
eleven schools with the lowest achievement date wkminated, leaving an initial pool
of 30 schools. The superintendents of those 30adshtmome districts were contacted and
approval was given by nine districts to contacostiprincipals. Each principal of the
nine schools was contacted to gain approval fodiseibution of the survey (SAOS).

Six of the nine schools participated in the on-koevey. The three schools with the
largest number of teacher responses (at least B@¥e) selected to be invited to serve as
case-study sites in the second phase of the sfudy of the schools declined
participation. Meetings with faculty were set-ugiwihe remaining two schools.

The Case of Cornerstone: “School of High Expectatits”

The first school site was located in the westemr pf Michigan, approximately
six miles outside of the nearest urban center.arba is considered a small suburb. The
school was one of seven district schools, whichiese?,250 students. The elementary
site in this study served 329 students in kindeegethrough grade five with one
principal and 20 teachers. The school employecheraas general education instructors
in kindergarten through fifth-grade, resource rdeachers, literacy specialists, and
enrichment course teachers in physical educatiosjeonand library. Table 1 shows the

demographic breakdown for students.
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Cornerstone Population Demographics
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Cornerstone
Number Percentage of Total
Population

African-American 53 16
American Indian 2 <1
Asian 38 12
Caucasian 123 37
Hawaiian 1 <1
Hispanic 109 33
Multi-Racial 3 <1
Total minority (non- 244 74
Caucasian)

Female 162 49
Male 167 51
Total Population 329 100

Source: Michigan Department of Education, Fall 2010 Headhtdreport

Cornerstone met the criteria set forth within ti@isearch proposal by having

81.2% of students receiving free or reduced lurelming an average of 88.8%

proficiency on the reading and math Michigan Ediecetl Assessment Program (MEAP)

assessments in grades three through five for thietywa years (2009, 2010), and having a

72% level of academic optimism as indicated byf sedponses to the School Academic

Optimism Survey (Hoy et al., 2006). As a point ofrparison, the other elementary
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school in the same district would not have qualifier the study. Although they had a
high enough MEAP proficiency rate at 90%, they il meet the low-income criteria
with only a 73% free and reduced-lunch rate.

Many, if not most, schools and school districes @irectly associated with the city
in which they are located. It is interesting toedtowever, that Cornerstone was not part
of an actual established city. The district wagatity unto itself located between two
small suburbs, both adjacent to a large urban cehtes fact may play into the feeling
that the district itself was its own city, in a senAll accomplishments and failures of
each school are highly representative of the disaimd city politics play a lesser role than
those of the school board. This was a school reéstla small, suburban community that
does not belong to the city itself. The vibe in flehool was one typically associated with
a suburb, though the school served a populatiandlp found in an urban setting.

Despite the demographic statistics that indidaie<chool would be slated to fail,
it did not. It not only succeeded but did so faydrel the rate of similar schools and those
with much greater community wealth. The sense gl leixpectations in the school, as
described further below, very well may accounttf@ unexpected levels of student
achievement.

The Building

The school building was rather small with only tmain hallways each lined with
traditionally sized classrooms. The ceilings wesg, |the floors are darkly carpeted, and
the walls were constructed of brick and dark-stweod. These attributes gave the

school an older, but cozy feeling. In the classreonany lamps were present—perhaps to
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off-set what one teacher described as an artifieeling of the overhead fluorescents.
Everything in both hallways and classrooms appedlesth, neat, and well-organized.

Throughout the building walls were covered withdgint work and school-wide
program information such as a current reading itteemprogram or school expectations.
These expectations, or rules, were common throughewschool. Signs present listed,
“Hallway Rules,” “Computer Lab Rules,” and “Headpl@oRules.” These types of
reminders added to the overall sense of high stuglgrectations and an orderly
environment. The information posted on reading @ow and incentives may have
prompted thoughts regarding both a focus on acaeamd a celebratory feel of
accomplishments.

Other areas in the school such as the computemdhinedia center were also
organized and up-to-date. The computer lab hadyn@@modern computer stations with
large monitors and headphones for each studentmBaka center was well-lit, colorful,
and staffed. The staff lounge was also small bay.cbdables were set-up allowing all
teachers to eat with one another. A refrigeraiok, and microwave were also available.
The lounge also housed bulletin boards with pelsstaff mementos as well as a lending
library of books for teachers to share.

Classrooms

Based on responses on volunteer forms, | wastaldbserve three different
classrooms during the study: one reading roonrs&drade classroom, and a fifth-grade
classroom. Each room was carpeted like the hallwags very colorful, and appeared
organized. The walls were full of both student warkl instructional learning visuals.

These included signs that listed both student eadher expectations: “Students will...,”
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“Teacher will...” descriptions were listed for varmiearning times such as literacy and
choice time.

During each of my visits, students were highlyagey in the activities. Typically,
the teacher would speak with students gatheredhtegen the rug or sitting quietly at
their seats. After brief periods of whole-grouptinstion, students were released to work
independently or as a group. In many cases, stsideTe allowed to choose their own
activity from a given set. During these times, tesas worked with small groups or
individuals in ability groups.

In all three classrooms similar artifacts weresprd. Students participated in an
“All-Star Reader” incentive program, engaged in llp&"—a choice-driven literacy
time, “Café”"—a school-wide writing program, and ‘“@erstone Readers"—a support
program to boost reading achievement. These pragrdmmir associated language, and
common assessments were all noted by teacherysasokine school’s success. In
addition, the school utilized a common disciplinenic which a teacher cited as helpful
to remaining focused on learning and not behagsues.

During independent work time, students appeargdged and on-task. Rarely
was there a reminder from the teacher to re-engage.

Teachers

During the course of this research, | engaged tedlchers in both formal and
informal settings. The formal meetings took plat¢hie form of an interview and focus
group as well as indirectly during classroom obagons. Informally, | spoke with
teachers—including some that were not study pa#ditis—during their lunch and recess

breaks.
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My initial meeting with teachers, during their emhour, occurred in a polite yet
reserved atmosphere. In addition to relying onlfaisgoduction to the staff, it was also
clear that they had no prior knowledge of my impegdisit or my research project in
general. During my presentation, the teachers ptéistéened politely and quietly as they
continued their lunch. Upon request for questibmsceived none. As teachers disbanded
to return to classrooms, the few interested faaukynbers approached me and offered
contact information as well as the areas of thdysitn which they were willing to engage.
The overall mood of the visit was neutral in hosigly and friendliness.

My subsequent visits to the school were similapdke only with a few teachers
and those that were not participating in the stumdgle no attempt to greet me. The
faculty members that were participants were quieanélly and welcoming. They shared
openly, offered opinions and information, and imgdias to what else | may need.

During discussion with teachers it became evideaitteachers were an integral
part of the leadership of the building. On severaasions the phrase “We decided to...”
was used. There were very few references to masdatather such “from above” type
statements. It appeared that teachers were thaglfwrce for school improvement
efforts. Each of the participants in the study waegular contributor to school
committees and participant in professional develepnopportunities outside the scope
of their required district obligations. They spdkeguently about collaborating with one
another and relying on each other to ensure eadest was receiving the best possible
services.

Interestingly, on the same day as one of my olas@mnal visits, nearly 40 district

employees had received lay-off notices due to budiggs. During the day | observed
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several teachers crying and hugging one anothé&er tizat day, during an interview, the
topic arose. The respondent said that, althougiheza felt devastated right then, she felt
confident they would rebound quickly and continaddcus on best serving the students.
The focus group that afternoon reflected similartiseents. They were concerned for
colleagues and the potential loss of support stafthe same time, however, they
energetically shared with me many of the intergséicademic, behavioral, and curricular
activities the school was committed to. The levfedexdication to students and the school
was evident through their passionate discussi@dotation, learning, students, and
colleagues—even in the face of significant lay-offs
Administration

During the span of this research, | was able tetrtveo administrators. The
district administrator was contacted at the outééhe project for approval to contact
building level administrators. After prompt apprbvae building level administrator was
contacted with information on the research progexct asked to consider participating
with the staff. The principal asked to meet with, wia videoconferencing, before
visiting the school. During this conversation wergvable to discuss project details and
coordinate a plan to move forward.

The initial request, on my part, was to addresssthff at a general staff meeting.
The principal was hesitant to approve this, citogs of time to work on school
improvement agenda items. It was suggested thetiebgrincipal, that | visit the school
during the teachers’ common lunch time and pretbeninformation to them at that time.

During this visit, the principal greeted me at tioor and showed me to the staff lounge.
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There was no further contact with the principalidgithat visit. | introduced myself to
the teachers and saw myself out after the visit.

After securing some teacher participation, | geindividual appointments with
the particular teachers involved. Before each st visit to the school, | emailed the
principal with information regarding my visit, pdepvith whom | would be speaking,
and what activities | was planning to engage i, (school observation, interview, focus
group). | was given permission each time.

During each visit | reported to the office andn&d in. | was given a map of the
building by the secretary and reported to eaclsobasn at the time previously appointed.
The principal saw me during observations and gdeete with a wave most times. On
two occasions | was asked how things were goinigf Bonversations ensued about the
status of the research.

During one visit a district administrator was tiigg the building and greeted me.
It was mentioned that the principal had informegl tleard of education and community,
via a board meeting, that the school was servirg@sse study site. The tone of the
conversation was positive and it appeared botldigtect and building administrators
were proud that the school met the criteria | hetd s

In general however, it appeared that the princigaited little to do with the
project. It was not promoted to staff and any peasparticipation was quite limited.
Permission was granted, however, for me to vigitdthool and engage with teachers.
These two points may seem disparate but my genedarstanding of the situation is that
the principal saw this project as teacher-centerediture and left it to the teachers to

decide for themselves, through interaction with their desired level of participation.
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Because | hoped to include an interview with thagypal in the study, an invitation was
given to participate on multiple occasions. Thatation was declined. This, most
definitely, leaves the door open for further reskaroncerning the connection between
academic optimism and the role of the building adstiator.

During the interview and the focus group, the ¢agfiadministration did not
naturally come up. | prompted participants by sfpeadly asking them to speak about
building leadership. The interview respondent tiedtt the principal handled managerial
issues efficiently and was receptive to new idbasteachers presented. The focus group
participants concurred that their ideas were valugdt was assumed that teachers would
put in the leg work on any given initiative.

Although the principal did not participate in thieidy as an interviewee, and
although teachers did not focus on the adminigtréte issue of building leadership is
still a valid discussion point. We do not know fle¥spectives of this principal on how he
decided to lead. Perhaps the supported level oh&gautonomy (and my own freedom
in the school, to a degree), or the reluctancelioquish staff meeting time, is exactly the
type of leadership the principal deems the scheetls for success. In addition, this may
be a reflection of the high standards and expexctatihe principal has for the faculty.

Analysis of Cornerstone
Emergent and Deductive Themes

The analysis of the case study site was bothlpheadd recursive in nature. |
began my data collection with observation and thasjng nothing yet to compare to, |
recorded generalities: things | could see and Rdan | was able to conduct both an

interview and a focus group at Cornerstone. Afterlysis of these two, described below,
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| used that information to guide further observagioFurther observations were utilized
to search for supporting evidence of the ideastleches brought to light during the
interview and focus group.

The two main qualitative coding methods used ia #malysis were word
repetition and pawing, or handling (Ryan & Bern&@d03). To employ the word
repetition technique, | searched for commonly userds and their synonyms in
interview and focus group transcripts and in theutieents reviewed. To employ the
pawing, or handling, technique | conducted a dedaikview of all research-associated
texts including transcripts, documents, and fiedtles. | color-coded words and phrases,
thus categorizing them into possible themes. THiougthe study, these themes were the
reasons, given by teachers, to account for stuslertess and to validate the school’s
establishment and maintenance of academic optimism.

Analysis began with the transcription of interviend focus group recordings.
Based on the ideas that continued to re-emergeuldifocus observation on those areas
looking for further evidence. When observation snpeeceded interviews or focus
groups, | took more general notes on what coulsde® and heard. Notes from
interviews, focus groups, observations, and documaew are organized into charts.
From this organization, several primary and secontiteemes emerged. A theme is
considered primary if the same idea was evidented lleast three data collection
methods and at least 20 total times. A theme isidered secondary if it was evidenced

in at least two data collection methods in at |&fistotal occurrences.
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Primary Themes

Five primary themes were highlighted: (a) alignimén) collaboration, (c) needs
awareness and concern, (d) communication, andpe&ctations/goals. They were
evidenced in a variety of ways and during multijpiees.

Alignment. Alignment was referred to frequently in interviearsd focus groups
and was evidenced in observational time and irddeeiments reviewed. For the
purposes of this study, alignment will be definedaay mention of the following ideas or
words: curriculum alignment, mapping, “all on tlerse page,” common vocabulary, or
shared rubric.

Collaboration. Collaboration was evidenced throughout all fouadallection
pieces. Data points are coded under collaboratithrey relate to teachers working
together, or with parents, to address academiearational needs of students.

Needs awareness and concerBuring many of the interviews and focus groups
as well as in document review, a concern for sttedems present. Evidence coded in this
theme includes needs assessments, love and cstrelehts, understanding of
community needs and issues, and initiatives toestdnon-academic matters.

Communication. A key theme, as evidenced throughout the studg, wa
communication. Key ideas under this theme incluelestetters, phone calls, meetings,
notes, and the importance of clear and consistéotmation sharing.

Expectation and goalsThroughout the data collection, multiple referenaere
made to expectations and goals. These goals amtt@tions regarded teachers, parents,

administrators, and students.
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Secondary Themes

Secondary themes included: (a) continuous leayiib)yglata analysis, and
(c) support staff all emerged as secondary thefrte=y were evidenced in a variety of
ways and during multiple times but not as frequead the primary themes.

Continuous learning. The data often allude to the idea of continuoasiag.
Strains under this theme include the presenceudest teachers and pre-service teachers,
professional learning communities, conferences,pantessional development
opportunities.

