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Abstract

The pultic education system in the United States is under increasing pressure to
provide an equitable, effective, and relevant education for all students. In the United
States, nearly one of every three students who begin high school does not graduate from
high school, resulting in an earning gap of approximately $10,000 annually between
students who graduate from high school and those who drop out of high school (Alliance
for Excellent Education, 2009). The potential of millions of students, as well as society
at large, is threatened by the fact that more than 50% of minority students drop out of
high school before they graduate, limiting their access to opportunity for the rest of their
lives (Orfield, 2009).

The purpose of this study is to examine the refethip between student
engagement (behavioral, cognitive, and emotional) and the standardized test scores of
eighth grade students in three Wakta middle schools. A quantitative survey was used to

access 8th grader s6 per veegndemotional@rfgagentest.i r

be

The engagement data was correlated to standardized test scores and demographic data for

each student. Further analysis revealed increased engagement has a direct correlation to
increased academic achievement. An acaderhiewa@ment gap between minority

students and white students exists in nearly every school district in the United States, and
the Wakta school district is not immune to this educational and social reality. If our
citizenry does not have the critical thinkjmyoblem solving, or communication skills to
compete in the globalized economy, jobs that would have been available to Americans

will be outsourced to people who do have the requisite skills (Wagner, 2008).
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Chapter One
If a nation expects to be ignorant and free, in a state of civilization, it expects
what never was and newvwill be.
Thomas Jefferson to Charles Yancey, 1816
Youngsters entering a new school and neighborhood are confronted with multiple
transition challenges. The challenges are compounded when the transition also
involves recent arrival to a new country andture. In the short run, failure to
cope effectively with these challenges can result in major learning and behavior
problems; in the long run, the psychological and social impacts may be
devastating.
Cardenas, Taylor, Adelman, 1993
Problem Statement
The public education system in the United States is in peril, and by
extension, so is the future of American society. As Thomas Jefferson indicates in
the quote above, our freedoms are limited by ignorance. Our civilization is
threatened by the fact thawore than 50% of minority students drop out of high
school before they graduate, limiting their access to opportunity for the rest of
their lives (Orfield, 2009). The resegregation of schools in the U.S., particularly
racial resegregation, is a nationabsrge. InShame of the Natiokarvard
researchers Gary Orfield and Susan Eaton are cited for their adamant support of
integrated schools: AAmerican public schoo
continuous resegregation. The desegregation of skaclents, which increased

continuously form the 19506s to the | ate 1

seen in three decadeso (Kozol, 2005, p. 19



ADesegregation did not fail. I n spite of a
enfforcement ét he desegregation era was peri
graduates increased sharply and the racial test score gaps narrowed substantially
unt il they began to widen again in the 199
segregation of stud&nin U.S. schools has increased, especially in the urban
cores of the largest cities, the academic achievement gap has widened between
white students and minority students.
An academic achievement gap between minority students (primarily black
and Hispait students) and white students exists in nearly every school district in
the United States, and the Wakta school district is not immune to this educational
and social reality. In the 20411 school year at Wakta MS #2, 83% of whife 8
grade students werproficient on the mathematics MdRAtest, while only 42%
of black 8" grade students were proficient. The reading MC#est results were
similar: 91% of white 8 grade students demonstrated proficiency, compared to
only 52% of black 8 grade meetig proficiency requirements. The MGA
science results were more dismal, as 66% of witgr&de students and only
17% of black 8 graders attained proficiency. The stark gap between minority and
white student scores o0n chiedvaememWg@aAavidenti n Wakt a

in school districts across the nation. A black student of graduation age is four
years behind the average white student in terms of academic achievement
(Thernstrom & Thernstrom, 2003). This achievement gap is a national issue that

has global implications. If our citizenry does not have the critical thinking,



problem solving, or communication skills to compete in the globalized economy,
jobs that would have been available to Americans will simply be outsourced to
people who do haviae capacity and requisite skills (Wagner, 2008).

One cohort of students relatively new to Wakta schools is composed of the
students that enroll vihe Choice is Your@ ClY) program. The Choice is
YoursProgram emanated from thNAACP v. State of Minseta(2001) case, and
it represented a voluntary desegregation effort between Minneapolis and eight
western suburban districts. The 2009 mydtar program evaluation of TCIY was
conducted by Aspen Associates, and both quantitative and qualitative data wa
collected for the Minnesota Department of Education. Results were not
disaggregated by individual school, preventing an opportunity to compare and
contrast the experience of TCIY students in each school.

Purpose of the Study

The overarching purpose d¢fi$ research is to enhance the educational
situation of students by informing educational leaders of student perceptions
regarding their eighth grade experience. The specific purpose of this research is to
investigate the relationship between the acadachieevement (as measured by
standardized test scores) and student engagement (behavioral, cognitive, and
emotional)A postpositivist researcher fAéassumes
testing oneo (Agar, 1988, p 1lfisceralyThough ad
aware of an academic achievement gap between black and Hispanic students and

white and Asian students in Wakta, there is not a consensus on the reasons the gap



persists. The intent of this study is to determine if engagement does indeed have
an impact of narrowing the academic achievement gap between black and white
students. Researchers who employ a postpositivist approach view themselves as
Apeopl e who amongbther peopiedearairgithdhem, rather
than conducting researmt hemo ( Wol cot t , 1990, p 19).
will be critical in the effort to convince school administrators and eighth grade
teachers that the traadf of the loss of teaching time for the online student
survey will ultimately benefit all Waktstakeholders.
Postpositivist research is often exploratory, and explanations for
probl ems fisomet i me dHammerskey, 2000, 4B66).di scover edo
Students who participate in this study will have an opportunity to include their
comments regarding threasons they feel they are engaged (or not engaged) in
theireducaton Thi s research will be fipostpositiyv
begin with a theory and data will be collected that itther support or disprove
the theoryo ( SIbr.Reoee 8hroccd Gofdacted the e®aBt)same
study in Bloomfield, MN in 2008. Dr . Sbroc
significant correlation between increased engagement and increased academic
achievement for black students (Sbrocco, 2009).
A postpaitivism orientation lends itself to a variety of specific types of
methodology, including both qualitative and quantitative, as long as the purpose is
to look for regular and predictable associations among subjective variables (in this

case, attitudes regding the 8 grade experience) and achievement. The benefits



of a quantitative study were adroitly outlined by Ryan et al, in 2006. According
to Ryan et al, quantitative studies:

provide a broad familiarity with cases;

examine patterns across manyasas

show that a problem is numerically significant;

provide readily available and unambiguous information.

= =4 =4 -4

This study will becrosssectional as students will be assessed at a single
point in time (Sbrocco, 2009)Additionally, this study will be cortational.
Researchers utilize correlational studies to address the relationship of one variable
when another variable changes (Thomas, 2003). One advantage of using a
correlational study is the use of statistical techniques for calculating the degree of
arelationship between two variables. The major limitation of a correlational study
is the input data. If a researcher collects faulty data, the correlation is

compromised (Thomas, 2003).

Research Questions
The study has five specific research questid’ he questions and related
sub questions are as follows:
1. What is student engagement?
a. What forms of student engagement emerge?
b. What are the relationships among the types of student
engagement?
c. How does student engagement emerge by school, by

demographic indicators, and overall?



2. What is the relationship between student engagement and student

academic achievement?

a. What is the relationship between student engagement and
performance on the Reading and Mathematics portions of the
MCA 11I?

b. What is the relationship between student engagement and
performance on the MAP Mathematics and Reading
assessments?

3. What is the relationship betwedh@r ade st udentso6 engageme
academic achievement?
a. What is the relationshietween student engagement and MCA

Mathematics and Reading?

b. What is the relationship between student engagement
and MAP Mathematics and Reading?
4 . What i s the rel agageroentshi p bet ween st

developmentally appropriate schooling, and teacher support?

a. What is the relationship between student engagement and teacher
support?

b. What is the relationship between student engagement and
developmentally appropriate scha?

c. What were the differences betwedhr a d e sexperidreen t s 0

6



of both teacher support and developmentally appropriate
schooling?
5. To what degree can student engagement decrease or increase the
effects of ethnicity on student acaderaahievement?

Context for the study

The significance of this proposed study is to examine the relationship of
student engagement and academic achievement. This study will include all
Wakta eighth grade students, thus\tfiekta School Districtvill be a beneficiary
of the results of the student responses and accompanying analysis. Dr. Renee
Sbrocco utilized this survey and research design in her 2008 study and published
her findings in 2009. Once this study is compl#dtere will be data and analysis
regarding the relationship of student engagement and academic achievement for
both Bloomfield and Wakta, two similar suburban school districts. Each district
has three middle schools, and each district has approximaté§0l€tudents.

Achievement Differences Between Groups of Students

The Wakta Public School District is not immune to the presence of
academic achievement gaps among groups of students. In fact, an achievement
gap between black and Hispanic students andtete and Asian peers exists in
reading, mathematics, and science tests at every grade level in Wakta. The
vagaries of an achievement gap between groups of students have local, national
and global implications, yet there remains a relative lack oarelsdocusing on

student perceptions regarding their educational experience.



The results of disengaged students are harrowing. In the U.S., nearly one of every
three students entering high school will not graduate (Alliance for Excellent
Education, 2012)According to the Alliance for Excellent Education, Hispanic
(56%) and black (54%) student graduation rates are significantly lower than their
white (77%) and Asian (81%) peers. This achievement gap leads directly to an
earning gap of approximately $10Mbetween students who graduate from high
school and those who drop out of high school (Alliance for Excellent Education,
2009). The personal, social, and economic costs of disengagement are
guantifiable. According to Bridgeland et al, (2006):

1 High schobdropouts live a decade less than graduates and are

disproportionatehaffected by heart disease, diabetes, and obesity.

1 A one percent reduction in dropout rates would reduce the number of

crimes by 100,000 annually. Increasing graduation rates by 10%
would correlate with a 20% reduction in murder and assault rates.

1 The lower wages of dropouts mean $36 billion dollars in state and

local funding is lost each year.

1 The children of dropouts are more likely to drop out and to live in

poverty.

1 The average highchool dropout makes 27% less income per year than

the average high school graduate. Over a lifetime, this adds up to over
a quartemillion dollars in reduced personal capital.

Given the negative outcomes related to student disengagement, there have
been innumerable attempts to stanch the exodus of students from U.S. secondary
schools. One structural attempt to enhance the experience of students is the
implementation the middle school model. Students are placed in teams with a
common group of teachengho are able to discuss the emotional, social, and

academic progress (or regress) of each student (Turning Points, 2000). Middle

Schools are often arranged by some combination of students in gradad/akta

8



completed a middle school salfudy in 200809, andTurning Points2000served

as one of the guiding documents in this effort. Wakta has utilized a middle school
model since the 19998 school year. Individual differences in scheduling, course
offerings, etc., have emerged among the middle scha@ating divergent

learning opportunities for students. The main goal of the 2009 middle scheol self
study was to create a common experience for all Wakta middle school students,
regardless of the school they attended. Advisory classes were insittited
beginning of the school day (between 8&80) in each middle school as a result

of the work of this committee, with the intent to ensure an adult advocate for each
student in middle school (Turning Points, 2000).

The public education system in tbaited States is the bedrock of our
society, serving as a beacon of hope for citizens to pursue the American Dream.
The future of U.S. civilization is threatened by the fact that more than 50% of
minority students drop out of high school before they gatgldimiting their
access to opportunity for the rest of their lives (Orfield, 2009). The resegregation
of schools is a national scourge. Shame of the Natioilarvard researchers
Gary Orfield and Susan Eaton are cited for their adamant supporegifated
schools: AAmerican public schools are now
continuous resegregation. The desegregation of black students, which increased
continuously form the 19506s to the | ate 1
seeninthreedecads 0 ( Kozol , 2005, p. 19).

Academic achievement gaps between groups of students exist in nearly



every school district in the United States, and the Wakta school district is not
immune to this educational and social reality. In the 2D1L8chool year,
yawnng gaps in achievement between groups of students were evident in the
MCA Il Reading results. Of thé"8yrade students, 92.2% of Asian students,
90.6% of white students, 71.4% of Hispanic students, and 48.6% of black students
were proficient in readinghe 8" grade mathematics MGAI test results were
similar: 82.1% of Asian students, 72.2% of white students, 38.1% of Hispanic,
and 26.1% of black students demonstrated proficiency. The stark gap in academic
achievement between black and Hispanic sttedand white and Asian students
in Wakta mirrors the achievement gap evident in the overwhelming majority of
school districts across the nation. This achievement gap is a national issue that has
global implications.

One cohort of students relatively némWWakta schools enroll vighe
Choice is Your¢TCIY) program. The Choice is YouBrogram emanated from
theNAACP v. State of Minnesot2001) case, and it represented a voluntary
desegregation effort between Minneapolis and eight western suburbastsdistr
The 2009 multiyear program evaluation of TCIY was conducted by Aspen
Associates, and both quantitative and qualitative data was collected for the
Minnesota Department of Education. Unfortunately, the results were not
disaggregated by individual lsgols.

Student Engagement
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Multiple researchers (e.g., Adelman & Taylor, 2010; Fredricks, Paris, &
Blumenfeld, 2004) have professed the positive educational outcomes associated
with students that are engaged in their education. Fredricks, Paris & Blltinenfe
(2004) summarized the connection between student engagement and academic
achievement:

Engagement is associated with positive academic outcomes, including

achievement and persistence in school; and it is higher in classrooms with

supportive teachers apeers, challenging and authentic tasks,

opportunities for choice, and sufficient structure (p. 4)

Fredricks, Blumenfeld, & Paris (2004) have identified and explained three
types of student engagement that have emerged in school research literature:

1) Behavioral engagement draws on the idea of participation; it includes

involvement in academic and social or extracurricular activities and is

considered crucial for achieving positive academic outcomes and
preventing dropping out.

2) Emotional engagemeahcompasses positive and negative reactions to

teachers, classmates, academics, and school and is presumed to create ties

to an institution and influences willingness to do the work.

3) Cognitive engagement draws on the idea of investment; it incorporates

thoughtfulness and willingness to exert the effort necessary to comprehend

complex ideas and master difficult skills. (p. 3).

Unfortunately, disengaged students are prevalent in schools both in the
United States and abroad. The existence of disaffeatddrss is a global
problem and can occur at fluctuating levels in schools around the world

(Williams, 2003). Citing a devastating report issued by The National Research

Counci l and Institute of Medicine (2004),
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of Ameiican students are not fully engaged intellectually in the teaching and
|l earning enterpriseo (Sbrocco, 2009, p. 9)

A low level of academic engagement has negative effects, one of which is
low academic achievement. Dropping out of school is the ultimate dd
di sengagement (Finn, 1993), Dr. Sbrocco no
attitude about school, and greater number of discipline referrals often portend
students at risk of prematurely leaving school (Sbrocco, 2009, Mirg)rity
students demonstethe highest levels of disengagement among U.S. students
(Voelkl, 1997). Adelman & Taylor (2010) outlined the deleterious effects of
disengagement in their research:

Conversely, for many students, disengagement is associated with behavior

problems, anddhavior and learning problems may eventually lead to

dropout. From a psychological perspective, disengagement from
classroom learning is associated with threats to feelings of competence,
seltdetermination, and/or relatedness to value others. The demmayds

be from school staff, peers, instructional content and processes.

Psychological disengagement can be expected to result in internalized

behavior (e.g., boredom, emotional distress) and/or externalized behavior

(misbehavior, dropping out) (p. 3).

As aresult of the increased number of disengaged students, student
engagement (behavioral, cognitive, and emotional) has emerged as a crucial
aspect of education reform efforts intended to stanch the negative effects of
students who are not identifying witheih school. Though not a panacea, student

engagement Ai s seen as a possible antidote

motivation and achievemento (Sbrocco, 2009
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Student engagement may be connected to student achievement, and, as a
result, may serve create an equitable environment that could close the academic
achievement gap between black and Hispanic students and their Asian and white
peer s. | f students are motivated (intrins
conscious and purposefuln 't he | earning processo (Nation
Institute of Medicine, 2003, p. 23). Dr. Sbrocco (2009) cited the work of Finn
(1993), Mar ks (2000) , and Ogbu (2003) as s
school 6s cl i mat e, tbeliéfsdahpesitieelyimpactnat i on of r
studentdés academic engagemento (p. 10). St
results from an interaction between the student and the school setting (Connell,
1990; Finn & Rock, 1997; Fredricks, Blumenfeld, and Paris, 2004).

Definition of Key Terms

Academic Achievement Gap

The academic achievement gap in the United States is defined as the lower
average test scores, grades and college attendance rates among black and Latino
students compared to their white, Adispanicpeers (Solomon, 2009 he
persistent achievement gap between black and white stigihewts up in grades,
standardizedest scores, course selection, dropout rates, and calggpletion
rates (EPE, 2004)My r on Or fi el dbés ( 2O0tudentstencete ear ch f o
receive lower grades in school (Demo & Parker, 1987), score lower on

standardized tests of intellectual ability (Steele & Aronson, 1995), drop out at
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higher rates (Steele, 1992), and graduate from college with substantially lower
grades tha white students (Nettles, 1988).
Behavioral Engagement
Behavioral engagement includes both academic and nonacademic school
behavior, and research indicates that it has a significant impact on academic
achievement. Dr. Sbrocco (2009) posited that behalveargagement can be seen
as positive student conduct, such as following the rules in the classroom and
demonstrating behaviors that do not disrupt the learning environment (Finn, 1993;
Finn, Pannozzo, & Voelkl, 1995; Finn & Rock, 1997). Another indicator
behavior al engagement i s a studentds invol
classroom. Behavioral engagement may be observed in the effort students
display, the amount and depth of questions asked, as well as their concentration
on various learning aweities (Finn et al., 1995).
Cognitive Engagement
Cognitive engagement is dependent on the commitment a student invests
in the learning process (Fredericks, Blumenfeld, & Paris, 2004). Students who
demonstrate a commitment to learning attain higher grags$est scores and are
less likely to be disruptive, truant, or drop out (Klem & Connell, 2004). Dr.
Sbrocco (2009) cited Newmann, Secada, and
engagement in academic work as fAstudentos
effort directed toward learning, understanding, mastering the knowledge, skills, or

crafts that the academic work is intended
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Emotional Engagement

Emotional engagement encompasses student actions and feelings of their
classroom experience attteir school (Sbrocco, 2009). School identification is an
integral characteristic of emotional engagement (Finn, 1989; Voelkl, 1997).
Boredom, sadness, and anxiety are a few of the indicators of emotional
disengagement (Connell & Wellborn, 1991, SkinndB&mont, 1993), while
feelings related to school safety and connectedness with peers and staff
demonstrates emotional engagement. Lee and Smith (1995) have measured
emotional engagement by recording student reactions to school and their teachers
(Stipek,2002). One limitation of measuring emotional engagement is the
difficulty to focus on one of a wide array of academic factors that impact the
educational experience (Fredericks, Blumenfeld, & Paris 2004).