Data analysis.Data analysis refers to the application of datarder to inform
decisions. Any mention or observation of the anslg$ standardized assessments, needs
assessments, and community surveys is coded unde¢héme.

Support staff. Support staff refers to those individuals who wewsegeneral
education classroom teachers or enrichment teabbésserved as resources to teachers
and students. The specific individuals in the cgtsely schools included math specialists,
literacy or reading specialists, and a behaviocisgist. These faculty members
collaborated with teachers regarding specific sttsland worked one-on-one or in small
groups with students. References to trained artdiedrteachers who work in the areas
of special education, literacy and math suppod, lzghavior are coded for this theme.

It became clear, during analysis, that the esthfrient of academic optimism in
each school was not an intentional or explicit sieci. This study does not focus on a
writing program, for example, that was chosen amplémented. There was no singular
policy that faculty were responding to. There wagarticular event that unfolded.

Instead, these schools engaged in practices amvitiastthat lead to an academically
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optimistic climate, thus establishing it througle themes noted above. The daily
operationalization of these themes represents hewgthools are able to maintain this
climate. This study describes these over-archieghds and details the more specific
daily practices associated with them.

The following discussion will serve to explain htve various data collection
methods revealed evidence of each theme. Datdevpresented as teacher quotations,
observational anecdotes, focus group productioth dacument review examples.
Connections to one or more of the elements of anadeptimism will follow.

Interview

One interview was conducted in Cornerstone, iacafto-face meeting.

Participant A (Cornerstone). The first interview was with a resource room
teacher. She had been teaching for 17 years, tileisame district. She served 17
students on her caseload in a pull-out prograntiggaaited in the school’s child-study
team, and the Response to Intervention (RTI) team.

Some of the key information gleaned from thistfingerview regarded staff
collaboration. Participant A discussed the schiogrovement team, the child-study
team, and the common occurrence of meetings betgeamseral education and resource
room teachers. She also mentioned the analysooésto assist in instruction, RTI, and
creating a common-core curriculum.

Participant A indicated that this school had atpesenvironment where teachers
enjoyed their jobs and “frustrations are takerntiius.” She commented that teachers

typically adjusted to change well and saw challsregenew opportunities.
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Observation

Observations were done on-site, during the sctiaphhile classes were in
session. | was able to explore the building uneésedpper principal approval. Time was
spent in the classrooms during instructional perioidthose teachers who had given prior
approval. In total, four different classrooms weisted with each visit lasting between
20 and 45 minutes. A good deal of time was alsatspethe hallways surveying physical
layouts, printed and posted materials, and buildimgyacteristics and structures.
Additional observation time occurred on the schgalground, in the staff lounge, in the
school office, and in the school cafeteria.

Observations have been categorized into the #lezeents of academic optimism
and then coded for the emergent themes. The “Beft&\wgategory refers to those
comments or behaviors that faculty or students gedjan that were observable to the
researcher. “Physical features” refers to piecdsxifsuch as posters and displays.
Finally, “Strategies/Norms” refers to normal dgsactices that were observed.

Academic emphasisAcademic emphasis, of the three elements of academi
optimism, was the most evident in observation. dlhgervations—physical features,
behaviors, and norms and strategies—coded undéopieof academic emphasis are
those that were concerned with a focus on acadehigis expectations and goals, and an
orderly environment. These observations were thbrcstegorized according to the eight

themes. Recorded information can be found in Table
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Observation of Academic Emphasis by Theme: Cornerstone
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Behavior(s)

Physical Feature

Strategies/Norms

Alignment

Teachers in each
classroom use samg
behavior plan—
teacher says “Card
change” to student
when expectations
aren’t being met

Same ‘Learning

> Targets’ charts in
each classroom:
‘What will | learn
today?’ and ‘How
will I learn it?'—get
filled in by teacher
and students

Every class uses the
same behavior
system: color-coded
cards that flip when
an expectation isn’t
met

“Daily 5” literacy
program used in each
classroom

Communication

Other teachers in
and out of rooms to
speak w/classroom
teacher

Collaboration

Other teachers in
and out of rooms to
speak w/classroom
teacher

Needs Awareness

Principal speaking

w/student about
pumping up balls
after school to take
home

Principal on phone
asking parents abou
allowing child to
have a behavior
reward

—

Conflict managers
meet monthly
w/counselors

Continuous Learning

Large presence of
intern and pre-service
teachers

Lending library of
professional resource
in teacher lounge

Support Staff

Each group of
students gets a
reading time
w/reading specialists
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Table 2—Continued

Expectations Teachers use hight “Be an All-Star “Daily 5” program
level vocabulary Reader” poster on used in each
even with young each classroom door, classroom—students
children (i.e., choosing literacy
admire, gallery, Reading Hall of Fame activity
fluent, descriptive, | display
narrator)

Several rule signs
Students are highly | throughout school:
engaged & on-task | hallway rules, lab

rule, headphone rules
Teachers passing
out ‘Caught being | “Think Big” and “Be

good’ tickets One in a Million, Not
One of a Million”
“47 stories in 47 signs in office

days” : publishing | Lots of student work
student/staff writing| throughout school
each day on district
website “Dog Gone Good
Behavior”: List of
behavior statements
such as, ‘we work
quietly’ and ‘we help
each other’

Collective efficacy.The idea of collective efficacy was best studiedraythis
research during the interview and focus group. @Reas some limited observational
evidence of the concept as well. The observatipigsical features, behaviors, norms,
and strategies coded under the topic of colleaffieacy are those that were concerned
with teachers’ sense of capability to bring abagied outcomes related to student
engagement and learning. These observations wemestib-categorized according to the

relevant themes. Recorded information can be fouiddble 3.
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Observation of Collective Efficacy by Theme: Cornerstone
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Behavior(s)

Physical Feature

Strategies/Norm

Collaboration

Teachers in lounge
sharing success
anecdotes about
students

Teachers share
students and teach in
areas of expertise

Needs Awareness

Student study tean
to determine best
course of action to
help individual
students

Continuous Learning

Student teachers
pre-service teachers
are highly visible
and welcome in
schools

KO

D

Professional
development both in
and out of district

Support Staff

Support personnel
are in and out of
classrooms regularl
speaking with
classroom teachers

Expectations

Signs in classrooms
reading “Teachers
will...” showing what
teachers will be doing
during specific
periods of the day
(helping students,
guided reading, etc.)

Teacher trust. Similar to collective efficacy, evidence of teacheist was most

prevalent in the interview and focus group. Sevebslervations, however, also yielded

n

data deemed relevant to the concept of teacher Traese observations included physical

features, behaviors, norms, and strategies tha alecoded under the topic of teacher
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trust because they exhibited elements of the samoatonment concerned with teachers’

willingness to be vulnerable to other parties (s&udents and parents). Teachers

exhibited that behavior based on their confideheg the latter party will respect the five

facets of trust: benevolence, reliability, competerhonesty, and openness. These

observations were then sub-categorized accordititeteelevant themes. Recorded

information can be found in Table 4.

Table 4

Observation of Teacher Trust by Theme: Cornerstone

Behavior(s)

Physical Feature

Strategies/Norm

Communication

Teachers working
very close physical
proximity to
students.

Principal called a
parent to offer a
special reward
opportunity to
student

Teacher use of
descriptive praise
with students: “That
is really responsible.”

Needs Awareness

Teacher commen
about meta-
cognition: “Figure
out what kind of
learner you are so
you can be
successful.”

t

n

Expectations

Teachers
acknowledge to
students when they
made a mistake:
“Oops, that was my
fault.”

During Daily 5 time,
students are given thg
opportunity to choose
their own learning
activities

Teachers allow

students to decide
whether to take study
guide home or not

U
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Focus Group

One focus group was conducted in Cornerstone.fohiss group centered on one
of the three elements of academic optimism: acaclemphasis. Four participants
engaged in this first focus group. None of the ogtoup participants were also
interviewees. The group, according to the focusignarotocol, was given a general
definition for academic emphasis. Each individuabwiven time to brainstorm any idea
related to the given topic. These ideas were writte provided paper.

Participants in the focus group were then diviohéd two groups. These groups
discussed ideas and created one large posterheittompiled thoughts. Ideas that were
similar were combined, some ideas were added tortmal list over the course of the
discussion, and examples were discussed amonggtahp members.

After the small groups created their lists, theolglgroup once again gathered and
reviewed the lists for similarities and differeneesl offered explanations to thoughts
written. A modified Delphi method was used to asarteachers’ opinions regarding
which two ideas seemed most essential to them coingethe given topic. The Delphi
method is a technigue where a knowledgeable pdmxp®erts offers assumptions on a
particular topic based on their personal experigiitewart, Shamdasani, & Rook,
2007). For the purposes of this study, the tecleigas modified because the panel did
meet face-to-face. In addition, the technique wsegilas a ranking exercise to assess
participants’ priorities (Barbour, 2007). Focus ucChart 1, created by teachers,

indicates the responses teachers compiled as svitibae identified as most essential.
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Focus Group Chart 1

Teacher Ideas Regarding Academic Emphasis. Cornerstone

Thought Number of
times noted ag
most essential

Common K-5 language & terminology 1

Curriculum alignment 3

Common assessments

Professional Development (inside & outside)

Grade level teams, PLCs

Growth in comfort of sharing

Certified support staff (writing coach, reading apést, ELL)

Data Analysis (NWEA, MEAP, DRA, DIBELS, MLPP)

Communication & collaboration between teachers 2

Believing in all students

Connection to school (heart and soul)

High-level of MA degrees among teachers

Veteran staff (5+ years)

Common behavior standards/rubric

Every student can learn

School as community working together

Meeting basic needs (teacher $ fund)

Care for kids, character counts 1

Awareness of poverty & willingness to address it

Teacher & student behavior training
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As evidenced in the chart, teachers in the fosti$ group spent a good deal of
time centered on the ideas of alignment, commuioicaand collaboration. They
indicated that they were able to focus on acadehby@mploying these techniques. They
relied on one another to use appropriate currictdaabulary, to stay true to developed
curriculum maps, to utilize the school behaviorricd and to collaborate with one
another to improve instruction. Additionally, thexere unanimous in noting that none of
these efforts would be possible without a true lof/the students. They believed that the
majority of teachers feel a strong sense of umtyaere highly motivated towards
student success.

Document Review

The key documents reviewed for Cornerstone indwdool newsletters, school
improvement plans, and parent compacts. The fotigwliscussion will highlight
examples from the documents according to the varibemes.

Alignment. As part of their school improvement plan, Cornarstbas instituted
some strategies that require teachers to align tdeching and assessment practices. In
Cornerstone, teachers and students are engagéterDaily 5” curricular program in all
grades. Teachers indicated that by implementingdinge programs in all grade levels,
students are able to become more familiar withcttramon language and procedures,
which led to more success.

Twice per month, teachers at Cornerstone methgeschool improvement plan,
to “ensure horizontal alignment” and to discussticulum maps and pacing,”

“scheduling of common assessment activities,” azairimon planning time.”



57

Collaboration. For each goal set forth in the school improvenpéent of
Cornerstone, there was also a note on how teachald collaborate towards specific
efforts. For example, to ensure teachers were adelgumplementing sound writing
instruction, the school plan stated, “Our writirgach visits classrooms on a regular basis
to provide embedded professional development itingrinstruction.”

Further mention was also given to teachers meetiggade levels at least twice
per month to discuss classroom issues, pedagaggssament, and the needs of at-risk
learners.

Needs awareness and concerhisted in the school improvement plans was the
use of a Comprehensive Needs Assessment (CNA)CN#eallows faculty to examine
the demographic data of the students and famHtieg serve. Some of the questions asked
on the CNA include: “Who do we serve?,” “Where de want to be?,” and “How will
we get to where we want to be?” Attention was glsen to achievement gaps, possible
root causes for the gaps, and strategies for omengpgap challenges.

Communication. One central component of communication betweenehanal
school in Cornerstone was the teacher compagiettifically stated that teachers will,
“maintain open lines of effective communicationiwy students and their parents in
order to support student learning.”

Expectation and goalsCornerstone has a Parent-Student-Teacher confizaat.
party signs the compact and is expected to abidbdggreed upon measures. Parents
agreed to the following statement:

| will encourage him/her (the child) by doing the following: see that my child

attends school regularly and is punctual, establish a time and place for homework
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and check it regularly, read with my child daily and let my child see me read,
respect the diverse cultures of the school, stay aware of what my child is learning,
and maintain high expectations for my child.

Students agreed to the following statement:

| will do the following: come to school each day and bein class on time, have my

homework completed and turned in on time, have the supplies that | need, always

try to work to the best of my ability, finish my school work and participate in
classroom activities, follow all school rules, and believe that | can learn and | will
learn.

Finally, teachers agreed to the following statement

| will do the following: provide an environment conducive to learning, maintain

high expectations for myself and my students, utilize a wide range of teaching

techniques to benefit the wide range of teaching styles, maintain open lines of
effective communication with my students and their parentsin order to support
student learning, seek ways to involve parents in classroom activities, respect the
students, parents, and the diver se culture of the school.

Continuous learning.For each of Cornerstone’s school improvement gtiadse
was a corresponding professional development oppitytlisted in the school
improvement plan. For example, as part of the gohling 100% of students to or above
grade level in reading and writing, teachers hadogbportunity to visit other area
classrooms employing the same curriculum, to beedin the Six Traits of Writing
program, to attend district professional developnseminars, and to attend literacy

conferences at the Intermediate School DistridDfI&nd state level.
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Another explicit goal of Cornerstone was listedBgilding the Capacity of the
Staff.” This specifically addressed the needs effitulty to continue learning and
progress towards delivery of high-quality educagiqerogramming for the students. The
plan states, “Innovation without adequate suppothé form of training and professional
development is doomed to fail.” Some strategiesati@d toward this subject were book
studies, presentations, professional visits to ackaols, and research reviews.