Developmentally Appropriate School Model (DASM)

The seminallurning Points 2000utlines a Developmentally Appropriate
School Model (DASM) for 1.4 yearolds as well as provides recommendations
for increasing student engagement and academic achievement (Jackson & Dauvis,
2000). Dr. Sbrocco (2009) outlindlae definition for the developmentally
appropriate school model in her research:

Students who are emotionally and mentally disengaged from school most

often are bored, distracted, mentally troubled, or do not see the value of

schooling (National Resear€ouncil and Institute of Medicine,

[NRCIM], 2003). The ultimate form of disengagement is dropping out of

school. Younger students are most often compliant enough to attend

school because they do not have the means to avoid it. DASM is a list of
recommendi@ons that are designed to provide a comprehensive approach
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to educating young adolescengzarticularly students in grades sight.
The model is made up of the following components:

1) Curriculum grounded in rigorous, public academic standards;
2) Instructonal methods designed to prepare all students to achieve
higher standards and become lifelong learners;
3) Teachers who are expert at teaching young adolescents;
4) Organized relationships for learning to create a climate of intellectual
development and a cagrcommunity of shared educational purpose;
5) Govern democratically;
6) Provide a safe and healthy school environment as part of improving
academic performance and developing caring and ethical citizens;
7) Involve parents and communities in supporting studemntileg and
healthy development (Jackson & Davis, 2000). (Sbrocco, 2009, p. 16).
Teacher Support
Teacher support is defined by a teacher
curriculum and instruction in addition to cultivating a classroom environment in
which stidents interact appropriately with their teacher and with each other.
According to the Programme for International Student Assessment (PISA) index
(2003), teacher support is manifested when
student 60s ehcheagivesi students ah dpportunity to express opinions;
the teacher helps students with their work; the teacher continues teaching until the
students understand; the teacher does a lot to help students; and the teacher helps
students wi t(@BECDReB,p.1). earni ngo
School Culture
School culture is defined by Stephanie Stolp (1994) as:
The obvious elements of schedules, curriculum, demographics, and
policies, as well as the social interactions that occur within those structures
and give aschootis | ook and feel as Afriendly, o

Ai nclusive, 0 etc. (p. 1) .
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School culture has emerged in educational research as an important topic
of future research and is considered a significant variable in educational reform
efforts.
Delimitation and Limitations of the Study
Del i mitati ons howa sudygwllfbée nareoded & scoge,é
that is, how it is boundedo {@adgrares, 2007
from three Wakta middle schools. Consequently, it will be difficutieneralize
the results of this sample of Wakt8 gade students td"&rade students in other
districts in the U.S. This study was limited to WaKfsg8ade students in order to
replicate the Sbrocco 2009 study (i.e., orfygBaders included irhe study).
The Iimitations of the study are those
methodology that set parameters on the application or interpretation of the results
of the study; that is, the constraints on generalizability and utility of findings that
are the result of the devices of design or method that establish internal and
external validimyda(Clbaskal 2006) denti fy po
t he studyo (nkhisptady, the samping fhamg consisted of all 8th
grade studets and the sample would be one of convenience (Sbrocco, 2009). One
limitation of this study emerged as only eighth grade students in Wakta Public
Schools were surveye@overage error occurred as there were student absences
on the day the survey was take@ther coverage errors occurred when a parent or
student opted not to participate in this voluntary survey. Measurement error was
reduced as three groups dtgrade students piloted the survey in January, 2011.
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These ¥ grade students provided feexdt regarding vocabulary, process, ease of
use, and structure of the survey. Nesponse error was mitigated as tfegBade
students completed the survey in a computer lab during the school day under the
supervision of their geography teacher. EactHesttihad access to a computer,
and they had enough time to complete the survey in their geography class.
Students were required to answer each question on the survey, eliminating non
response error for the students who took the survey.

The sample size caisted of the entire Waktd'@rade student population
(786 students). A response rate of 88% (692/786) was achieved for this study.
However, 42 students were not included in the final analysis as they had
incomplete test data (e.g., missing MCA test(sssing MAP test(s), or a
combination of missing MCA or MAP test(s). The final number of participants (N
= 650) represents 83% of the Waktagaders. Mobility emerged as a limitation
as the 42 students not included in the final analysis were nevaktaWublic
Schools in the 2062010 or 2012011 school years (and thus their test data was
unavailable). The dearth of Native Americans and the comparatively lower
number of Hispanic and Black participants prevent this study from
generalizability as thparticular demographics of WaktX graders do not mirror
the majority of & grade levels in other U.S. school districts. Table 1.1 includes a
breakdown of inclusion rates by ethnicity. The final inclusion rate for all students

was 83% (650/786).
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Table1.18" Grade Student Inclusion Rate, Spring 2011.

Ethnicity Declined Did Took  Took Total Inclusion
totake not Survey survey Students Rate %
survey take Data and

survey Gaps included

in

analysis
Asian 5 4 3 68 80 85%
Hispanic 2 3 1 16 22 73%
Black 2 17 16 39 74 53%
White 15 47 22 527 610 86%

Overall 24 71 42 650 786 83%



Chapter Two

fiLearning and succeeding in school requires active engagement. ... The core
principles that underlie engagement are applicable to all scidoelsether they
are in urban, sburban, or rural communities. ... Engaging adolescents, including
those who have become disengaged and alienated from school, is not an easy
task. Academic motivation decreases steadily from the early grades of elementary
school into high school. Furtheore, adolescents are too old and too

i ndependent to follow teacherso demands
young, inexperienced, or uninformed to fully appreciate the value of succeeding
in school . 0
Nati onal Academy of Sci)enceds Res

Review of Literature

This chapter reviews current literature pertaining to the evolution of the
U.S. school system, achievement gaps between cohorts of students, and the
initiatives intended to ameliorate educational inequities. The academic
achievemengap has increased the stratification of access to opportunity in our
nation by both race and income level with negative effects (Orfield, 2009). An
analysis of the research of bothschool factors and societal factors of student
achievement is included this chapter as well. This review also examines the
Choice is Your®rogram, a Minneapolis Voluntary Desegregation Plan created in
2000 after the settlement of the lawsuit brought by the National Association for
the Advancement of Colored People (NAAGRJsus the State of Minnesota.

The Academic Achievement Gap

The academic achievement gap in the United States is defined as the lower
average test scores, grades and college attendance rates among black and Latino
students compared to their white, Adrspanic peers (Solomon, 2009). Myron
Orfield (2011) summarized several researchers; Black students tend to receive
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lower grades in school (Demo & Parker, 1987), score lower on standardized tests
of intellectual ability (Steele & Aronson, 1995), drop ouhigher rates (Steele,

1992), and graduate from college with substantially lower grades than white

=)}

students (Nettles, 1988Y he expanding achievement gap,
growing scale of African American chil dren
(Haycock, 2001, p 7).The academic achievement gap in the United States
between black and white students has fluctuated in the year8Bsowe v.
Board of Education Recent trends indicate the achievement gap is widening,
thereby erasing significant gainsade by black students in mathematics and
reading during the 197006s and 19800s. By t
students will make up approximately 50% of students in U.S. schools (Haycock,
2001). The increase of achievement gaps among groups oftstdidkeatens U.S.
prosperity when one considers the catastrophic impact on society when half of
minority students are not proficient on standardized tests (Orfield, 2006).
Furthermore, nearly 50% of all black and Hispanic students drop out before they
graduate high school (Orfield, 2009).
The effects of a pervasive achievement
society, and future are harrowing. Tony Wagner outlined the problem in his
Global AchievementGagp2008) : fiOver the next 25 years
the projected job growth will be concentrated in occupations associated with
higher education and skill levels. This means that tens of millions more of our

students and adults will be less able to qualify for highery i ng j obso (p. XX

21



Students whdag in achievement or drop out of school are at a competitive
disadvantage in the globalized economy of the present and future (Wagner, 2008).

The achievement gap is evident at every level (elementary, middle, high)
of the K-12 educational spectrum. Blkahigh school seniors score lower on
standardized tests than white eighth graders in mathematics, reading, U.S. history,
and Geography (Thernstrom and Thernstr om,
achievement gap for theéew York Time&2009) showed a@®point difference in
reading and a 2point difference in mathematics between black and white
students. The massive difference of score
learning (Dillon, 2009). A typical black or Hispanic-§&arold is likely toscore
below 80% of white 1§earold students on the most reliable tests (Thernstrom
and Thernstrom, 2004).

Policies Contributing to the Academic Achievement Gap

The next paragraphs provide an overview of the role of local government,
federal governmengnd the Supreme Court decisions that directly impacted
educational and social policies.

Dred Scott Decision

In 1857, the United States was on the precipice of Civil War. One issue
that could not be ignored any longer was the insufferable existencac&sthleld
in lifetime servitude in the south. This was juxtaposed with the reality of blacks
living freely in the northern states. Though the Declaration of Independence states

that dnall me n aDresl Saott ve Sahdéomdiecisgon avarturedd t h e
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that noble sentiment, at least as it pertained to black people (Waks, 2005). The
ScottDeci si on stipulated that dall meno in th
not possibly have included black men, and
Americans, fre or slave, could claim any rights and privileges guaranteed to
citizens by the Constitutiono (Waks, 2005)
was still debated in this nation, the status of blacks had been decided in the Dred
Scott case.

Plessy v. Ferggon

Whereas the Dred Scott Decision stipulated that black Americans could
not be considered citizerBlessy v. FergusofPlessy v. Ferguson, 163 U.S. 537,
189 outlined a fiseparate but equal o doctri
every segment of Ameran society. In his dissenting opinion, Justice Harlan
noted thePlessy v. Fergusotecision violated both the $and 14
Amendments. With the f4Amendment in mind, Harlan argued:

€ It added greatly to the dignity and glory of American citizenshig,ta

the security of personal liberty, by declaring that 'all persons born or
naturalized in the United States, and subject to the jurisdiction thereof, are
citizens of the United States and of the state wherein they reside,' and that
'no state shall makar enforce any law which shall abridge the privileges

or immunities of citizens of the United States; nor shall any state deprive
any person of life, liberty or property without due process of law, nor deny
to any person within its jurisdiction the eqpabtection of the laws.’

(Plessy v. Ferguson, 163 U.S. 537 (1896))

The prose of the f4A me nd me n t coupled with Justi ce
dissenting opinion iPlessy v. Fergusgrould not overcome the untenable racial

realities of the era. Blacksmagittvy e been consi derdd iequal & u
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15" amendments, however, vigilante justice and mob rule led to the censure or
possible death of those blacks who did attempt to exercise their constitutionally
guaranteed freedoms (Waks, 2005). In his fantigsenting opinion ifPlessy v.
Ferguson Justice John Marshall staté@ur Constitution is coleblind, and

neither knows nor tolerates classes among citizens" (Lopez, 2006). De facto
segregation, the separation of races by custom or tradition ragimeoyHaw, and

de jure segregation, evidenced by Jim Crow Laws and other official forms of
segregation that evolved after tAkessy v. Fergusodecision, revealed an
American society was anything but celdmd.

The doctrine of AisdemptlePlassydeclsiontled qual 06 co
inequalities in school funding, facilities, and teacher quality in black schools
(Garibaldi, 1997). Laws were enacted across the nation to create segregated
schools:

1) In Missouri, separate free schools shall be estallirethe

education of children of African descent; and it shall be unlawful for
any colored child to attend any white school, or any white child to

attend a colored school.

2) In Florida, the schools for white children and the schools for Negro
children shall be conducted separately.

3) In North Carolina, books shall not be interchangeable between the
white and colored schools, but shall continue to be used by the race
that used them first.

4) In Oklahoma, any instructor who shall teach in adlyool, college or

institution where members of the white and colored race are received
and enrolled as pupils for instruction shall be deemed guilty of a
misdemeanor, and upon conviction thereof, shall be fined in any sum
not less than ten dollars ($10)or more than fifty dollars ($50.00)

24



for each offense.
5) In Texas, [The County Board of Education] shall provide schools of
two kinds; those for white children and those for colored children.
(Randall, 2001)
Brown v. Board of Education
TheBrown v. Bbard decision was a watershed event in educational policy
in the United States. The Supreme Court had to decide three pernicious issues
pertaining to desegregated schools. The first was to overtPlessy v.
Ferguismnédmspret ati oaqualad scskepalr abei bditngs v
permissible (Ascik, 1984). Second, the court had to decide whether "the physical
facilities and other 'tangible’ factors" were unequal (Ascik, 1984, p 6). Finally,
the court decreed "separate educational facilities are mhetsmequal,” and the
separation of children based on race created a "sense of inferiority" caused by the
low esteem of black children, it affected "the motivation of a child to learn," and it
slowed "the educational and mental development of Negro ehildAscik,
1984, p 7). An explosion of educatioglated litigation and legislation followed
theBrownv.Boardd eci si on. Though schools were to
del i berate speed, 0 presidenti al i ntervent.i
same communities.
In September, 1957, Arkansas Governor Orval Faubus mobilized the
National Guard in September 1957 in order
ordered the soldiers to bar the black students from entering Central High School

(Central High 19572008). Eventually President Eisenhower deployed 1,000
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members of the 161Airborne of the U.S. Army to protect the black students as
they entered the newly segregated school. The drama of armed American soldiers
escorting black students into schoobier to comply wittBrown v Board
played out for the nation to see. Though the black students were allowed to attend
an integrated school for the 1958 school year, the controversy continued to
flare. On September 27, 1958, Little Rock voters disagat@f integration of
the high schools by a staggering 129,470 to 7,561 margin. The school board
decided to cancel the entire 195859 school year for Little Rock high schools,
and the cityds 3,698 high schootionsstudent s
(Central Hi gh 1957, 200 8dramatizedthee i nf amous i
complex struggles integration of black and white students would cause in
communities across the nation. Congress began to enact legislation intended to
create equitable educatmn o pportunities for alll of Amer
of race, gender, etc. Following is an overview of the legislative and judicial
efforts.
The 196006s
The Griffin v. County School Board964) case in Virginia was
representative of the subterfugetics utilized by various school boards in the
wake ofBrown v. Board of Educatiotiecision. Similar to the case in Little Rock,
AR, the school board in tHeriffin case attempted to avoid integration by
shuttering the public high schools. Instead &g public schooling to the

high school students in tl@riffin case, the school board attempted to issue
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vouchers for private schools to the affected students. The Supreme Court ruled
that the school board was nimegratatbet i ng Awi th
public schools and ordered the public schools to fmpemed immediately.

Presi dent Lyndon B. Johnsondés initiatiyv
education reform. In 1964, Johnson signed the Civil Rights Act, which forbade
segregation in publiplaces, including public schools (U.S. Commission on Civil
Rights [USCCR], 2007). If a school were to be in violation of Title VI, it would
face forfeiture of federal funding (USCCR,
Great Society was the War on Povertyth an emphasis on efforts to eradicate
educational inequities in the U.S. The Compensatory Education for Cultural
Deprivation posited that children of poor urban and rural families would benefit
from early education. The Head Start program emergactasmprehensive
intervention that combined education, health care and social services for both
parents and their children (Zigler & Muenchow, 1992he Elementary and
Secondary Education Act (ESEA) was passed in 1965. The ESEA of 1965
marked a dramatishift from local to federal control of education funds, as Title 1
allowed the U.S. Department of Education to provide increased funding to school
districts with high rates of students living in poveittyS. Department of
Education, 2002).

The decisionn theGreen v. County School Boafti968) case affected
school districts throughout the U.S. In a district evenly divided between white

and black students, the county school board created a program in which each
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student could choose which school tomadte Until 1968, the black students
attended school on one side of the county, while the white students attended
school on the opposite end of the county.
choice initiative, a group of black students chose to attenidtimerly allwhite
school, while none of the white students chose to attend thé&aek school.
Ultimately a group of students and parents sued the school board, claiming true
integration was not occurring under this pl@rgen v. County School Boaigd1
U.S. 430, 88 S. Ct. 1689, 20 L. Ed. 2d 716 (1968)). The unanimous decision
rendered by the Supreme Court had a wateging impact. Though local school
districts were given flexibility in creating a school desegregation plan, the
Supreme Court maiained the option to intervene if a school board did not
"effectuate a transition to a racially non
mannerGreen v. County School BoagD1 U.S. 430, 88 S. Ct. 1689, 20 L. Ed.
2d 716 (1968)).

The 197006s

Threeladl mar k Supreme Court cases in the 19°
courtsodé conflicting and shifting attitude
The Swann v. Charlottdlecklenburg Board of Educatidt971) decision
focused on the plight of black studemtsurban areas (Swann v. Charlette
Meckenburg Board of Education, 402 U.S. 1, 91 S. Ct. 1267, 28 L. Ed. 2d 554
(1971)). The high court ruled that a desired ratio of 71% white students to 29%

black students was advisable (the demographics of the districred the 7129
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racial split). Significantly, the court declared the racial ratio was part of the
solution, but not the only solution.
see [however] that the use made of mathematical ratios was no moge than
starting point in the process of shaping a remedy, rather than an inflexible
requirement 0 (THeMillikenv. Brad@\g1974)xasd upheld the
power of local school districts and highlighted the distinct differences in school
organizatiorbetween northern and southern states. Southern school districts were
countywide educational systems, and schools that were previously desegregated
could be efficiently integrated under the purview of the district leadership (Orfield
& Eaton, 1996)Schooldistricts in northern states were not organized by county,
and the irregular district boundaries served to ensure racial segregation (Orfield &
Eaton, 1996). Housing segregation in the north led to far less school integration,
especially in the suburbs lairge urban cities. Suburban schools were reticent to
integrate with sprawling urban school districts and their large minority
populationgOrfield, 1997). TheMilliken case focused on the integration efforts
of the Detroit, MI, School District with 53dodering school districts. The
proposed school district would have included over 750,000 students, and extended
bus rides worried many parents (Hall,
accelerated as a result of this pivotal case. Indeedjitlleen decision ensured
suburban school districts would not be broken up for integration purposes.
fiThe world was made safe for white flight. White suburbs were secure in
their grassy enclaves .... Official, legal segregation indeed was dead; but
what replaced ivas a deeper, more profound segregation ... Tens of
thousands of black children attend schools that are all black, schools
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where they never see a white face; and they live massed in ghettos which
are also entirely blacko (Friedman, 200