Data analysis.The school improvement plans of the school liskedmost recent
MEAP data for the school. From these results, stvgrals were generated.
Cornerstone’s improvement plan used kindergartesesing data to inform their
decision to move to an all day, every day kindeeyaschedule. The data revealed “a
wide disparity of skills for students entering kémgarten programs.” The evaluation of
the all-day program would include student prograsgasures using quarterly summative
assessments, MLPP, and formative classroom assatssme
Conclusion

The building and classrooms were highly organipederly, and had a strong
atmosphere of focus and calm. The students wexediy, respectful, and nearly always
engaged in the learning activities during my obagons. Teachers, too, were highly
engaged with students and treated them with adegihee of respect. Those that
participated in the study were also quite frierathgl respectful of me and the study.
Teachers seemed to be the driving force behind reamyol-wide initiatives and spoke
positively about the curricular path the school wesng. Although the participation of

the building principal was nearly non-existentoad relationship between administrators
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and faculty appeared to exist, according to teacberments. Teacher autonomy was
valued hand-in-hand with high expectations and@utes.

This school set high expectations and sought &ebkea as successful to the
public. During my observations, it was apparent thase expectations were high,
success was expected and valued, academics wdoetise and accomplishments were
celebrated.

The Case of Rose: Kinship

The second school site was located in southeadti$in, approximately 15 miles
outside of the state’s largest urban center. Tkeip area in which the school is located
is considered a large suburb. Rose had a high nuoflséudents enrolled as schools-of-
choice students with a large number of studentgiagrfrom the surrounding urban
areas. The district consisted of six schools aneesleapproximately 2,350 students,
while the site school served 605 students in pr@aicthrough grade five with two
principals and 50 teachers. The school employeth&za as general education instructors
in pre-school through fifth-grade, resource rooachers, a behavior specialist, math and
literacy specialists, and enrichment course teadnephysical education, Chinese,
computers, music, and library. Table 5 shows theatgaphic breakdown for students in
Rose.

Rose met the criteria set forth within this resbhgroposal by having 85.3% of
the student body receiving free or reduced lunamiag an average of 86.9% proficiency
on the reading and math MEAP assessments in g&attesugh 5 for the past two years
(2009, 2010), and having a 70% level of academitrogm as indicated by staff

responses to the School Academic Optimism Survey @i al., 2006). As a point of
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comparison, the other elementary school in the s#istect would not have qualified for
the study. Although they too had a high free amlliced lunch rate at 83%, they did not

meet the MEAP criteria with only a 69% proficiernraye.

Table 5

Rose Population Demographics

Rose
Number Percentage of Total
Population

African-American 395 65
American Indian 0 0
Asian 8 <1
Caucasian 178 29
Hawaiian 0 0
Hispanic 23 23
Multi-Racial 1 <1
Total minority (non- 427 71
Caucasian)

Female 285 a7
Male 320 53
Total Population 605 100

Source: Michigan Department of Education, Fall 2010 HeadhtdrReport

Rose met the criteria set forth within this resbhgroposal by having 85.3% of
the student body receiving free or reduced lunamiag an average of 86.9% proficiency

on the reading and math MEAP assessments in g&attesugh 5 for the past two years
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(2009, 2010), and having a 70% level of academicropm as indicated by staff
responses to the School Academic Optimism Survey @i al., 2006). As a point of
comparison, the other elementary school in the s#istect would not have qualified for
the study. Although they too had a high free amdiced lunch rate at 83%, they did not
meet the MEAP criteria with only a 69% proficiernaye.

The wordkinship best describes Rose. The general impression ggwbat Rose
was playing a part of an educational whole. Thepfeethat worked there felt a sense of
kinship with their own community (e.g., colleaguparents, and students) but also with
the broader field as exemplified by their enthugsgsarticipation in my project.

The Building

The school building was set in a neighborhooddlsresidential homes. A main
corridor of commercial property (e.qg., strip matisstaurants, bars, etc.) lay within a mile
from the school as did several major highways. S¢teol was brick and appeared very
large from the exterior. Two large buildings, visiirom the front, were connected with
an indoor corridor. An external classroom housedpite-school.

Upon entering the building was the office. Visilrlem the office were several
off-shooting hallways, the cafeteria, and a stdirttat led to the second floor. This side
of the building housed some special education rotimescafeteria, enrichment
classrooms, the staff lounge, and third through fifrade general education rooms. The
staff lounge consisted of several tables as wedl msécrowave and refrigerator. Bulletin
boards and walls were covered with teachers’ patsffects as well as current school-
improvement information (data analysis work), adieg library of teacher materials, and

a good deal of storage space.
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Past the lounge was the gym, which appeared thebeenter of the building.
Beyond the gym, there was a definite sense of iagtanother building despite not
leaving the indoors—perhaps due to the length@hiddlway. The second side of the
building housed additional enrichment and spedaaktation classrooms, kindergarten
through fifth grade general education rooms, asdwn office. Outside of the building,
there was a playground, basketball courts, andsmzied playing field. The pre-school
portable classroom lay approximately 100 yardsidetsf the main building.

The rooms and hallways all had tile floors, higilings, and cinder block walls.
The walls were painted in a variety of colors. Dldding felt clean but in disrepair as
illustrated by chipping paint, water-damaged orgimg ceiling tiles, and a general sense
of age and wear. With sensitivity towards stereioiypthe physical state of Rose might
come to mind when one thinks of a movie or bookaem of a typical urban school.

| was given free rein to roam the building andate/felt comfortable and safe.
Despite the age of the building, the walls wer@dally decorated with student work, the
lighting was bright, and there was a general sehspenness.
Classrooms

Over the course of the study, | had the opporgunitvisit in 13 different
classrooms. Three of these classrooms housed kpduatation or reading intervention,
one classroom housed a pre-school class, andriamag nine rooms housed general
education classrooms in grades one through five.

The classrooms all had a similar feel with tilgofis, high ceilings, and many
windows. The windows allowed for a good deal ounaltlight to flow in, offering a

comfortable and bright environment. Like the rdghe school, classrooms did have an
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old and worn look to them. Ceiling tiles were eithassing or water-damaged; walls
were cinder block and painted in a variety of cimgpcolors, and cabinetry was outdated.

Despite these physical flaws, the rooms had dgipesind friendly feel. There
were colorful and cheery spaces in the room wigsygomfy student reading chairs, and
computer stations. The walls were covered withestidnd teacher work. Unlike
Cornerstone, the learning and instructional visusdee homemade rather than store-
bought.

In approximately half of the rooms, | was introdddo the class. In the remaining
rooms | slid in to the back to observe. Teachemrgwéien engaged in whole class or
small group instruction. Students were attentivé @mgaged in lessons. The occasional
side conversation or off-task behavior was quickBt with friendly reminders from the
teacher to re-engage. Similar to Cornerstone,varséclassrooms student were allowed
to select their own learning activity such as tmputer station, independent reading or
partner reading. The noise levels in the room \eeerage and students appeared to be
respectful of the teacher and one another.

Several common artifacts were displayed in eadchetlassrooms. Boards were
present that listed the objectives for each les8nmat Will We Learn” (objective) and
the activity that the class would be engaging lateel to the stated objective: “How We
Will Learn It.” Also present were posters conceghdata—instructing the reader that the
use of data in decision making is essential to atlical success. Finally, each classroom
had a student discipline chart. Each student haeralkcolored cards in pockets above
named labels. Teachers used the phrase “changesalirto indicate when a student

must change from one color to another. Each celated to behavioral actions (i.e., a
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reminder, a recess chat, principal visit, and ltathe). These charts were used
consistently among the classrooms.

Teachers

My first encounter with the faculty of Rose camdiractly through the principal.
| had received a list of several names of thosehesa interested in participating in my
study even before | had presented the projectestiduf. They chose to engage in the
study based on the information they had receivesh he building administrator. This
choice reinforced the sense of kinship to the fagldducation.

During my first site visit | was greeted by a teacand as requested by the
principal, she escorted me to the teachers’ lowvtgere | was to be presenting the study
to the entire staff. The lounge held approximaf€lyteachers and yet was not
intimidating. Teachers presented themselves wawitly smiles and greetings. During
my presentation teachers were already filling batuolunteer participation forms and
many asked questions. Some questions concernetedigstics such as dates and
times. Others were deeper, and concerned the axiogdnt of the study. The questions
were enthusiastic in nature and indicated that nieaghers wanted to participate in
several areas of the study. After the presentaimmhquestions, volunteer forms were
collected. Over 90% of the teachers present retutime forms with agreements to
participate in at least one portion of the projébbst forms indicated teachers were
willing to engage in more than one area.

During the remainder of my site visits, | was aj@/greeted by teachers in the

hallways and lounge. Teachers were friendly ana¢eoveing. One teacher commented
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about pre-service and intern teachers that “thesrerywhere.” The common occurrence
of hosting visitors in the school may help to explhe teachers’ comfort with this study.

In individual classroom visits, | was greeted ésicdhers and many discussed
classroom activities with me while students werelkivig. Classroom activities often
consisted of small group and partner work aftee@ogl of whole-group instruction.
Teachers were friendly with students, spoke wiipeet, and worked in close proximity
to them often joining a group at a table or onftber.

In the lounge and hallway, it was common to saehers chatting with one
another about both personal and professional topasng a focus group, one teacher
offered an original adage to the conversation: ¢heas who play together stay together.”
The conversation then moved on to statements dimwiclose the teachers felt to one
another, how much they relied on one another, amdthey felt that this sense of kinship
affected their success in the classroom. In additeachers often commented on how
crucial it was to have such a large network of supprofessionals. The school employs
both reading and math specialists as well as aviimtah consultant. Teachers expressed
their high-level of reliance on these colleaguesrtsure student success.
Administration

| first contacted the superintendent for permissmcontact the principal of the
school. | was given approval and a name. | contigittis principal and was shortly
presented with names of teachers interested ircypating after she presented the
request. My additional request to speak with ta# stas met immediately with approval.
Upon further research into the school, | quickrfeed that Rose actually had two

principals and quite a large staff.
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Because the school has two principals and is lsptiveen two sides of the
building (Pre-K through second grade on one sidd,third through fifth grades on the
other) I assumed | would be speaking only to theeuelementary staff as that was the
principal | had been in contact with. Upon arrivihgvas met with the entire Pre-K
through fifth grade staff (nearly 50 teachers)haligh only half of the staff was meeting
that particular day, the rest of the staff joinedolely to hear my presentation. | was
warmly greeted by both principals and a teacheterAjiving the presentation on the
project, the lower elementary principal stronglg@maged everyone to participate. The
principal reminded staff that “we are all part loé teducational community and this is
your chance to give back. Who knows who this mdy bad when it could come around
again to help us?”

There was a clear sentiment expressed that mggtrejgs not far removed from
their work there. In other words, we were all gHrthe same educational family.

For the remainder of my visits, | was greetedtpbliin the school lounge but had
no further in-person contact with either princifgéfore each visit, | would email my
day’s agenda and received immediate permissionteaeh At the end of the project, |
received a thank-you note from one principal fa titeats | had provided the staff at the
conclusion of the study.

Initially | was surprised at not seeing the builgladministrators during my time
in the school. It is possible, though, that the sizthe school could account for that.
Similar to Cornerstone, the role of administratttich not naturally present itself during
my interviews or focus groups. After probing, | waseted with a variety of responses

concerning the role of the principals in the lifelee school. All interviewees agreed that
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the principals were highly engaged in manageripéets of the school, were organized,
and presented the school well to the outside contsnu®ne interview respondent
focused on student behavioral issues, citing ti@ptincipal was very quick to handle
any issues that arose. Another respondent saighleawished the principals would play a
greater instructional role.

During focus group discussions, the teachers tegahat their principals were
highly engaged in what the teachers were doingy@tipe of ideas, respectful of teacher
autonomy, and thoroughly committed to student Wwelhg.

Invitations to participate as interviewees wereegito both principals and both
were politely declined. Like in the case of Corteng, the role of the building
administrator in these buildings is still open taah research potential. Are they setting
the stage for success? Is the trust they displagéxhers enabling teacher and student
success? Does their close attention to managetailsl permit for a successful school
environment? These are questions to which a grdatdrof attention should be paid in
an additional research project.

Analysis of Rose

The same eight themes as described above wereruaedlyzing Rose as well.
The commonalities between the schools were aburastehthe emergence of these
themes was shared between the two cases. Theystpganalysis of Rose occurred a
bit differently than that of Cornerstone due to #éimeount of time and participation
variations. My study at Rose began with observatiohich, again, consisted of
recordings of general things | noticed. From théveas able to conduct interviews and a

focus group. These were analyzed for common thémegeen the two. Those themes
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were then used to guide both further observationsliso the following interviews. |
looked for supporting evidence from each of thesfogroups while conducting
interviews and engaging in observation.

Interviews

Four teachers were interviewed in Rose. All intewws were held face-to-face, on
site, except that of Participant E who preferréel@phone interview.

Participant B (Rose).The second interview was conducted with anotherures
room teacher. She has been teaching for ten yedrsa 18 students on her caseload at
the time of the interview. She pulled studentsfousome lessons but spent most of her
time in general education classrooms helping baieload and non-caseload students
with general education work.

Participant B focused on the positive nature efgbhool. She remarked that
teachers and students liked being there, facultg pasitive attitudes, and there are very
few parent complaints. She commented that the $¢tamba close-knit environment and
both teachers and students “feel like a part @naily.” She said teachers were highly
aware of students’ needs and genuinely cared &nthbhey made the necessary
accommodations to ensure student success.

Much of the interview centered on data analysis;iculum alignment, and
professional development. She noted that therehwasgy data-analysis of the MEAP.
That analysis was used to identify focus areasldgiato direct classroom instruction. She
discussed curriculum days (where grade level stat), scope and sequence efforts, and
team meetings. Participant B also said that hdriputhstruction of students in the

general education classroom was reflective of tlkalgorative efforts of the school.
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Participant C (Rose).The third interview was held with an early intertien
specialist who also had a caseload of studenth#thtjualified for special education
services. She worked with 12 different students wice close to grade-level in reading
and/or math, with the hopes of boosting them talepiavel as opposed to referring them
for special education.