Henceforth, raial integration efforts could only occur within a school
di strictds boundari es. Suburban school di
to integrate their schools with urban school districts. Coupled with overt and
covert real estate practices thatsiiaded black families from settling in primarily
white neighborhoods, a system of segregated schools was destined to continue
(Orfield, 2005). University of Minnesota Law Professor Myron Orfield (2005)
asserted:
APervasive housi n gardl prvateractarsihelped i on by pu
create, and now maintains poor, minority neighborhoods. Until the end of
World War I, physical violence, racial zoning, and discriminatory real
estate practices kept blacks closely confined to the ghetto. In many cities,
white property owners attached restrictive covenants to deeds that forbade
blacks from buying homes in their neighborhoods. Real estate agencies
engaged in a variety of discriminatory practices, including racial steering
of blacks and whites away from each athrd blockbusting, which
involves selling a few homes in a white neighborhood to black tenants,
buying neighboring homes at lower prices from panicked white
homeowners, then reselling the homes to midlidteme blacks at a
premium. 0
As Orfield stated, busing discrimination existed both peend post
Brown v Board of Education Bl ack families were essentia
of poverty, especially in the north (Orfie
reticence to disband local school districts wae alddent in thé®>asadena Board
of Education v. Spangl€i976) decision. The high court decreed that since

Pasadenads public schools were not segrega

segregationist policies, 0 thkBte was no | eg
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integrate (Hall, 1992).

The National Assessment of Educational Progress (NAEP) represented the
emergence of educational accountability in the U.S. The priority of federal
education funding was not focused on I mpro
poor and minority studentStudents were tested yearly in reading, mathematics,
science, writing, history, geography and the arts (Hombo, 20Bi@xe the initial
tests in 1969, the goals of NAEP were to measure academic achievement at the
national levels well as measure trends in academic performance (Hombo, 2003).

I n the | atter polOiB®N ,oflitmmg TraT7d&s 6619
administration attemptei provide equitable education to an increasingly diverse
cohort of students. Carter struggleduad the expansive and expensive new
programs that federal courts demanded. Th
hampered by stagflation and the oil crisis of 1979. Dr. Sbrocco (2009) highlighted
President Carteros ef f ovarosseducatiohal ghl i ght t h
initiatives in an effort to legitimize continued financial investment (SIFEP, 2006).

Finally, an emerging movement of program evaluation was used to analyze the
effectiveness of educational programs receiving millions of federal tearslo

The 198006s

When Ronald Reagan assumed the Presidency in 1981, he followed
through on his campaign pledge of reducing taxes (Frenze, 1996). Federal
categorical aid to the nationsdé school di s

of control d funding from the Federal level to the state and local level. The
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Educational Consolidation and Improvement &6€IA) included a reduction of
federal education funding of approximately one billion dollars (15%) in the-1982
83 school year alone (Homb@003).

As part of the program evaluation effoktNation at Risk: The Imperative
for Educational Refornwas published in 1982 Nation at Risk1983)
excoriated the current state of public schools as it cited declining scores on
standardized tests. c8ording toA Nation at Risk1983), student achievement (as
measured by standardized tests) in 1983 had dipped below the level of student
achievement in 1957The report continued to assail the U.S. educational system;
AAmer i can st ud e gthesightwsehjeets, wecetnot warkinglhand n
enough, and were not learning enough. Their schools suffered from slack and
uneven standards. Many of their teachers wegdpared” (Finn, 1989, p. 17).
TheNation at Rislalso criticized the supposed prdiag educational emphasis
of access and equity for all students, instead of focusing on student achievement.
Finally, theNation at Riskalso warned, "our social structure would crack, our
culture erode, our economy totter, [and] our national defensdseweg-inn,
1989, p.17) if U.S. schools were not improved immediately.

The 1990606s

U.S. Secretary of Energy James Wadkins declared in 1990 that our nation
must pick itself up by, "its bootstraps and find a new mechanism to obtain science
and math literacy... Education reform is going to be a matter of mission" (Tanner,

1993). Educational reform emerged as a national issue, and the need for
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enhanced mathematics and science literacy was paramount if U.S. students were
to compete with Russians in a p&gutnk world (Tanner, 1993). In 1994,
President G.H. Bush commissioned a committee that cr€atald 2000a
combination of educational goals and national standards that were to be
implemented by the year 2000. Though an unfunded mandate, Goals 2000 served
as a template for school districts in their effort to implement standards. The
199006s also gave rise to a national standa
school subjects, including mathematics and
were to learn durig their K-12 educational experience

The 2000606s

TheNo Child Left Behind AGNCLB), signed on January 8, 2002,
represented an unprecedented adjustment by the Federal Government in terms of
educational policy. A bpartisan bill championed by influentiBemocratic
Senator Ted Kennedy and Republican President George W. BOEB
represented a federally mandated intervent
districts (Fusarelli, 2007). One reason for the shift of federal involvement was the
incongruous rality that despite a tefold increase in federal education spending
since 1975, the achievement gap had actually increased between black and white
students (Fusarelli, 2007NCLB (2002) would now connect federal funding to
the performance of every groopstudents in a school. The requirements set
forth in NCLB for each school are as follows:

1) By the year 2014 all students must be performing at a proficient level
in mathematics, reading, and science,;
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2) Each school, every yeaprr,ogmuessts ,hnoe eatt it ahd
necessary rate to reach 100% proficiency by 2014;

3) Annual rate of progress is not only for the aggregate student enrollment
per school, district, or state, but also holds within disaggregated groups,
based on income, racgender, English language ability, and special
education status (SIFEP, 2009).
An emphasis on accountability is the hallmartNGLB. If one subgroup
of students (e.g. special education students) does not meet the adequate yearly
progressgoalhte entire school is |l abeled as dAafai/l
Carolinabs accountability program, the U.S
The difference is that NCLB judges school success or failure on student
performance by subgrodpby race, family incoe, English proficiency,
and so on; if any group does not meet the standard, the entire school is
| abeled a failing school, whereas North
does not. By disaggregating data by-gubup, school officials cannot
hide low subgoup performance within school, district, or statewide
averages (U.S. Department of Education, 2003).
A failing school faces a progressive list of consequences. Early
interventions include providing supplemental services (e.g., tutoring) or
transportatiorfor the student to a school that is making adequate yearly progress.
A chronically failing school faces severe punishment, including a complete
overhaul of school administration and/or teaching staff if adequate yearly progress
is not met for several yesa(Boyd, 2003). If the school does not make
improvement over a series of years, it may be forced to close (Boyd, 2003).
I n 2007, the Supreme Court seemingly ov
endorsement of public school integration with the decisidPanrentsinvolved in

Community Schools v. Seattle School Dis{@007). The Supreme Court

34



decided by a Bl vote that the utilization of race as the sole factor in school
placement was unconstitutional. Writing for the majority, Chief Justice John
Robertssummarz ed hi s feelings thusly: AThe way
on race is to stop discrimination based on
Kennedy, concurring with the majority, cogently described his unease with race
based solutionsfiReduction of arndividual to an assigned racial identity for
differential treatment is among the most pernicious actions our government can
undertakeo ( Wvilkinsdn (2803)utjlize®a0Feede)ick Douglass
guote in an attempt t orgaeizing peaplesimplyltboey A odi ous
their race:

The American people have always been anxious to know what they shall

do with us. . . . I have had but one answer from the beginning. Do nothing

with us! Your doing with us has already played the mischief with

us. ... All l ask is, give him [the black man] a chance to stand on his own

legs! Let him alone! (Frederick Douglass Papers, 1865)

In his dissenting opinion d?arents Involvedlustice Stephen G. Breyer
indicated the decision would be one that, "the caudltthe nation will come to
regreto (Barnes, 2007, p 41). "The | esson
racial segregation are constitutionally indistinguishable from efforts to achieve
racial integration,” Breyer wrote (Barnes, 2007, p 42). defreyer feared the
decision ofParents Involvedavould irreparably harm public school integration
efforts, which had stalled and even reversed in some communities in the past few

decades (Kozol, 2005). Justice Breyer concluded, "Indeed, it is a crioeliois

of history to compare Topeka, Kansas in the 1950s to Louisville and Seattle in the
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modern day" (Barnes, 2007, p 41).

Summary of Policies Contributing to the Academic Achievement Gap

The United States has undergone a metamorphosis in terms ofizaapgn
the citizenship of its inhabitants. Over the past century, there has also been a
dramatic change in how children are educated, and there is an impetus to provide
a quality education for all children. TiRessy v Fergusodecision held that
black Americans, free or slave, could never claim the rights of white citizens. A
Aseparate but equal 06 epoch was spawned. T
segregation were overturned in 8e®wn v Board of Educatiocase. Black
Americans were afforded the rigiot the same education their white counterparts
recei ved. The 19600s were a decade of <ciwv
i mpl ementation of the promises of the Grea
represented an upheaval of education legislation, mark&ditmeme Court
decisions that some claim allowed a retrenchment of segregation in American
school s. Accountability was the educati on
buttressed by the scathing criticisms fblation at Riskeport leveled at the
current US. educational system. Movements to create a national standard
curriculum in various disciplines arose 1in
most comprehensive educational reform since the ESEA of 1965 in the form of
the No Child Left Behind Act. Evergroup of students is expected to make
adequate yearly progress and to become proficient by-20148. Federal

education funding is directly tied to the ability of school districts to ensure each
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group of students is proficient in mathematics, readingsaihce. Th&arents
InvolvedSupreme Court decision has had widespread ramifications throughout
diverse communities that have heretofore struggled to integrate their schools.
Those districts must now work to integrate their schools, but they may not use
race of students as the sole factor in their integration policy.

Differences in Social Class

Socioeconomic status (SES) has long been identified as an indicator of
potential academic success. Dr. Sbrocco (2009) explained that egseafchers
controlled for SES, education level, and occupation, the achievement gap between
minority and white students narrowed, but still existed (Jencks & Phillips, 1998).
Additionally, a growing body of research has fowhddren living in lowincome
f ami | i e owdildvelsgb dcadgmiclsedfficacy and achievement relative
to other childreno (Dearing, Taylor &
income families, low levels of parental education place children at exceptionally
high risk for academic failure (RauRarker, Garfinkel, Perry, & Andrew2003).
Students who live in poverty also have a substantially higher probability of child
health problems that cause learning problems (Dearing, Taylor & McCartney,
2004). Dr. Sbrocco (2009) indicated that since dveti Assessment of
Educational Progress (NAEP) testing began in 1969, a-ladie achievement
gap has existed, despite controlling for parent education and socioeconomic status
(NAEP, 2000; Steele, 1997).

Test Bias
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The achievement gaps in standarditesding performance between
minority and white students may be caused by tests that are either culturally or
racially biased. According to Jencks (1998), there are five types of biases in
terms of standardized te8t$abeling, content, methodological, pretitbn and
selection bias.
Labeling bias occurs when a standardized test is intended to measure one
thing but actually measures something altogether different (Jencks, 1998). Tests
that claim to assess fAintellihgegnceodo i mply
innate, and it is widely believed that intelligence is a genetic trait. Dr. Sbrocco
(2009) found Apsychologists now understand
relies on both genetic makeup and environm
Content bias isomparable to labeling bias, as a test may claim to measure
one skill, but actually measures a different skill. A test that suffers from content
bias includes questions that favor one cohort (race, gender, etc.). A stark example
of content bias can be sem the case of English language proficiency differences
between white and Hispanic students in California. A 2002 College Board report
concluded that Hispanic students on average score 81 points lower than white
students on the verbal section of the SAllee & Parthasarathy, 2002). In this
case the white students may have been more comfortable with the English
vocabulary on the test section than the Hispanic students. Hispanic students from
families that have recently immigrated to the United Stag not be as familiar

with English words and phrases, English may not be the primary language of the
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household, and Hispanic students may be in the process of learning English. This
i's an example of content biasletesg the white
content as compared to the Hispanic students.

Methodological bias exists when a test assesses mastery of some skill or
body of information using a technique that underestimates the ability of one group
relative to another (Sbrocco, 2009). Blatkdents may record lower scores
because of the method used to gather information, rather than the actual ability of
the group of students (Jencks 1998). Dr. Sbrocco (2009) cited studies that have
shownBlack students receive lower test scores on a ditftest when they are
told that it measures a specific abiliban if no reference is made to ability
(Steele & Aronson, 1998). The preponderance of white test administrators, most
of whom are strangers to students, and the unfamiliar content of texts ane
environment that may increase anxiety for black students (Jencks, 1998). To date
there has not been a testing methodology that has reduced the achievement gap
between black and white students, so the effect on test scores is uncertain
(Sbrocco, 209).

Prediction bias occurs when future performance is ostensibly foretold by
the result on a standardized test. The SAT and ACT represent standardized tests
that purportedly predict future grades (Sbrocco, 2009). If a black student and a
white studenearn the same SAT score, one would expect them to earn similar
grades in college. Dr. Sbrocco (2009) examined studies that have shown,

however, that white students outperform their black peers in terms of grades
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earned in college (Kane, 1998).
Selection s focuses on external factors rather than theak&stg
methodology. Jencks (1998) explains that selection bias occurs when:
AThree conditions are met: (1) perfor ma
cognitive skills and partly on other traits; (2)steasy to measure
cognitive skills but hard to measure the other traits that determine
performance; and (3) the racial disparity in cognitive skills is larger
than the racial disparity in the other, unmeasured traits that influence
performance. When these three conditions hold, both educational
institutions and employers have strong incentives to adopt a
selection system that emphasizes test scores. Such a selection
system is fiunfairo trankamthg one whose comp
cognitive test is lower than their rank on the other unmeasured
determinants of performance. As a resu
greater disadvantage than a selection system based on actual
performanB8o (pp. 57
Thedi f ficulty of measuring fAothero trait:
led many educational institutions to utilize an easily quantifiable standardized test
in order to determine acceptance for prospective students. This reliance on
standardized tests, @the reticence of utilizing a system based on actual
performance, leads to a less qualified and less diverse student population (Jencks,
1998).
Heredity and Home Environment
Heredity was a widely believed determinant of student success for over a
century;however, it has been debunked as an explanation of the achievement gap.
Sir Francis Galton espoused his theory of eugenics in 1883, building on his half

cousin Charles Darwinds theory of natur al

that the evolution focivilizations allowed the weak and disabled to survive,
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thereby violating the natural elimination of inferior genes as explainsatural
Selectiofl Hawk i n s, 1997) . Galtondés (1883) idea
as one of the first nationstoster i ze Adef ectiveso was the Uni
by similar programs in Canada, Belgium, Brazil, and Sweden (Hawkins, 1997).
Adolf Hitler became the most famous supporter of the eugenics theory as he used
it to buttress his ideas of the racial supetyoof Aryans over others, including
Jews, Gypsies, mentally and physically disabled people, etc. A supposed
superiority of white skin to black skin was used for centuries to defend slavery in
the United States and beyond (Sbrocco, 2008k publicatiorof The Bell Curve
(Herrnstein & Murray, 1994) alleged that i
t han whites because of genetic differences
comprehensive review of related literature reveals little to no evidence for genetic
explanations of the intelligence quotient (IQ) difference betwsacks and
whites (Nisbett, 1998). Though correlations between genetics and IQ were
argued in previous eras, such connections are not considered valid in present
research.

Herrnstein & Murraybelieved that white people were genetically
predi sposed to have higher 1 Q6s than bl ack
racebased IQ differences is the presence of European ancestry in the gene pool of
approximately 30% of black Americans. If Herrnstei & Mur rayds theory w
accurate, the 1Q of blacks with more European genes would be higher than black

students who had more black genes and no European genes (Nisbett, 1998). None
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of Herrnstein & Murrayods theoriaads regardin
whites has been proven by a legitimate study (Nisbett, 1998).

Dr. Sbrocco (2009) noted that parental involvement and home
environment have emerged as important factors in student academic performance
(Epstein, 1992; Jeynes, 2003)he moreparenggsar t i ci pate in their cl
schooling as advocates, in decisioaking and oversight roles, as furaisers,
boosters and volunteers, the more improvement is evident in student achievement
(Williams & Chavkin, 1989). Family participation in educatias twice as
predictive of studentsd academic success a
some programs of parent participation have effects thdiOatienesgreater than
other factorgWalberg, 1984). Increasgdrental involvement has been shown to
narow the achievement gap between black and white students. Dr. Sbrocco
(2009) discussed the reality that parental involvement of white parents is
considered to have a positive impact on student achievement by teachers, while
the lack of black family involement is viewed as negative and as a contributing
factor in the lack of achievement of black studé@avin & Greenfield, 1998;

FieldsSmith, 2005).

A correlation between parentsod educatio
chil drends | ow e &exstdinedutaidnal eseareéhifon ment ha
decades (Boocock, 197Zhildren living in lowincome families demonstrate
lower levels of academic sedfficacy and academic achievement compared to

other children according to several studies (Bandura et al., T&9&r, Dearing,
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& McCartney, 2004). A student in a lewvcome family with low levels of

parental education is considered academicallyskt(Rauh, Parker, Garfinkel,

Perry, & Andrews, 2003).
Using data from the Children of the National Longitudinah@y of

Youth (CNLSY) and National Longitudinal Survey of Youth (NLSY), Phillips, et.

al . (1998) studied the effects of a studen

Sbrocco (2009) found Ahome environment was

educational attainnmé and quality of schooling, family income, parenting

practices, and neighborhood effectso (p. 3
Another longitudinal study that clearly illuminates the impact of home

environment on student achievement focused on professional, working class, and

welfare families in Kansas City, MO (Hart & Risley, 1995). By four years of age,

an average child in a professional family would have been exposed to almost 45

million words, an average child in a workietass family would have heard 26

million words, and amverage child in a welfare family would have experience

with 13 million words. At four years of age, an astonishing 30 mihand gap

existed between professional children and welfare children (Hart & Risley, 1995).