Participant C commented on how much the staffscab®ut the kids and works
well with one another to collaborate. She mentiothed teachers regularly talk over
concerns, offer suggestions, provide one anothestaat updates, and conference on
student progress. She suggested that the schoaifsfotus was to “bring students to
grade level” and that faculty wanted students {0 4avas loved and cared for” in
regards to their experience at Rose.

The interviewee noted that students received aflspecialized attention in the
school and differentiation efforts are high. Sh&icated that “the MEAP is analyzed like
crazy” and results were directly used in instruttio

Participant D (Rose).The fourth interview was with a literacy speciafist
grades three through five. She worked with smalligs of students two to three times
per week for 25 minutes. She also visited classsotmnmodel writing instruction and co-
teach alongside the general education teacher.

The fourth interviewee mentioned the high expemtatin the building. She said
the principals set high goals for both studentstaadhers. Teachers consistently
responded to these expectations with collaboratifcets. She indicated, however, that

the level of collaboration differed among the gréslesls.
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She also discussed relationships with parentss&idethe school did a superior
job of communicating with parents but parental inement was low nonetheless.
According to Participant D, parents were genefiadlgpy with the school but for various
reasons, such as bussing and work schedules, itheptdspend much time in the school.
Participant D sensed that students liked beingoaeRenjoyed the daily routines, and had
a strong grasp of what was expected of them. Sddtsamain emphasis of the school
was “definitely an academic focus on kids gettirggrang education.” She followed by
reiterating that kids were well cared for and temsHocused on general well-being. She
thought that students asked about their schoolreequee would respond with, “I had a lot
of teachers who cared about me.”

A portion of the interview was also spent on thgi¢ of alignment. The
participant said that both curriculum and behawere closely aligned within the school
and teachers followed through on plans. She inglicdtat this was, at least in part, what
allowed the school to have such high expectationthie students.

Participant E (Rose).The fifth interview was with a pre-school teachdrosad
been at Rose for two years and in education fo6h@.worked with a class of 12-18 full-
day pre-schoolers.

The fifth participant focused on several key areasnmunication, continuous
learning, and collaboration. She noted that theaglusing newsletters, phone calls,
notes, and progress reports, was in constant comsation with students’ homes
regarding student progress. According to partidifiathe school was well aware of
student needs and worked hard to differentiateungon in order to meet those varied

needs.
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Participant E also attributed the school’'s suctegsofessional development,
curriculum alignment, and grade level meetings wlferachers could share ideas and
collaborate on how best to meet student needs.”

Observations

Observations were done on-site, during the sctiaphhile classes were in
session. | was able to explore the building uneésdpper principal approval. While class
was in session, | visited the classrooms of theaehters who had given prior approval. In
total, 14 different classrooms were visited witklesisit lasting between 20 and 45
minutes. A good deal of time was also spent irhlvays surveying physical layouts,
printed and posted materials, and building charesties and structures. Additional
observation time occurred on the school playgrounthe staff lounge, in the school
offices, and in the school cafeteria.

Observations have been categorized into the #lezeents of academic optimism
and then coded for the emergent themes. The “Beft&\wgategory refers to those
comments or behaviors that faculty or students gedjan that were observable to the
researcher. “Physical features” refers to piecdsxifsuch as posters and displays.
Finally, “Strategies/Norms” refers to normal dgsactices that were observed.

Academic emphasisAcademic emphasis, of the three elements of academi
optimism, was the most evident in observation. dlbgervations—coded under the topic
of academic emphasis are those that were concaiitied focus on academics, high
expectations and goals, and an orderly environndr@se observations are then sub-

categorized according to the eight themes. Recardednation is in Table 6.
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Observation of Academic Emphasis by Theme: Rose
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Behavior(s)

Physical Feature

Strategies/Norm

Alignment

Teachers in each
classroom use samg
behavior plan—
teacher says “Card
change” to student
when expectations
aren’t being met

Chart in lounge about
> how each grade level
will tackle MEAP
strategy (by each
benchmark)

Every class uses the
same behavior
system: color-coded
cards that flip when
an expectation isn’t
met

“Daily 5” literacy
program used in each
classroom

n

Communication

Other teachers in
and out of rooms to
speak with
classroom teacher

Collaboration

Other teachers in
and out of rooms to
speak w/classroom
teacher

Needs Awareness

Lounge Sign: “We,
the caring staff of
Rose believe that all
students can learn an
achieve according to
their individual
learning potential,
regardless of previou
academic
performance,
background, socio-
economic status, race
or gender. In
partnership with the
home, we accept the
responsibility of
fostering positive
behaviors and
attitudes which
promote academic,
social, and emotional

Peer mediation
program for problem
solving

d

.,

1%4

A

growth.”
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Data Analysis

MEAP chart in
lounge—each
benchmark broken
down by success ratg
and grade level

Charts in each

classroom: “Teach,
monitor, adjust—data
drives it all.”

Continuous Learning

Teacher comment]
that student teacher
are “all over the
place”

sLarge presence of
sintern and pre-service
teachers

Lending library of
professional resource
in teacher lounge

Support Staff

Resource room
teacher working
w/kids in general
education class

Expectations

Teachers use
phrases like “What
do scientists do?,”
“Why did we read
this?” and “Figure
out what type of
learner you are so
you can be
successful”

Students are highly
engaged & on-task

Teachers passing
out ‘Caught being

Lots of student work
throughout school

Charts in each
classroom for every
subject matter:
‘Students will be able
to...’

Expectation posters
w/ ‘Students will...’
and ‘Teachers will...’

good’ tickets

“Daily 5” program
used in each
classroom—students
choosing literacy
activity

Writing center in each
room, even pre-schog

Collective efficacy.The idea of collective efficacy was best studiedraythis

research during the interviews and focus grouptstHawe was some limited observational

evidence of the concept as well. The observatiodea under the topic of collective
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efficacy are those that were concerned with teatsense of their own capability to

bring about desired outcomes related to studerdgargent and learning. These

observations are then sub-categorized accordititeteelevant themes. Recorded

information is in Table 7.

Table 7

Observation of Collective Efficacy by Theme: Rose

Behavior(s)

Physical Feature

Strategies/Norm

Alignment

Teachers’ use of
benchmarks on a
regular, consistent
basis

Collaboration

Teachers share
students and teach in
areas of expertise

Needs Awareness

Sign in lounge: “all
students can
learn...regardless of
previous academic
performance,
background, socio-

economic status, race, ¢

gender.”

Student study teams
to determine best
course of action to
help individual
students

=

Continuous Learning

Student teachers &
pre-service teachers
are highly visible and
welcome in schools

Professional
development both in
and out of district

Support Staff Support personnel
are in and out of
classrooms regularly
speaking with
classroom teachers
Expectations Signs in classrooms

reading “Teachers
will...” showing what
teachers will be doing
during specific periods
of the day (helping

students, guided readin

etc.)

©Q
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Teacher trust. Similar to collective efficacy, evidence of teach@st was most
prevalent in interviews and focus groups. Sevdnakovations, however, also yielded
data deemed relevant to the concept of teacher Tringse observations coded under the
topic of teacher trust exhibited elements of tHeost environment concerned with
teachers’ willingness to be vulnerable to othetipar(i.e., students and parents).
Teachers exhibited behaviors based on their caméléhat students and parents will
respect the five facets of trust: benevolencealdlty, competence, honesty, and
openness. These observations are then sub-catafjadzording to the relevant themes.

Recorded information is in Table 8.

Table 8

Observation of Teacher Trust by Theme: Rose

Behavior(s) Physical Feature Strategies/Norms

Communication Teachers working n

very close physical
proximity to
students.

Collaboration Teacher use of terms
like “good teammate”
to describe
student/teacher
relationship

Expectations During Daily 5 time,
students are given the
opportunity to choose
their own learning
activities
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Focus Groups

Teachers from Rose participated in two focus gsotgach of these focus groups
centered on one of the three elements of acadgutimiem: collective efficacy and
teacher trust of students in parents. Nine pagitigengaged in the focus group on
collective efficacy while ten participated in trectis group concerning teacher trust.
None of the focus group participants were alsaugvees. The groups, according to the
focus group protocol, were given a general debnifior either collective efficacy or
teacher trust. Each individual was given time w@rstorm any idea related to the given
topic. These ideas were written on provided paper.

Participants in the focus group were then diviohéd two groups. These groups
discussed ideas and created one large posterheittoimpiled thoughts. Ideas that were
similar were combined, some ideas were added tortaal list over the course of the
discussion, and examples were discussed amongdbp members.

After the small groups created their lists, theolehgroup once again gathered and
reviewed the lists for similarities and differeneasl offered explanations to their written
thoughts. Using the modified Delphi method agaagchers were asked to choose two
ideas that seemed most essential to them concdhengjven topic. Focus Group Charts
2 and 3, created by teachers, indicate the respaeaehers compiled as well as those
identified as most essential.

The second focus group consisted of nine teachirsh of the conversation was
dominated with the ideas behind collaboration. Tiees said that a great deal of time was

spent working with one another. They said the s&aftled to brainstorm ideas
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collectively, follow-through efforts were high, afelels of faculty ownership allowed

for greater implementation of ideas.

Focus Group Chart 2

Teacher Idea Regarding Collective Efficacy: Rose

Thought Number of
times noted ag
most essential

Collaborative efforts: conversation, email, meetimgtes 4

Grade level curriculum time

Materials to support new faculty

Support staff for behavior/academic struggles 1

Staff plays together

Open door policy with colleagues

Strong communication between school and home

Share ideas, resources, discipline plan

No judgments of one another: safe environment 1

Strong understanding of community and their needs 1

Love students

Teachers felt that they were working in a safdremyment where resources were
readily shared and where teachers were not bedggfiby peers. Support personnel,
such as the math and literacy specialists, behapecialists, and resource room teachers,

were highly regarded. The group felt a definitesgeof community with one another;
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each student was the responsibility of the facastya whole, and the teachers were

genuinely working as a team.

Focus Group Chart 3

Teacher Idea Regarding Faculty Trust: Rose

Thought Number of
times noted ag
most essential

Students are reliable at school

Parents trust teacher—don’t question

Line of communication between parents and teachers 4

Involved parents are supportive

Relationships between teachers and parents aretanpo 3

The final focus group included ten teachers. Rgculst was, as deemed by the
teachers, the most challenging of the three elesrrdcademic optimism to realize in
the school environment. Most of the focus groupetinas spent in discussion about
communication. Teachers said that relationshipk twitme were essential for student
success but these relationships were not alwaystea&stablish. The school, therefore,
had instituted a number of plans in order to kéepines of communication open.

For example, one teacher mentioned that progegests were sent home every
three weeks, for every child. In addition, eachHcthad a tracker, or assignment book,
where assignments and other important informatierevmoted. Teachers and parents

signed the trackers each day. Part of the commitimicstrategy also included a parental
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compact that outlined the expectations the factdty for the partnership between home
and school (see Document Review).

Document Review

The key documents reviewed for Rose included dahgmovement plans, parent
compacts, and behavior plans. The following discuswill highlight examples from the
documents according to the various themes.

Alignment. As part of their school improvement plan, Roseitnttd some
strategies that required teachers to align thashimg and assessment practices. For
example, all teachers (K-5) used the same summasgisessments to evaluate student
growth. In addition, the plan requested that atteers implement specific activities into
the daily routine such as “Everyday Counts Caléhadiad math calendar games.

Needs awareness and concerihe use of a Comprehensive Needs Assessment
(CNA) was listed in the school improvement planse TNA allowed faculty to examine
the demographic data of the students and famHhieg served. Some of the questions
asked on the CNA included: “Who do we serve?,” “\iéheéo we want to be?,” and
“How will we get to where we want to be?” Attentiaras also given to achievement
gaps, possible root causes for the gaps, andgtatior overcoming gap challenges.

Communication. One central component of communication betweenehanad
school in Rose is the “Tracker.” Students were etgubto write their assignments and
other important notes in the book. Parents anchexgadhen signed it each day. Written
on the information sheet is the slogan, “Let’s k#eplines of communication open

between home and school!”
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Expectation and goalsRose had official compacts with both parents and
students, which were created by a committee of, gtafents, and community members.
Each was expected to sign the compact and abitleeldisted components. The parental
expectations included: “Establish a time for shqudiaily school experiences,” “Strive
each day to make my child’s education my numberpiwgity,” and “Stay aware of what
my child is learning.”

Student expectations included: “Always try to woskhe best of my ability,”
“Believe that | can learn and will learn,” and “Sthoespect for myself, my school and
others.”

Rose’s behavior plan was also distributed to titeeeparent population. The plan
addressed seven key expectations and the schoelesitsequences for not meeting the
expected level of success.

The vision statement, mission statement and afsetrresponding beliefs of
Rose were highly illustrative of the expectatioosteachers, staff, parents, and students.
The vision statement stated that “all students hlgebility to learn.” The belief
statements include ideas such as “high expectalgaaisto high achievement for all” and
“students learn best when they are actively engagateaningful and challenging work.”

Continuous learning. As part of the parent compact, Rose included =igian
for staff that addressed professional developniestiated that the school will, “Provide
the necessary technical, research, staff and astmative support to schools in the
planning and implementing of effective parent imashent activities to improve student

academic achievement and school performance.”
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Data analysis.The school improvement plans of the school liskedmost recent
MEAP data for the school. From these results, stgrals were generated. For example,
the writing goal for Rose stated “all studentsiiadges 3-5 will increase writing
performance on MEAP by the fall by 5%” with a raiade listed as “low scores on past
MEAP” and “review of scores on MLPP (Michigan Ligey Proficiency Profile)
writing.” To address this area, the school chosenflement a writer’'s workshop
strategy. The improvement plan detailed professideaelopment activities, resources,
and assessments to improve writing instructionc8ss will be determined by the
following year's MEAP and MLPP writing scores.