The study also focused on the tygenteractions between parents and children in

regard to behavior. By the time a child had reached four years of age, they would

have heard 560,000 more instances of encouraging feedback than discouraging

feedback if they were in a professional family &9@,000 more encouragements

than discouragements if they were in a workaohass family. The children who
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grew up in a welfare family heard 125,000 more discouragements than
encouragements (Hart & Risley, 1995). Furthermore, the children raised in
impowverished conditions experienced an encouragement deficit, while their
counterparts in the professional and working class family experienced substantial
encouragement surpluses. Though word gaps and the proportion of encouraging
comments to discouraging corents are not the only indicators of future student
performance, parenting practices and involvement are important predictors of
childrends test performance (Berlin et al

Poverty Levels of Schools

Ri char d Klads hosScheolg20D4) outlines several studies that
have demonstrated strong links between individual poverty, school poverty, race,
and educational inequality. Rothstein maintains that poverty is irrefutably related
to a host of development indicators, frame¢ fAchi | d6s physical deve
familyodés ability to stay in a neighborhood
an effect on the studento (Rothstein, 2004
students receive a relatively weaker educatidmghly impoverished schools.
Rothstein believesthe NCLBlandat ed fAproficiencydo movemen
door to incessant political machinations intended to obscure the intent of the law.
Instead of students (and schools) held to account for theietsts, academic
benchmarks are often manipulated in order to claim students have attained their
academic goals (Rothstein, 2004). Finally, Rothstein (2004) asserts meaningful

school change is unrealistic if the issues related to poverty of studentseand t
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families are not addressed.

High poverty schools often have less qualified and a less stable teaching
staff than suburban schools. A less qualified teaching staff and a less stable
teaching staff are two significant challenges facing high povehyds.
According to the 2004 U.S. Department of E
students were lovincome, and there were three times as many uncertified -or out
off i eld teachers in both English and scienc
legislaion mandates a highly qualified teacher in each classroom, high poverty
schools are not able to fill their teaching positions, and thus must resort to hiring
substitute teachers on a sgmermanent basis to fill the void. It is generally
understood thaeachers often become more effective with more experience, and
that creating a higfunctioning team of educators takes years of working together
(Orfield & Lee, 2005). Constant turnover
ability to cultivate highperformance teams, and individual teachers are robbed of
the opportunity to learn from their peers and mentors over the course of several
years.

Schools with high poverty rates may also face variances in school funding,
thereby leading to teacher instiglgi Teachers are usually released in inverse
order of their arrival. The most recent hires are usually the first to be fired when
districts face economic downturns. Despite the passage of several levy
referendums, the Minneapolis School District heetl budget deficits for eight

consecutive years, including a $28 million shortfall for the 2B080 school
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years (Johns, 2009). In response to an expected $25 million defici2R2Q09
St. Paul was forced to cut 117 teaching positions (Johns, 200@ceAt Star
Tribune article revealed that Minneapolis, MN, is hemorrhaging 12,000 students
per year; with an average loss of $13,000 per student, Minneapolis is losing
approximately $154 million in state aid each year (Draper & Johns, 2009).
Minneapolisschools must adapt to the student exodus, and as schools close or are
reorganized, teaching jobs are either lost, or teachers must move to a new building
in what Minneapolis Public Schools chief financial officer Peggy Ingison terms a
Aidownwar d amepé&Johad, 2009). hione glaring example of high
teacher turnover, Charlotte, NCb6s highest
their teachers every year. Nationatgacher attrition has increased by 50% over
the past fifteen years (National Consms i on on Teaching and Amer.
[NCTAF], 2007). Poor urban schools have experienced an accelerated teacher
turnover rate that dwarfs the national average. Nearly 50% of all new teachers
leave the profession within five years, but in urban schafdisgh poverty, the
teacher attrition rate exceeds 20% per yB&TAF, 2007;NEA 2006).

Segregation

Hi storically, the aim of desegregation
black and Latino student from a high poverty school to a middle classlsbho
often has better resources, more qualified teachers, tougher academic competition,
and access to more developed soci al net wor

Orfield & Lee (2005) argue segregation is a complex issue and the simplification
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of 0 s emgintogyaralytairacial issue ignores the fact that schools tend to

reflect and intensify the racial stratific
school 6s demographics will mirror the neig
differences in educational expergas for students of various races are stunning.

TheMilliken (1974) decision ruled that school districts could not combine

integration efforts by judicial decree. However, school districts maintained the

option to voluntarily enter into desegregatioroef$ with other school districts.

It is impossible to separate segregation of schools with the societal trends
presently observed in the U.S. Orfield &
has never just been by race: segregation by race is systemdintat to other
forms of segregation, including segregation by socioeconomic status, by
residenti al | ocation, and increasingly by
The movement of white families from urban cores to the suburbs has been dubbed
Awhitieght o, and it has accelerated since t|
the demographics of the largest cities in the U.S. are skewed in relation to the
demographics of the entire nation, especially as they pertain to the percentage of
black and latino students in their schools (Hauser, Simmons & Pager, 2004).

Orfield & Lee (2005) found students in segregated schools have a much higher

chance of 11 ving -housinicadaguacytanddetas, weak di st r es
and failing infrastructure,andci t i cal | ack of mentors and st
14). Segregated schools also face issues that include high numbers of students

who do not eat nutritional meals, gang violence that infiltrates the schools, and
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unstable home environments (Knapp, et &95). Schools devoid of more than a
negligible percentage of white students are usually-p@mterty schools, and thus
deal with the raft of obstacles related to concentrated poverty (Orfield & Lee,

2004). Myron Orfield (2009) noted that in the Minneapaietropolitan area,

minority students are five times as likely as white students to attend schools with

high percentages of students living in poverty. Students of color are nearly 18
times more likely than white students to attend schools in which timane75%
of the students are living in poverty (Orfield, 2009).

Segregated schools are a result of housing segregation, and when

residenti al choices are | imited, so is fac
Access to opport unojoby goodsschoadsfanddecdnt as facces
economic prospects in |ifedo (Orfield, 20009

the people of color live in central cities and stressed suburbs. These regions offer

few opportunities to the people living there as coragao suburban and exurban
communities. Only 40% of white residents live in these types of neighborhoods
(Orfield, 2009). Most white families (over 60%) live in areas deemed to have
moderate or high levels of opportunity. This neighborhood segregatids te
lead to school segregation, denying students of various races the opportunity to
learn to work with and from each other.

Recent studies have revealed positive effects for students who attend an
integrated school. Minority students who attendai&cintegrated schools

demonstrate increased academic achievement on standardized tests (Orfield &
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Lee, 2005). In addition to the academic benefits of attending an integrated school,
minority students also experience more stable interracial friendshatisgdH and
Williams, 1987; Kahlenberg, 2001), have expanded access to friendships and
contacts associated with opportunity (Granovetter, 1986), and are more likely to
live, work, and attend college in more integrated settings (Braddock &
McPartland, 1991)Without positive peer role models in the classroom, academic
achievement may suffer. According to theleman Reporfl966), peer influence
was cited as the second most important factor (second to family background) as it
relates to student achievemeimilarly, a 2003 study focusing on southern
schools with high poverty found that
influenceodo had a significant negative
Lee, 2005).

Within School Factors That Contribute to the Gap

Though research has shown-shool experiences, home life and
parental background impact student preparedness, opinions vary on the extent of
the impact (Phillips, Crouse & Ralph, 1998). Dr. Sbrocco (2009) found some
education reformers contetitht black and white students begin their educational
experience with roughly the same skills and motivation, but the strictures of the
educational system and teacher preconceptions are responsible for the
achievement gap (Phillips, Crouse & Ralph, 1998 the other hand,
researchers point to studies that indicate elementary age minority students have

less developed academic skills than white students, and the achievement gap has
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begun well before they begin school (Phillips, Crouse & Ralph, 1998)oviint
is an explanation of factors that occur within school that tend to perpetuate the
achievement gap between groups of students.

Institutional Racism

Dr. Sbrocco (2009) indicated that both former President George W. Bush
and former Secretary of Educati®od Paige stated students and schools
accountable vi&lo Child Left Behindnandated testing would help eliminate the
Asoft bigotry of | ow expectations, o and th
groups of students (U.S. Department of Education, 2003t)2@hne key
component of NCLB is the expectation that
qgualified teachero (NCLB, 2001). of all t
achievement, teacher quality has consistently been proven to be the most
important (Kane & &iger, 2008)In Tennessee, one study indicated a significant
difference in achievement of 50 percentile points on standardized tests between
students who attended classes taught by-gigllity versus those taught by lew
quality teachers (Sanders & Riged996). Students enter into a learning contract
with their teachers, no matter school demographics, school resources, or how
children are organized for instructi@iferguson, 1998). The significance of the
relationship between students and their teachenot be overstated. If a student
believes their teacher has diminished expectations regarding her or his
capabilities, their educational experience and efficacy are adversely affected

(LadsonBillings, 1994). Racism affects life for all students botks@e and

50



inside school, and the difficult task of diminishing the negative impact of
stereotypes regarding the ability and motivation of black students necessitates
adjustments in curriculum and in teaching methods (Steele, 1992).

Pre-school experiences

Lyndon Johnsonés War on Poverty
effects of growing up poor in the U.S. F@hool instruction, now known as
Head Start, began in the summer of 1965 with 561,000 children, most of whom
were black. Head Start continuestdhi s day as a | egacy
close the achievement gap. Sbrocco
ensure kindergartners living in poverty were prepared for elementary school
(Ferguson, 1998%tudies have shown that participatin Head Start is
associated with sheterm benefits as indicated by improved test scores (Barnett,
1995). Longterm benefits of participation iHead Starinclude the reduced
likelihood black students will be convicted of a crime as well as theasede
probability that black males will graduate from high school and to participate in
the work force Garces, Thomas, & Currie, 2000).