Conclusion

My time in Rose was enjoyable and interesting.dests old appearance and
worn surfaces, one could sense the community spaitthe school embodied. The vibe
of the people there was friendly and positive hia $hort time | had to engage with the
school’s staff, | felt welcome and comfortable. Thea of the school was dynamic with a
sense that good things were happening here.

Teachers appeared well-organized and althougbléissrooms had a sense of
wear, they were covered with work reflecting thademic emphasis of the building.
Teachers relied on one another, felt connecteddb ether, and displayed a strong sense
of unity and dedication to the school community.

Comparison
General Impressions
Despite so many commonalities between the two shgdy sites, the largest area

of difference came in an implicit impression of theldings and their culture. As a
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visitor in both schools, | found Rose to be frieadimore welcoming, and more open to
and engaged in the work | was doing. In fairnessydver, it must be noted that more on-
site time was spent in Rose and that could potlgnpkay a role in this impression.

The building of Cornerstone was more comfortableerms of maintenance and
lighting; it had a warm, cozy feel. Rose was abltler, much brighter, and showed
many more signs of wear. In general, Rose had d&amace urban atmosphere while
Cornerstone had a quiet, suburban air to it. Botiosls, however, served similar
populations, in terms of racial and income demogicg and they were in comparable
locations (i.e., near a large urban center).

Despite these small and general differences,dhedds had a great deal in
common. The discussion below serves to comparsdeols by the three areas of
academic optimism with the eight themes interwoven.

Academic Optimism

One common thread among all five interviews (on€amnerstone and four in
Rose) was the setting of high student expectatiotise schools. High expectations, one
element of academic optimism, are a central composfeacademic emphasis and one of
the emergent themes of this study. Numerous efieete taken among the staffs of both
schools to ensure that these expectations werenoleting data analysis, and
curriculum alignment. The weight of each of thededed somewhat between the
Cornerstone and Rose. For example, both schooks feensed on alignment. It
appeared, however, that Cornerstone’s alignmenisfoentered more on academic
programming, language, and assessment, while Roke&led a greater emphasis on

alignment in utilizing data analysis and studeritas@or. Cornerstone was more
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concerned about unit alignment within grade leasld curricular mapping between
grade levels. Rose seemed to have a greater intedgning instructional practices to
the specific needs of students, as evidenced lggisgated assessment results.

Another key element of academic emphasis is aerlgrdnvironment (Hoy et al.,
2006). Several of the teachers referred to theashdiscipline plan or rubric. They
indicated that the success of the plan lay withtélaghers’ commitment to it. Students
were aware of behavioral expectations and thus witea able to focus on academic
matters. Common discipline plan and classroom mamagt schemes were consistently
utilized to assist in creating the orderly envir@ants. Both schools developed and used
common behavior plans. Cornerstone’s plan was téideschool-wide with the use of a
common-discipline rubric shared between classrommasthe office. At the classroom
level, however, there was more diversity in howheadividual teacher implemented the
behavior modification plan. Rose, on the other hapgeared to employ the same
discipline from classroom to classroom without muahance between teachers.
Collective Efficacy

Collective efficacy, another facet of academidrapm, was also evidenced
during the study. One participant clearly statéelachers here just keep trying.” Several
mentioned that teachers felt confident in theilitdss and relied on the abilities of
colleagues as well. Teachers felt valued in theaichnd believed others were there to
act as resources. In both schools, resource persaene heavily utilized to assist in
student learning. In School 1 reading specialistsspecial education faculty was the
core of instructional support. Rose, which wasdatgan Cornerstone, had numerous

support staff. In addition to reading specialistd eesource-room teachers, the teachers
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there also relied on mathematics and behavior ajp&siin the daily pursuit to
adequately serve the student body.

Teachers in both schools reported a strong netafockmmunication and
collaboration between staff. Evidence of this eradrduring the site visits as well.
Teachers were often seen discussing students n&laother and openly sharing
information about teaching. The interview and fogtsup participants in both schools
weighed their work with one another as a heavy aomapt directly related to student
success.

In addition to their work with one another, teasha Cornerstone and Rose
emphasized the continuous learning that took plalsere were student teachers at
Cornerstone and Rose with the addition of pre-seri@achers at Rose. The proportional
number of teachers-in-training at Rose was greatar what was present at Cornerstone.
The teachers in Cornerstone seemed to have aethtfperspective on the student
teachers, however. They shared freely with themvaawled the school as a teaching
school. The teachers in Rose, however, alludedtworhuch the veteran staff uses the
novice professionals to continue to grow, staytfresd be motivated towards
improvement and innovation.

Other than the learning that took place when waykvith student teachers, both
schools reported a belief in the power of professiaevelopment. Cornerstone appeared
to have more district-wide and external opportesisuch as conferences and seminars.
Rose hosted many in-school opportunities with teatdd information directly related to

school improvement initiatives and instructionagdrces.



86
Teacher Trust

The final component of academic optimism, parewnt student trust was also an
integral part of both schools. In other researct focus of trust revolves around teacher
trust of one another, teacher trust of their lesdar parent trust of teachers. The trust on
behalf of faculty towards parents and studentsaedacus in this study.

In both school sites, teacher trust scored thesvwf the three elements of
academic optimism. Although trust levels were ohigh, teachers did note school
efforts to foster an environment of trust. Commatian between school and home was
deemed essential. Teachers in Cornerstone callddrsthomes and sent home progress
reports, newsletters and informational notes aggalar basis. Similarly, faculty in Rose
commented on sending home progress reports evarthrfar every student. Both sets of
faculty reported that this type of communicatiothAnome helped foster the sense of
trust that parents were involved, informed, anested in the students’ educational
growth and achievement.

Rose teachers frequently referenced trackerssigrament books, and the
parental compact as tools to ensure that evergowetiking as a team. The compact lists
expectations of parents to help ensure a focusuniesst academic success.

The largest difference between the two sites tkggrteacher trust centered on
location. Cornerstone is located within a residdr@ommunity. Most students attending
the school live within close proximity. Rose, oe thither hand, has many schools-of-
choice students who are bused in from further lonat Teachers suggested that this was
an issue for school events, like parent-teacheiecences and volunteering in the

classroom, because it was more difficult for paseatattend.
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Finally, both staffs emphasized a heightened naedseness of their
demographic. In Cornerstone, teachers contribwtedfind to ensure students were
provided with essentials like winter coats, eyeggas and books. Rose teachers stated
that staff members, particularly counselors, stagémmed on what students needed
particular items and how to best go about seeiagttitose needs were met. In both
schools, teachers referenced the need to accomenadiatadjust lessons, plans, and units
to ensure all students could participate regardiéascess to supplies or project
materials.

Conclusion

Analysis of all four data collection methods yesdida total of eight themes: five
primary themes and three secondary. These themegarant, collaboration,
communication, needs awareness, data analysisngouos learning, support staff, and
expectations of goals—are central to teacherspta@xng the current academically
optimistic environment.

It is clear that the emergent themes were prasdadth schools in various ways.
Although located in vastly different areas of thegtes and in different types of
communities, it is interesting to note the simtias of the two schools. The types of
academically optimistic behaviors and the themem#elves were consistent between
the two schools. Each school took a slightly unigpi® on a particular theme or idea but
the general sentiment remained consistent. In sugmwéh respect to academic
emphasis, teachers expressed a strong desireetd siffident growth by setting high
expectations and creating an effective and ordemyronment. They described their

ability to do this through the utilization of dafapfessional development efforts,
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collaboration with colleagues, the assistance ppsett personnel, and creating open lines
of communication.

With regard to collective efficacy, both facultiesnveyed a robust sense of
confidence in their respective schools’ abilitieghact necessary changes and to
maintain the current positive attributes in oradeensure student success. This feeling of
confidence was ascribed, in large degree, to coiilon efforts, reliance on support
personnel, and the outcomes of professional dexedopwith a keen eye toward
continuous growth.

Finally, with respects to faculty trust, teachexpressed the importance of
establishing relationships with both students aa@mts. Teachers had a genuine sense of
concern about students and their general well-ba&ntgwere highly aware of the needs
of the surrounding community. Particular emphasas wlaced on communication to
ensure that teachers and parents were best adprtess needs and meet expectations.

Chapter V will expound on each of the eight thearas provide further
information on current research in the given aréas study, combined with previous
research, will assist in suggesting implicationgd passible insights for schools and
faculties. In addition, attention will be paid tarther areas for research that address these

and other relevant topics.



CHAPTER V

DISCUSSION

Introduction

The first four chapters have presented a caserstuivo schools that are low-
income, high-achieving, and have established enments with a high degree of
academic optimism. Through multiple forms of datflection, eight key themes became
apparent in describing the contexts in which treet®ols are operating. It is my belief
that these themes are accurate depictions of Giamer and Rose and other schools
could potentially learn from examples in these ates. Chapter V will offer some
additional information, based on current literat@gout these eight themes as well as my
recommendations for schools. Finally, suggestiongurther research will be presented.

Purpose of Study

This research, via two case studies in Michigan&ES, and high-achieving
elementary schools, described the work and chaistats of an academically optimistic
environment. This research identified, described, @ategorized elementary school level
norms, behaviors, strategies, and building chariatitss that may have contributed to the
development of one or more of the properties oflandac optimism: academic emphasis,
collective efficacy, and faculty trust.

Summary of Major Results
The eight inductive and deductive themes weregntaa both schools in a variety

of ways. Although located in different areas of stte and in differing types of
89
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communities, the similarities of the two schools aoteworthy. The types of activities,
as evidenced within each theme and the themes #hesssvere consistent between the
two schools. Each school may take a slightly ungpia on a particular theme or idea but
the general outlook remained consistent. Analysaldour data collection methods
yielded a total of eight themes: five primary thena@d three secondary. These themes—
alignment, collaboration, communication, needs awess, data analysis, continuous
learning, support staff, and expectations of goase-€entral to teachers in explaining
the current academically optimistic environment.

In broad summary, with respect to academic emphagsheme that was a part of
my original framework, teachers expressed a stdasiye to affect student growth by
setting high expectations and creating an effecin orderly environment. They
described their ability to do this through the oféata, professional development efforts,
collaboration with colleagues, the assistance ppsett personnel, and establishing open
lines of communication.

With regard to collective efficacy, also a parhof original framework, both
faculties conveyed a vigorous sense of confidemdbair respective schools to enact the
changes necessary and maintain current positinblats to ensure student success. This
feeling of confidence was ascribed, in large degeeollaboration efforts, reliance on
support personnel, and the outcomes of professamadlopment with a keen eye toward
continuous growth.

Finally, with respects to faculty trust: the thedmponent of my original
framework, teachers expressed the importance ablesting relationships with both

students and parents. Teachers had a genuinederm®cern about students and their
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general well-being and were highly aware of thedses the surrounding community.
Particular emphasis was placed on communicati@msoire that teachers and parents
were best able to express needs and meet expastatio

Relationship of Results to Existing Studies

All of the central themes in this study have suppothe literature and in
previous research. There are some inductive themoggver, that emerged during this
study that | had not previously encountered inrdsearch. Table 9 highlights the themes,
support from research, and new findings.

Additions to Body of Literature

The themes highlighted in my study have a good oeslipporting evidence from
previous research and educational literature. Thereghowever, several points where this
study highlights new information or adds to theyotlknowledge on the themes from a
new perspective.

In discussing alignment, for example, most ofrémearch and literature focuses
on alignment between state standards and curricomiaterials. My research was able to
draw attention to the importance of horizontal aadical alignment with the schools.
Teacher comments focused heavily on the value bfatignment. The case study sites
used common vocabulary, common behavior plans, acomaesessments, and consistent
curriculum materials from the time students entéhedbuilding in kindergarten through
their completion of fifth grade.

Although one might question whether this degrealighment hinders teacher
autonomy, the participating teachers expressedtikae areas of alignment allowed for

greater student success. Due to the common behaaius, for example, less time was
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Top Findings of the Study and Comparison to Previous Research Findings

Theme (Van Hof,
2012)

Findings Supported From Previous
Research

New Findings

Alignment

William & Kirst, 2006: alignment
between state standards and curriculu
materials more often found in high-
achieving schools.

Hoy et al., 1999; Licata & Harper, 199¢
Wang, 1995: a focus on academics is
leading factor contributing to student
success.

Hoy et al., 2006: academic emphasis i
marked by an orderly environment.

In addition to alignment with
mstandards, teachers attribute succes
alignment between classrooms and
grade levels. Common vocabulary,
curriculum materials, and behavior
);management plans are used K-5. Th
a alignment within each grade includes
common units, assessments, materia
& timing. The common discipline
plans allow for an orderly

5 environment.

S to

als,

Collaboration

Seed, 2008: collaboration is esskfuia
improving teaching. Collaboration
fosters a sense of ownership towards
school improvement initiatives.

Marzano, 2001: Cooperation cited as
key variable essential to school succeg

S.

Needs
awareness/concern

Klem & Connell, 2004: students who
perceive teachers as caring are more
engaged in school

Hoy et al., 2006: faculty who trust
parents/students are more optimistic

Teachers attribute success to a
genuine care/concern for the studen
Systems are put in place to ensure t
students’ needs are being met (i.e.,
food, clothing, safety), often at
personal financial expense to the
teachers.

nat

Communication

Padak & Rasinski, 2011: effective
communication can lead to positive
relationships and greater academic
progress.

Hoy, 2002: Faculty trust of
students/parents can be built through
effective communication

Marzano, 2001: Parent involvement
cited as key variable essential to schog
success.
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Expectations &
goals

Stronge, Ward, Tucker, & Hindman,
2007: effective teachers hold higher
expectations for students than ineffecti
teachers.

Boonen, Van Damme, & Onghena,
2009: high expectations of teachings
related to reading gains.

Edmonds, 1979: high expectations is @
of five essential components of school
reform.

Hoy et al., 2006: High, yet attainable,
goals are set for students as part of
academic emphasis.

ne

Continuous learning

Vogrinc & Zuljan, 2009: quality
performance of a teacher requires
continued growth and learning.

Darling-Hammond, 1998: Professional
development causes teachers sense o
efficacy to rise.

Bell & Fidishun, 2009: cooperating
teachers found that they use technolog
more after hosting student teachers.

There were large numbers of pre-
service teachers at the case study si
both those completing field work and
those completing student-teaching
requirements. Teachers reported the
f presence of these individuals as
beneficial to improving teaching and
in addressing student learning.

y

tes:

Data analysis

Henning, 2006: use of data to deciph
effectiveness of any given program or
sub-group to address
strengths/weaknesses of students.
Information can be used in instructiona
decision.

[}

Py

Support staff

Klem & Connell, 2004: Personalized
learning environments offer the studen
the most effective schooling experienc

Teachers in the case study site scho
tscited the support staff as an invaluah
b resource in high quality instruction.
The support staff includes certified
personnel who work closely with

students: behavior, math, and readin
specialists. Research was not found
regarding the effects of the presence
of these specialized teachers.

ols
le

Administration

Marzano, Waters, & McNulty, 2005:
Student achievement is correlated with
effective school leadership.

Teachers reported positively on the
managerial prowess of the building
leaders. Current research is focused
administrators as instructional leade
This study highlighted the importanc
of the managerial side of
administration.

on

lisn
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spent on classroom management allowing more timadademics. Similarly, when
students were exposed to common vocabulary terhosvier elementary, they were able
to build on these throughout their elementary qadevelop deeper understandings, and
more sophisticated ways of demonstrating learning.

In turning to needs awareness or concern, therpants that my research is able
to highlight. Previous research does support thatent engagement is increased when
students perceive teachers as caring. The literdbowever, very rarely focuses on the
sentiments teachers express regarding studentsnaérsell-being and welfare. The
connection between these sentiments and studes¢rat@achievement was not found in
searching through previous research.

Moving to the continuous learning theme, previmsearch focuses heavily on
professional learning communities and professideaklopment opportunities that
teachers engage in. The angle that my study istallieng to light concerns the presence
of pre-service and student teachers in the casly stthools.

A good deal of previous research examined th¢ioekship between novice
teachers and mentors. The focus, however, is typ@a how the novice teacher can best
be served by a mentor. My study features how tineesit teachers might benefit teachers
and students. The case study teachers commentdththag so many student teachers in
their midst, they were continuously evolving teachpractices and reflecting on best
practices. In addition, it was generally thouglatttthe pre-service teachers brought new
and innovative ideas into the classrooms and ssh@dhere students are concerned,

teachers thought that the pre-service teachersavieemefit because they were able to
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provide individualized attention to students. Thegught a new energy and enthusiasm
into the classrooms that may play a role in stugeogress.

Turning to the theme of support staff, my examaoraof the literature
underscored the importance of individualized laagrenvironments for students. This
focus centered primarily on differentiation wittilre classrooms. Not found, however,
was discussion on the existence of certified supgpensonnel on the faculty rosters. Both
case study sites employed several specialistsdmguhose in the areas of math, literacy,
and behavior.

Participating teachers frequently commented on bawial it was that they could
collaborate with support personnel to best addspssific academic and behavioral needs
of each student.

Finally, my research highlighted a different pexsjve on the role of
administration in a successful school. Most ofdheent research and literature on
building leaders focuses on instructional leadgxdiiy study, however, underscored the
importance of building principals to serve as dffermanagers as well.

Teachers reported that the building principalhancase study sites were efficient
handlers on necessary paperwork, thorough buildiagagers, and consistent resources
in handling student behavior issues. They alsoigeal/school reform support, showed
value for teachers, and served as liaisons betteeschool and the rest of the
community. My study emphasizes the need for rekeamnd literature to focus on every

role that a building administrator might serve in.
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Implications for Future Research

The scope of this study was broad and exploratomature. Each of the given
aspects of academic optimism could be studied ein tvn as well as each of the themes
that emerged. As the study progressed, it becamdergvhat there are dozens of
additional avenues of potential research. In géninia study could be replicated in
various settings and on a larger scale in ordeotopare data and themes.

In addition, | would like to see the study comptefrom the perspective of school
administration. The matter of administration waseesially absent during the course of
this study. As discussed earlier, discussion oridpie did not organically materialize
from the teachers during interviews or focus groleher, input was given only when
prompted by the researcher. This input was genygualBitive and focused on several
points: school administrators were effective afidgavith school management,
principals were open to new ideas, and principasewespectful of teachers’ autonomy
and leadership. The same variety of statementardagy building principals, was
recorded in both schools.

Current educational research focuses heavily baddeaders, leadership styles,
and the importance of the leader in school impra@nefforts. A large-scale meta-
analysis of research completed over the past fecades has revealed a positive
correlation between student achievement and efesthool leadership (Marzano,
Waters, McNulty, 2005). Further work continues taline leadership strategies that best
affect student achievement (Darling-Hammond, LatgiMeyerson, & Orr, 2007). | was
notably surprised then, that the topic of admiaitstn did not present itself, in this study,

in a more obvious manner.
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Given the highly credible and validated reseanmthhe importance of school
administrators, the question arises: why was itanmiore pertinent topic in this study?
There are two possibilities | explore here. Thstfpostulate | present is simply that the
school administrators at these sites have setdlge $or success. Teachers, upon
prompting, did indicate that the principals werpmartive of new initiatives and ideas.
This indicates that principals were informed, ergh@nd working alongside teachers
towards student achievement and school improvegaais. Further, several teachers
commented that the school principal was efficiarttandling managerial-type tasks as
well as those relating to student behavior. It thiamds to reason that teachers, supported
in these managerial and behavioral areas, aredafianore time in dedication to
implementing effective classroom instructional pices, concentrated professional
growth, and teacher-led reform.

Spanneut (2010) states that principals must ee#hley cannot provide all the
leadership that is necessary to a school. They apgseciate and solicit teacher input
and “actively foster the development of their tesshas leaders” (Spanneut, 2010,

p. 100). This submission embodies my second imnessgarding building leaders: the
teachers in these successful schools have rideadership status. School reform efforts
are teacher led, student success is a sharedagwahomy is respected, and improvement
efforts have a high degree of faculty buy-in andherghip. It is clearly within the realm

of possibility that the actions, albeit unseenthaf school principals led to or significantly
contributed to these circumstances.

Ultimately, it has become my contention that @heklof discussion on the school

principals, can in itself, be deemed positivea#f ,the scholars indicate, one of the
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fundamental components of effective leadership @evelop others, then it would seem
these leaders have been thriving. The teacherstjoresent signs of dependence on
administrative mandates as calls to action. Furth@indication was given suggesting
resentment regarding the intense levels of timeediait demanded by the schools’
continued initiatives.

These are but two possibilities, supported byrdéselts in my study and my own
experiences and observations. Moving forward, rese@ould be completed focusing
specifically on building administrators. What arepipals doing that positively affect
academic optimism? Do they share the same serggginfism as teachers? Correlating
student achievement, academic optimism, and effetdadership traits may add
beneficial results to the current body of educatioasearch.

In addition to the above suggestions, questiorfased relevant to each of the
eight themes. The following discussion offers sqotential research areas as well as
guestions that arose during this study.

Data Analysis

Research could be dedicated to the topic of dadbysia to help determine how
this enterprise is helping our schools. Does thaey@pent justify student improvement?
Are sub-groups improving and if so, what methoddaif analysis are being used in any
given school? Finally, a comparison of schools tatheavily on data analysis could be
done with those schools that haven’'t employed faagde analysis endeavors. Similarly,
a comparison could be completed between schodisdllact data and those that are

authentically integrating results into daily praes.
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Continuous Learning

The most notable questions that arose in relaba@ohtinuous learning are in
relation to the presence of student teachers iclssrooms. Is there a correlation
between student achievement and the presencedgfrgtieachers in a school? What are
the effects on the classroom teacher on collabayatith student teachers—are
instructional practices changed? We often thingtoflent teaching as simple career
preparation before entering the profession. Orother hand, research may be able to
highlight or discover what effects the student kesithas on the school, student success,
or the collaborating teacher.
Alignment

This study defined alignment from several anglascssion included alignment
between classrooms regarding both academic andl soericula. Teacher in the case
study sites were teaching from the same prograremadd, using common and consistent
vocabulary between grade levels, and utilized combehavior and classroom
management systems. This broad topic of alignmegs lor further research. Teacher
autonomy, for example, comes to mind. What is ttpedence of incoming teachers to
the culture of a school with so many structureglace? Is the level of teacher autonomy
and creative freedom affected?

It may also prove enlightening to study possildeaations between specific
types of alignment and student achievement? Fanpba is there a correlation between

common vocabulary use and student achievementghdirianguage arts?
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Support Staff

In both case study sites, a significant emphassplaced on the role of
professionally trained support personnel in theetH-uture research could be dedicated
to determining the correlation between these spsisand student achievement or
school success. During turbulent economic timey, iwlt that these positions are often
the first to be cut? Are schools causing downtumrstudent achievement by
undervaluing these positions and people?
Needs Awareness and Concern

This area is one of more intangible themes thatrgeadeduring this study.
Professionals certainly can anticipate caring aktudents when they enter into teaching.
But, what about when it comes to providing finahoiéerings to take care of students’
personal needs? How do teachers experience therasf their professional duty? Could
there be a correlation between what is expectedaahers, personally, and the retention
rates of the teaching force?

Further research could explore the issue of howlies’ needs get determined.
To what extent to parents play a role in this pssand how common is it for schools to
have an official manner of ascertaining needs?cHse sites in this study clearly focused
on the more personal needs of the students armbtheunity at large. Further research,
however, could be done to more acutely pinpoint@ssible correlation between the
fulfillment of these needs and student success.
Communication

In most successful systems and organizations, $cihmeduded, it is perceived

that clear lines of communication aid in fosterargorderly environment, increased
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stakeholder participation, and understandabledfetgpectations. The schools in this
study, as earlier detailed, utilized a number @teggies to communicate with one
another, parents, students, and the surroundingaidnal community.

Further research may help to isolate which specdmmunication strategies are
most effective. Is strong communication betweenhees more or less correlated with
student success than communication between teaghéngarents? What types of
communication mediums do parents have the greatesss to or deem the most useful?
Answers to these types of inquiries may help sahtwldentify where communication
efforts are most constructive and where othersdcbalimproved.

Expectations

As previously mentioned, past research has shawmk aetween high
expectations and student progress. The emergeribe tifeme in this study is further
support. Moving forward, however, there is stilbno for research on this topic. How,
for example, does school faculty come to conseasusppropriate school goals? Do
schools/districts with faculty buy-in outperfornotie working only under central office
mandates? Further, when goals and expectatiorsearg set, to what degree are students
and parents involved? Schools may find that gaatlensthe academic setting differ vastly
than those set at home. Research may serve toemebat occurs when school
personnel and families are working towards the saxpdicit goals for students.
Collaboration

Evidence from the case study sites as well astitez on the topic, indicates that
collaborate efforts in schools can promote in stadkarning. Collaboration occurs

between student and teacher, between teacherbeamden school faculty/staff and the
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home. Many schools have formal means of collabogeguch as common planning
periods and after-hours sessions dedicated to ngtkigether. Other schools find that
teachers and parents are collaborating in morenrdh less explicit ways.

A research focus on collaboration could centetheneffectiveness of such efforts
as common planning time. Do schools experienceedl swstudent achievement when
teachers meet during planning periods? How arestbelaborative being used and what
tasks or activities are most beneficial?

Discussion and Other Implications by Theme
Alignment

When alignment is discussed in regards to scha@sgre often referring to the
alignment between state standards and classroartigarebetween state standards and
curriculum, or between standardized assessmentstatastandards. William and Kirst
(2006) found that teachers who reported that adassrinstruction guided by state
standards and curriculum materials aligned wittestéandards were more often in high-
achieving schools. An inductive theme was foundyéacer, as the alignment in this study
goes to a deeper level: that is the alignment batvebassrooms. In both Cornerstone and
Rose teachers reported a variety of areas thalved@lignment. For example, the same
curricular programs were being used and teacherstalents utilized common content-
specific vocabulary from grade to grade. Compliragnto that, students in the same
grade but different classrooms were engaged isdhee units of study at the same time.

Opponents of classroom to classroom alignment nsigg the loss of teacher
autonomy in teaching how and what they want. Teache the site schools however,

reported that this type of curricular alignment waportant to student success. Students
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spent less time each year grappling with new voeapor material-related procedures.
This allows for increased instructional time foglmer-level thinking and in-depth study.
In addition, the cross-grade-level mapping lesséhe@dmount of overlap in topical
themes and allowed for a wider range of topicsetetindied. The teachers reflected on
the idea of teacher autonomy by discussing the attouvhich teachers were actively
involved in selecting curriculum, unit materialadafleshing out yearly plans.

In addition to curricular alignment between anthwi grades and common
vocabulary use, Cornerstone and Rose also empégedimon behavior management
plan between classrooms. As described in Chaptestidents were given cards and
were asked to “change cards” when an unwanted bhass displayed. The cards
served as warnings and represented possible carsszplif the behaviors continued
(i.e., a call home, loss of recess time, a visth®principal). One may argue the
philosophies behind a behavior modification apphosiech as this. Teachers in the
schools, however, felt that the systematic usbé®fame procedures each year was
useful. Re-teaching a new system each year waselied, students responded to
behavior prompts quicker, and expectations werar cle

Given that much research has been devoted torédl sf school-related alignment
and state standardized tests are aligned with sti@telards. Like it or not, schools are
evaluated using the tests. It seems reasonabldlitaenonsideration is given to aligning
both curricular materials and instructional pragsi¢i.e., mapping, common-vocabulary,

etc.) in hopes of boosting student success.
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Collaboration

Collaboration was a deductive theme as it is actbpavily supported in the
research. The evidence in this study serves tostppst research rather than supposing
new findings. Teachers in the case study schoplsrted that working closely with one
another was essential to successful teaching. @disans of teachers meeting to discuss
students as well as curriculum support these cldiagng focus groups, teachers
emphasized the value placed on being able to regotleagues for professional support.
These types of activities repeatedly appear inectireducational research.

Seed (2008) research and my research suggesbtladtoration is essential and
stresses that educators must go beyond the priegenature of NCLB and focus on
what directives will more accurately reflect thehass in a high-quality teaching force.

In regards to collaboration, he suggests that lootktion is essential for improving
teaching and that through collaboration teacheetbbsh learning communities that helps
to minimize the isolating nature of the professibuarther, collaboration can foster a
sense of ownership in relation to school improvenmatiatives. Seed advises regular
meetings to discuss planning and implementationedisas to review pedagological
practices and curriculum materials (Seed, 2008).

Spanneut (2010) uses the forum of professionahileg communities as a viable
form of collaboration. He suggests that duringexgithl conversations, teachers can
reflect upon and develop a deeper understandiogroént educational practices. As this
focus continues, teachers can work together tesasastructional improvement strategies

that are best suited for students’ individual ng&tsmnneut, 2010).
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Needs Awareness/Concern

Teachers in both schools denoted the importans&aéffconcern for the students.
In addition, faculty was well aware of the needshef student population. Efforts were
made and systems put in place to address studdrbeurg. In Cornerstone, for
example, a monetary fund was established to befosé#ms such as student coats,
eyeglasses, and school supplies. In Rose, the @lehefdthe school day was altered to
allow time for every student to eat breakfast &bst.

The needs-awareness theme is deductive in thabpeeresearch suggested the
importance of this topic. The research, for examnpiélem and Connell (2004) support
the idea that this kind of teacher support is ingoarto student engagement in school.
“Students who perceive teachers as creating ag;amell-structured learning
environment...are more likely to report engagemerscimool” (p. 268). Further, Cohen
(2006) stresses the importance of creating safearidg school climates, informed by
social-emotional and ethical concerns as a wayegaring students for healthy
participation in a democratic society. The themaed#ds awareness and concern is also
inductive as | found something | had not previouwsigountered in the research. As noted
above, teachers were willing to make personal fseesi of time and money to ensure the
needs of the students were being met.

Many schools may not be adequately assessingetidsrof the student population
or school community. Comprehensive plans can askese needs, present calls for
action to address them, and evaluate the effecsgeaf those actions. There may be
indication that when personal and community neeesatisfied, students are better able

to focus on the academic expectations of schooling.
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Communication

“Effective communication can lead to positive relaships and easier resolution
to problems that may arise. In turn, students nga&ater academic progress” (Padak &
Rasinski, 2011, p. 295). Communication is a degtadtieme in this study as | had
expected its presence due to previous research.caolkaboration, teachers in
Cornerstone and Rose relied heavily on teachegaoker and school-to-home
communication practices. Faculty members suggedted)g interviews and focus
groups that clear communication aided in clearpeetations, increased parental
involvement, high-levels of collegial support, arlimately greater student success.

Teachers communicated, in person and via emdh, evie another daily
regarding students, lessons, and curriculum médeBaipport teachers especially, such as
those in special education resource rooms fourtccimmmunication was essential
between themselves and the general education @tesdeacher. These exchanges
allowed for a unified plan of action to specifigatirget individual students’ needs.

In addition, communication between the home amhdalcwas cited often as a key
to success. The case study sites used progressstdpeguent phone calls, email,
newsletters, websites, blogs, and student trackgukanners to ensure that parents were
well-aware of both academic and non-academic pssgreschool. Teachers remarked
that these forms of communication often led to movelved parents and additional
academic support in the home as well as a genemaltg organized student.

My study suggests that school personnel can déwo&sto evaluate current
communication practices. As with collaborationdeis can ensure that faculty have

adequate time to communicate with one another agdge in meaningful dialogue
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geared toward student growth. In conjunction witd tcommunity needs assessment,
schools should ascertain whether current homehoedcommunication practices are
effective. Are non-English speakers being served?cdmmunications clear and
comprehensible to all parents? Clear and open conwation lines among all
stakeholders may increase the chances that efiiatsentered on increased student
performance and well-being.

Expectations/Goals

In both schools, high expectations and clear gwale set. As evidenced by
statements in both interviews and focus groups bgrehysical examples in the
buildings, teachers expected students to succemls ®r each lesson were clearly
displayed in each room and several incentive prograere utilized, denoting goal
achievement.

After reviewing the research, it could clearlydssluced that setting high-
expectations and clear goals may be present iressftd schools. A 2007 study of nearly
2,000 elementary students revealed some key diiesein the relationship between
student achievement and teacher quality. Findingsated that effective teachers
generally held higher expectations for studenta thaffective teachers (Stronge et al.,
2007). The following year, Palardy and Rumbergestudying first graders, found that
one teacher attitude variable—high expectations—agasciated with reading gains (as
cited in Boonen et al., 2009).

Unfortunately, in many urban and/or low-incomeaaul, a large degree of
emphasis is placed on behavior. Teachers andastafirst faced with the challenge of

keeping students safe and orderly before acaderecgrioritized. Although the case
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study sites had set high behavioral goals, acaden@s were equally important. Schools,
especially those with behavior challenges, canalete priorities. Perhaps the emphasis
on academic expectations, rather than only behavymals, will lead more directly to
increased academic performance. Similarly, my stuaygests that schools might
consider assessing the climate of the workplace-teaehers expecting enough from
students and offering the appropriate supportsdiocess?

Continuous Learning

“Quality performance of the increasingly importandfessional role of the
teacher requires a continued learning and profeakgrowth of every individual”
(Vogrinc & Zuljan, 2009, p. 53). As discussed inapter IV, Cornerstone and Rose study
participants often mentioned the importance ofdbtinued learning that takes place
within their school environments. References weagl@to both internal and external
professional development opportunities providedheydistrict as well as commitments
teachers have personally made in returning to 4dboadvanced degrees and training.
Teachers repeatedly mentioned their reliance dfimeous learning to stay fresh and
innovative in the classroom. Darling-Hammond (1998jgests that high quality
professional development makes teachers feel mitart themselves as educators
(efficacy) and helps to meet the demands of highdsrd learning for students.

My study suggests that it is not simply any preiesal development opportunity,
however, that will have the desired effects on etiiénd teacher growth. It is crucial that
teachers engage in learning that is experientigljiry-based, collaborative, sustained
and intensive, and connected to other aspectdhobsamprovement and curriculum

(Darling-Hammond, 1998). Hearing faculty in Cortere and Rose discuss these types
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of opportunities and the role they play in thennstional lives of students and teachers
convinces me that each and every school oughwtotis area top priority. Too often
professional development is disengaging, unconddotechool improvement initiatives,
and fleeting. District leaders need to create camg@nsive plans that include the types of
learning listed above as well as how each pie@qbired knowledge can best be
utilized to maximize student achievement. In additiassessment pieces should be
established to determine to what extent the coatisdearning is showing positive gains.

This research induced another side of this themdiaps a less obvious form of
continued learning in the sizeable presence obpreice teachers in each school. These
included both student teachers completing an istepnas well as those earlier in their
school experience. Faculty members felt comfortabléng these novice educators
working alongside them. Teachers commented thahbgre-service teachers around
helped them to continue questioning their own teerpedagogies and encouraged them
to “keep up with the trends” in education. Thisiontis supported, in a more specific
field, by the research of Bell and Fidishun (20@88®)ch found that cooperating teachers
reported having been influenced by student teacklees it came to the use of and
competence in technology.

My study suggests that continuous learning cafostered when building
administrators can seek out cooperative agreemetitsarea teacher education
programs. In addition to the positives presentexvapit could serve as a step toward
opening up the field of teaching. Professionalaughaoot be faced with a solitary

existence behind a classroom door. Working withicevand pre-service teachers can
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serve as a bridge to preparation programs, motteatehers to reflect on their own
practice, and encourage continuous instructior@aitir and change.

Data Analysis

The use of student achievement data continuesiderat the forefront of
educational reform and school improvement initegivTeachers and administrators are
called upon to use appropriate data to inform urc$tonal practices and to improve daily
school operations. Cornerstone and Rose in thityssngaged in multiple forms of data
analysis. Henning (2006) described two common aggtres: analysis of data to
determine the effectiveness of some implementegrano or initiative and
disaggregation of data by sub-group to determinera/btrengths and weaknesses lie.

Further, there are arguably, both effective amdf@ttive uses of any set of
collected data (Popham, 2001). When using datatefédy, Popham suggests that
“teachers profit from identifying their own studentomparative strengths and
weaknesses” (p. 24). In addition, these resultseashared with parents as points of
information, used to determine which students nmemdremedial attention, and in the
distribution of districts’ financial resources.

In addition to the types of information data cald; Anderson, MacDonald, and
Sinnemann (2004) argue that schools must managerdatfashion that is
understandable, timely, and accurate. Based orstiinily, | agree with these thoughts and
could see their implementation during the coursmpftudy in the case sites. Schools
may consider a thorough investigation on data amglits uses, and how to best manage
the results. Many districts have gone so far asdate data warehouses and personnel

positions solely dedicated to the collection anchagement of data. Clearly, this issue
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goes beyond collecting or looking at a few testassoAn entire framework for
collection, analysis, and use needs to be createdhmols and districts in order to get the
most effective use of data sets.

Support Staff

Support personnel, for the purposes of this strefgrred to those certified
teachers that offer instruction or assistanceudesits and other teachers outside of a
general education classroom. In Cornerstone tleesdty members include special
education resource room teachers and reading $ipeciat Rose, in addition to special
education teachers and reading specialists, theralso math and behavior specialists.
Classroom teachers reported a close-working relstip with these support personnel
and indicated that student success was positivghacted by their work with students.

Klem and Connell (2004) ponder whether school®levarded enough urgency
to the idea of a personalized learning environmiatticularly in schools where finances
are especially tight, district decision-makers rnuk elsewhere when deciding on yearly
budget expenditures. Research suggests, howeaesttlients who feel personally
involved with teachers tend to show a more postitteude toward school and learning
and are more academically engaged. “In turn, hegkls of engagement are associated
with higher attendance and test scores...” (Klem &i@dl, 2004).

Specialists in Cornerstone and Rose provide ypis of support for students and
for teachers and parents as well. There are tihsspecialists will co-teach or co-plan
with classroom teachers and often, it is a spetitdat can provide specific academic

data to parents about their child.
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During hard economic times, it may prove difficidt district administrators and
school boards to continue the high expenditurdsrofg and retaining trained, support
professionals. Given the key roles they play, hawew the lives of students and
teachers, it is imperative that they remain asraéfdculty in school communities.

Discussion Synthesis

Citing the work of Marzano (2001), many of thelsemes are consistent with the
key variables Marzano emphasized as most essemgahool success. His variables:
time, pressure to achieve, parent involvement, dotionate, and cooperation are
directly reflective of the themes: collaborationpamunication, needs awareness, and
setting of expectations. It is evident that botkecstudy sites are engaging in practices
that are supported by years of validated reseagdrding best practices in education.

Although all of the themes presented in these sagles appeared to contribute
to the schools’ successes, | also sensed thatoédiclse fell under a greater umbrella.
The general sense of the schools was one aimbé gtéater good, regardless of other
factors. The ultimate goal was student succes®aadk action taken was always aimed
towards this objective.

One of the first areas this is evident is in tl@ssroom and concerns the theme of
alignment. Teachers focused heavily on this elerasat contributor to student
achievement. This alignment dictated that teacheescommon language in their
teaching, common behavior rubrics, common curriculnaterials and assessments, and
common unit planning. Immediately | was surprisgdbw this might discount teacher
autonomy. The teachers in these schools showetlimgwess to forego some individual

decision-making in order to conform to the plartsfesgh by the team of teachers and
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administrators. While it might seem teachers waakent this, the case study participants
expressed a greater sense of ownership over teesahs made as a team.

Another area that highlights this idea of the tgegood focuses on students’
personal well-being. Not only did the teachers’tseents express a care and concern of
students’ personal needs, but these were backadtion. For example, the school had
recently rearranged the entire school day scheahdkiding bussing, to ensure that every
student ate breakfast at school. Clearly this prteselogistical challenges and most
definitely scheduling adjustments. Both the scHaollty and the district, however, felt
that the greater good was to ensure students walrded and ready to start the day.

Similarly, teachers reported making accommodatregarding homework and
school projects. When parents expressed a difficaltompleting assignments or
projects at home with their children, the schoolfties put a framework in place. More
homework time was allotted at school, projects veerapleted in class, and take-home
materials were made available to students. Onde,agthough these accommodations
may make planning more difficult for teachers, theyained steadfast in the pursuit of
student success.

The focus on student success was also evidene alistrict level. The
employment of several teaching specialists spaaitset strong emphasis on
individualized student progress. Many districtdrigdoudgeting issues have eliminated
these “non-essential” positions. The staffs of Mothnerstone and Rose expressed a deep
commitment to collaborating with these specialastd furthermore, a need at having
these resources available. Although these fundsl ataviously be spent elsewhere, the

districts clearly thought this was what was bessfadent success.
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Finally, a sentiment expressed by one of the grais helps to illustrate the
common good argument made here. When | first didRese to recruit study volunteers,
the principal strongly encouraged teachers to @petie. The principal eloquently
reminded teachers that we, from the elementaryad¢bdiigher education to government
offices, are all a part of a greater educationatrmainity. It is our duty and obligation to
contribute to that community in the pursuit of betig education and student
experiences. This encouragement was followed ligealsle volunteer showing among
the staff. Teachers readily welcomed me into ctassss, volunteered for more than one
part of the study, and expressed excitement anaigemgent even when staying late after
school for focus groups. The principal suggesteadl tte work done through this study
had the potential to help a teacher or a studethigiuture, either at Rose or elsewhere.
This outlook, once again, points to the foundatbeach school: student success above
all else and in the face of obstacles or inconvergs.

Conclusion

Chapter | offered a detailed description of ttarfework of academic optimism
and its place in the current context of educati@eabuntability and school reform.
Moving forward, Chapter Il offered a literature i@w delineating the path of previous
research and thus supporting the need for furssarch in the field. The methodology
employed in this study was detailed in Chaptemitijle Chapter IV presented the
findings of the case study. The final chapter @fefurther theme-based information,
recommendations, and areas where further reseagtbenwarranted.

This study contributes to the body of educatiorakarch in several ways. First, it

clearly outlines the need for research in timesofeased school accountability and
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reform. The findings from this study offer a brdagd dynamic look into many of the
daily operations of two schools that are both loeeime and high-achieving, an atypical
occurrence. The eight key themes that emerged guted by physical evidence feature
the norms, practices, and strategies these schawésimplemented towards reaching
school improvement goals. Optimistically, thesecpcas carry positive implications for
other school communities as each continues witlchialenge and opportunity of

discovering and following avenues to increased skhieccess and student achievement.
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Directions: Please indicate your agreement witlh ed¢he statements, about yaehool,

from strongly disagree (1) to strongly agree (6)ulvanswers are confidential.

) n
a2 Z|zs|2S| 2|22
8o 183 | a3 Q | @ g
D = D - =
€ga| €€z |3=| ¢33
3<| 3(83|°3 <
Teachers in this school are able to get through 1 2 3 4 5 6
to the most difficult students.
Teachers here are confident that they will be| 1 2 3 4 5 6
able to motivate their students.
If a child doesn’t want to learn, teachers here| 1 2 3 4 5 6
give up.
Teachers here don't have the skills neededto 1 2 3 4 5 6
produce meaningful results.
Teachers in this school believe that every child 1 2 3 4 5 6
can learn.
These students come to school ready to learn. 2 34 5 6
Home life provides so many advantages that| 1 2 3 5 6
students are bound to learn.
Students here just aren’t motivated to learn. 2 3 4 5 6
Teachers in this school do not have the skills|to 1 2 3 5
deal with student disciplinary problems.
The opportunities in this community help ensurel 2 3 4 5 6
that these students will learn.
Learning is more difficult at this school because 1 2 3 4 5 6
students are worried about their safety.
Drug and alcohol abuse in the community make 1 2 3 4 5 6
learning difficult for students here.
Teachers in this school trust their students. 2 34 6
Teachers in this school trust the parents. 3 45 6
Students in this school care about each other. 23 6
Parents in this school are reliable in their 1 2 5 6
commitments.
Students in this school can be counted upon fo 1 2 3 4 5 6

do their work.
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Teachers can count upon parental support. 1 2 3 4 56
Teachers here believe that students are 1 2 3 4 5 6
competent learners.

Teachers think that most of the parentsdoa| 1 2 3 4 5 6
good job.

Teachers can believe what parents tell them. 1 2 34 5 6
Students here are secretive. | 2 3 a 5 6

Directions: Please indicate the degree to whicHdhewing statements characterize your
school from Rarely Occurs (1) to Very Often Ocoirs Your answers are confidential.

2 5
5| 3 Q >
-~ D —
o = @ Q
< =
o z
The school sets high standards for performance. 1 2 3
Students respect others who get good grades. 1 2 3 4
Students seek extra work so they can get good grgde 1 2 3
Academic achievement is recognized and 1 2 3
acknowledged by the school.
Students try hard to improve on previous work. 1 2 3 4
The learning environment is orderly. 1 2 3 4
The students in this school can achieve the ghats{ 1 2 3 4
have been set for them.
Teachers in this school believe that their students 1 2 3 4
have the ability to achieve academically.
(Hoy, 2005)

Please indicate the name of your school:
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l. Collective Efficacy (CE) of the School (itemsL2)

1. First, reverse scores on the following items: 38,8, 11, 12, that is, score 1=6,
2=5, 3=4, 4=3 5=2, 6=1.

2. Next, compute the average score for each individnahe first 12 items; that is,
for each person, sum all the scores on the firstel2s and divide by the number
of items for which you have responses.

3. Finally, sum the average individual scores fotedichers and divide by the
number of teachers in the school who respondesljghihe average collective
efficacy (CE) score for the school and will be betw 1 and 6.

Il. Faculty Trust (FT) in Parents and Teachers1gel3-22)

1. First, reverse scores on item 22, that is, 1=6, 3=8, 4=3 5=2, 6=1.

2. Next, compute the average score for each individnahe items 13 through 22;
that is, for each person, sum all the scores ogeth@ items and divide by the
number of items for which you have responses.

3. Finally, sum the average individual scores fotedichers and divide by the
number of teachers in the school who respondesljgtihe average Faculty Trust
in Parents and Teachers score (FT) score for thmosand will be between 1 and
6.

lll. Academic Emphasis (AE) of the School (items33

1. Score all the items with a score from 1 to 4.

2. Next, compute the average score for each individnahe items 23 through 30;
that is, for each person, sum all the scores osetBatems and divide by the
number of items for which you have responses.

3. Finally, sum the average individual scores fotedichers and divide by the
number of teachers in the school who respondesljgtihe average Faculty Trust
in Parents and Teachers score (AE) score for theos@nd will be between 1 and
4,

Compute Academic Optimism Score - Secondary Schools

1. 1. Create standardized (Std) scores for each coemp@s follows:
o Std for Collective Efficacy (Std CE) = (3.96-CEB.3
o Std for Faculty Trust (Std FT) = (3.65-FT)/.39
o Std for Academic Emphasis (Std AE) = (2.75-AE)/.26
2. 2. Then compute an Academic Optimism Score asvistio

Academic Optimism = [.99X(Std CE)] +[.92X(Std FR].75X(Std AE)]
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Focus Group Protocol (Three 45-minute sessions):
Academic Optimism in the Elementary School

Date: Session (/3):
Facilitator: No. of participants:
Site: Topic:

The meeting site will be set-up by facilitator @as$t ten minutes prior to the arrival
time set for participants (via invitation). Faalior will greet each subject as they
enter and direct participants to refreshments aatirgy.

Stage Scripts

Stage 1: Greeting, introductions, norms (3 minutes)
* Welcome everyone and express appreciation forgdtese
* Introduce facilitator and background on project
* Allow participants to introduce themselves (nangsiton)
» Detail norms of group work [i.e. respect others van® speaking by listening,
use informal mode of speech, call out thoughts sp@ously (no need for
hands)]

Stage 2: Confidentiality and recordings (2 minutes)
* Review definition of confidentiality and explain\wugarticipants will be referred
to in work (i.e. participant 1, participant 2, étc.
* Indicate that the focus group will be recordedh@itaudio or video recording)
and why — purpose for study

Stage 3: Individual thinking (5 minutes)

» Ask participants to write down (paper and pens ey on tables) things they
think of when considering academic emphasis (dectVe efficacy or teacher
trust) when it comes to their particular school

» Facilitator can offer areas to think about: envinemt, in the classroom, in the
common areas, at home, instruction, leadership, etc

* Request that participants be as specific or breatiey deem fit (no answer is too
big or too small)

Stage 4: Small table meshing (7 minutes)
» Ask participants (working in two small groups) tntbine their individual ideas
with table mates
* Instruct subjects to combine ideas that are sipglaminate repeats, add details as
arise, and create a single list of ideas that sgmis their group
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Stage 5: Whole group (8 minutes)

Taking turns between groups, ask groups to reatheutlist of ideas

Facilitator will record ideas on large chart paper

Repeated ideas (those exact) will be eliminateshesmleas may be added to or
edited with ideas from other group

Stage 6: Prioritizing (4 minutes)

Ask participants to take two minutes to think thgbuhis: “In thinking about all
of your ideas regarding (academic enmlasdlective efficacy, or
teacher trust) and your school, which three idéasdsout the most. That is,
which three elements do you think most effect theryday operation of
(academic emphasis, collectiveaefficor teacher trust of
students and parents)?”

Ask participants to indicate which they have ptiead as most critical

Stage 7: Discussion (13 minutes)

Elicit responses as to why these particular ideassto have been prioritized
over others

Elicit responses as to more particularly detail tbase highly prioritized ideas
play out in the daily operations of the school. (iMaat does this ‘look like’ here?)

Stage 8: Feed-back, thank you, and farewell (3 tagju

Ask participants if they have anything to shareardmg their experience at the
focus group that day

Thank participants for coming, repeat assurana®ofidentiality

Bid farewell

Facilitator will collect all materials and returoam to original condition

Interview Protocol (at least 3)

Invitations will be given to subjects who volunteey via interest form.

Introduce self to interviewee (if necessary) anskcdbe the reason for the

interview

» Explain confidentiality and recording devices (tapeorder, notebook)

* Begin with questions and prompt as needed

* Possible prompts: Can you give me details of thim® does that work?
How do you feel about that? How might that changé® is involved in
that? How did that come to be? What does that lideR How do people
respond to that?

* Reminders for facilitator: take notes unobtrusiyeljow participant to

respond to prompt and to elaborate, reserve anglhndigments, be mindful

of body language, phrase questions/prompts in agvaluative manner
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Interview questions:

1.
2.

o0k w

~

Can you describe your role here in this school?

What are the primary responsibilities of teachersfaistrators/parents/students
in this school?

How do you feel about others in this building (e=sionally)?

How do others feel here?

How do you feel about your abilities in this posit?

What are some tools, if any, used in this schoat thight be pertinent to the
environment/climate?

What would people in the community (not parentachers, or students) say
about your school?

Observation Protocol

Observations will take place at school for asteéaventy hours. Effort will be

made to ensure that observations take place ddiffegent days of week and
different times of day. Spaces that will be obsdmelude classrooms, school
offices, common areas, lunch rooms, lounges, atultfameetings. The researcher
will:

Take detailed notes about what is happening, wdrabe seen, what is being said
(table below will be used for each observationirsg}t

Be as unobtrusive as possible

Will reserve all outward signs of judgment

Will be mindful of presence and body language

Will inform those concerned of presence (i.e. idtroe self to secretary and
explain presence in office)

Will obtain permission from teachers for classrooloservations

Date: Time (of day):

Duration: Others present:

Site (school): Location:

Document Review Protocol

Date: Title of document:

Site (school): Obtained from:




Documents will be obtained in the following manner:

* Requested from teachers
* Requested from administrators
* Found on school web sites

Types of possible documents:
» Classroom newsletters
* Faculty/staff newsletters
* School improvement plans
» School mission statement

Questions to consider regarding documents:
* Why was this document created?
* Who is the intended audience?
* Who created the document?
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* Do parts of the document relate to the three elésndracademic optimism? If

so, which ones?
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Dear Superintendent:

My name is Jill Van Hof and | am a doctoral cantkdat \Western Michigan University.
As part of my dissertation research, | have progasestudy elementary schools that are
classified as both low-income and high-achievingnXmber) of the schools in your
district has met this criteria: X. This type of aslement is something to be celebrated
and shared with the wider educational community.

| am asking your permission to contact the prinicgtahis school with the possibility of
including the school in either one or two phasesigfresearch study. The first phase
consists of a short survey that would be giveratulty. The second phase is an on-site
case study. Of course, it would be at the printggiibcretion as to whether they would
like to participate.

If you would kindly grant me the approval to conttus principal, please read below and
sign and date where indicated. You may also comb&ctvith any questions at 517-664-
XXXX.

Thank you for your time and consideration in thistter.

Educationally yours,

Jill B. Van Hof

By typing my full name below, | give permissiondidl Van Hof, doctoral candidate, at
Western Michigan University, to contact the builglsxdministrators at schools in the
district at which | am a central office administnatl understand that Mrs. Van Hof will
outline the entire research process in detail égotincipals and possibly teachers. | also
understand that principals’ and teachers’ partiaypain any part of Mrs. Van Hof’s
research is completely voluntary.

Name Date
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Dear Principal,

My name is Jill Van Hof and | am a doctoral cantkdat \Western Michigan University.
As part of my dissertation research, | have progasestudy elementary schools that are
classified as both low-income and high-achievinguiyschool has met these criteria.
This type of achievement is something to be cetedrand shared with the wider
educational community.

| am asking your permission to include the schogihase one of my research study. The
first phase consists of a short survey that woeldilben to faculty. Details of the second
phase would be provided upon necessity.

If you agree to participate please forward the eahform below and the survey link to
your certified faculty. You may also contact mehaany questions at 517-664-xxxX.

Thank you for your time and consideration in thistter.
Educationally yours,

Jill B. Van Hof
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Participant Interest Form

Name: | E-mail: Phone:

Please check each box to show interest in participag
in that portion of the research project.

Research portion: Check if interested:

Focus Group 1 (Date TBD)

Focus Group 2 (Date TBD)

Focus Group 3 (Date TBD)

Interview

Classroom Observation
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Human Subjects Institutional Review Board

Date: August 20, 2010

To:  Sue Poppink, Principal Investigator
Jill Van Hof, Student Investigator for digsertation

N
From: Amy Naugle, Ph.D., c@ml; ,\W/\
Re:  HSIRB Project Number: 10-07-22

This letter will serve as confirmation that your research project titled “The Establishment
and Maintenance of Academic Optimism in Elementary School: Qualitative Case
Studies” has been approved under the expedited category of review by the Human
Subjects Institutional Review Board. The conditions and duration of this approval are
specified in the Policies of Western Michigan University. You may now begin to
implement the research as described in the application.

Please note that you may only conduct this research exactly in the form it was approved.
You must seek specific board approval for any changes in this project. You must also
seek reapproval if the project extends beyond the termination date noted below. In
addition if there are any unanticipated adverse reactions or unanticipated events
associated with the conduct of this research, you should immediately suspend the project
and contact the Chair of the HSIRB for consultation.

The Board wishes you success in the pursuit of your research goals.

Approval Termination: August 20, 2011

Walwood Hall, Kalamazoo, MI 49008-5456
PHONE: (269) 387-8293 FAX: (269) 387-8276
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