Tracking

A common argument endorsed by educators and parents is that the
creation of lowtracking and highracking clases will benefit high achievers
(Burris & Welner, 2005). Parents of high achievers believe that heterogeneous
grouping of all ability levels wildl

children (Burris & Welner, 2005, p. 8). No matter how sdha@termine
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placement of students, tracking has a negative effect on the education of black
student s. Accor di nvgite stuWenBare Sbrocco (2009)
disproportionately enrolled in more advanced curriculum tracks (e.g., Advanced
Placement classes)nd black students are not proportionally represented in
advanced cl asses or i hhoughbtatk stadbntslaret y gr oups
overrepresented in lowvack classes and underrepresented in-triatk classes,
and the ineffectiveness of letrack £hools has been demonstrated (Oakes,
Gamoran & Page, 1992), schools still create tracked classes (Mickelson & Heat,
2008). Shrocco (2009) posited thdtile student placement in high and low
tracks may or may not be attributed to racial bias, schoolsitihiaé teacher
recommendations to determine placement in tracked classes do tend to show a
racial bias (Braddock & Slavin, 1993). Fer
schools track students based on differences in academic proficiencies as
determined by quaifiable measurements such as test scores or grades, classes
will represent a racial i mbalanced (Sbrocc
imbalance may exist, the research does not conclusively prove that a racial bias
lead to the differences in represerdatof black and white students in high and
low tracked classes (Ferguson, 199Bgspite the research that indicates tracking
negatively impacts the progress of black students, segregated classes ostensibly
based on academic ability continue in thousaidshools.
Weak or Inappropriate Instruction

Sbrocco (2009) stated that measuring individual teacher effectiveness has
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proven elusive, and many schools identify teacher effectiveness based on years of
teaching experience, degrees earned, and the staredhtelst scores earned by
teachergGreenwald, Hedges, & Laine, 199@tudents fortunate to have an
educational experience with competent teachers have shown marked improvement
in one school year. Dr. Sbrocco (2009) indicated the difference betweeaq laavi
effective teacher and an ineffective teacher can lead to as much as one grade level
of student achievement improvement per school year (Hanushek, 1992). In the
U.S., black students are more likely to have teachers with limited experience,
lower competency scores, and diminished effectiveness compared to their white
peers (Ferguson, 1998n order to overcome the test bias effect, teacher
certification testing might be able raise the level of teacher academic
achievement, and consequently, raisesiti@evement of students (Ferguson,
1998).

Haycock, Jerald, and Huang (2001)

minority schools are also about twice as likely as students in other schools to be

taught by inexperienced t etdegermensupoVe t ake

teachers for academic learning and systematically assign them teachers with the
weakest ac adelm) The NoahsCarolina(Educatidh Research
Council reviewed a study on teacher quality compared to student achievement in

the curent year and to that of the previous year. The results were disconcerting as

they pertained to student achievement:

teacher are enduring enough to be measurable at least four years later. Good
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teachers in subsegut grades boost achievement, but not enough to compensate

for the effects ofan earliéernef f ect i ve teacher o (Thompson
45). Effective teachers are able make inroads in terms of remediation, but the

adverse effects of an ineffectivatder are nearly insurmountable for a student to

overcome in their educational experience.

A few studies indicate that fAstudents w
congruent school dé i n which a studentds hom
(Sbrocco, 2009p. 36). However, the research is unclear when it comes to
determining whether the academic performance of black students improves when
black teachers teach them (Sbrocco, 2009). One study found revealed that black
Tmand &gr ader s 6 t rinedwhenthey werte snsructee by black
teachers (Farkas, et al., 1990; Sbrocco, 2009). In another study, Ehrenberg,

Goldhaber, and Brewer (1995), utilizing National Educational Longitudinal Study

(NELS, 1998), were not able to find statistically significaffects of teacher race

on test scores for black and white students (Sbrocco, ZR88)arkably, black

teachers of low socioeconomic status and white teachers of high SES were the

only groups of teachers that displayed marginally positive effects ok &tadent

mathematics tests (Ferguson, 1998). This paradoxical finding does not support

ot her studies that claim a teachero6s race
achievement.

Class size

Several studies have shown that smaller class size leads ¢o tagh
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scores (Jencks & Phillips, 1998), though the results of other studies indicate class
size may not have a lasting impact after students leave these smaller classes
(Slavin, 1989; Greenwald, Vedges & Laine,
STAR (Sudent/Teacher Achievement Ratio) program revealed that students who
were in small classes in early grades tended to have higher grades than students
who were in larger classes in early grades (Krueger & Whitmore, 2@023k
students who had participdte i n t he smal | classes demonstr
i mprovement in math and reading as white s
(Sbrocco, 2009, p. 37Though the improvement on test scores dissipated for
white students as they matriculated, the advantage was evitdrseventh grade
for black students (Krueger & Whitmore, 2002ZJhe effects of small class size
were visible in high school as well as black students who attended small classes in
the early elementary years were more likely to take the college tasasdn high
school, reducing the black/white gap in SAT and ACT patrticipation by 60%
(Krueger & Whitmore, 2002).
However, research of the effects of class size on academic achievement is
mixed.Konstantopoulos (2007) discovered that reductions in slasgid not
reduce thechievement gap between low and high achievers (Sbrocco, 2009).
Other researchers have focused on classes that maintained a lower class size for
an entire school year (Slavin, 1989). Though there was a slight improvement in
acadent achievement for the current year, students did not display higher test

scores in subsequent years in which they were not part of a small class size
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(Slavin, 1989). After analyzing standardized test trend data betweerl 2860
Tomlinson decided the adng costs for reduced class sizes were not justified by
negligible increases in test scores (Tomlinson, 1988).

Mobility

Student mobility is defined as the movement of a student from one school
to another for any reason besides grade promotion. Studlkeatsiove from
school to school in a nemormative fashion often encounter increased academic
and behavioral issues (Hartman, 2002). Several researchers have found student
transitions between school districts do not always lead to diminished academic
achievement, and such transitions may benefit students in terms of adjustment to
shifting circumstanceReynolds, Chen, & Herbers, 2009). For the most part,
mobility is associated with lower average school achievement (Alexander et al.,
1996), increased ristdf school dropout (Rumberger & Larson, 1998), increased
need for remedial education (Alexander et al., 1996), and social and psychological
difficulties (Rumberger, 2003; Swanson & Schneider, 1999). There is a
disproportionate racial difference evidensimdent mobility as children who
experiencenom or mati ve school changes are fimore |
minorities, reside in lovincome and in singlparent households, and have home
| anguages other than Englishd (Reynolds, C
Approximately 66% of residential moves are within the same counties while one
third are between counties or from abroad (U. S. Census Bureau, 2000). Despite

the majority of residential moves within the same county, students often
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experienced a nenormative school change as a result (Reynolds, Chen, &

Herbers, 2009). According to the U.S. Government Accountability Office (1994)

report of the U. S. Department of Educatio
41% of third graders attended a different schicwoh first grade, and 17%

attended three or more schools since first grade (Reynolds, Chen, & Herbers,

2009). While 25% of innecity third graders changed schools three or more

times, this was double the rate that rural and suburban children changeld scho

(Reynolds, Chen, & Herbers, 2009).

Several studies focusing on the urban cores of American cities revealed
the frequency in which students change schools. Since student mobility has been
found to lead to discontinuities in learning environments andk@vemnnections
between mobile students and their peers and teachers (Reynolds, Chen, &
Herbers, 2009), the impact on public school systems attempting to educate a
mobile population is immense. Heinlein and Shinn (2000) found that over 40% of
students hatlvo or more moves from kindergarten to sixth grade and 25% of
students had at least three moves in oneilmeme New York City school.
Alexander, et al. (1996) found in their fagtade Baltimore City sample that 56%
changed schools over the next fivagewhile 43% of students remaining in
Baltimore schools eventually transferred to other schools. An examination of
Texas public elementary schools revealed that more than 60% of all students
changed schools at least once (normative ornaymative) ovea fouryear

period while 33% of students in fourth through seventh grade hadaramative
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moves (Mao, Whitsett, & Mellor, 1997; Rivkin, Hanushek, & Kain, 2005).
Chicagodbs alarming mobility rate is evi
metaanalysisof first grade students in 2000. Only 25% of students-81 K

schools stayed in the same school until eighth grade. Mobility rates of sixth

graders (66%), seventh graders (72%) and eighth graders (75%) illustrate the
constant churning of student cohosudents in Chicago Public Schools doubled

the rates of mobility found in most other areas of the United States (de la Torre &
Gwynne, 2009).

When a student changes schools, they are subject to differing behavioral
policies, class choices and curriculurasgd expectations of teachers in the
classroom. Since these aspects of the educational experience can differ
dramatically amongst schools, learning is often compromised for mobile students
(Reynolds, Chen, & Herbers, 2009). Entwisle, Alexander, & Olso®7(1found

that teachers in schools servingmany high s k chi |l dren Afind i

t

continuously to O6reteach, ® Obacktrack, o

up to the classo (p. 7). When gdsudent s

adjusting to a new school, new teachers, and new peer groups that may hold

different attitudes and expectations about school life which lead to a different

school climate than what the student i s

2009). Research idicates that students who are highly mobile acquire basic skills
at a slower pace, have an increased chance of school failure and dropout, and are

more likely to experience behavioral and interpersonal problems than their non
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mobile peers (Hartman, 2002n fact, students who have moved more than three
times over a period of six years are |ikel
peer s o ( Ha Wihouaimentio2aDirGstRufional policies to ease such
transitions for students, parents, atalff, performance deficits often develop for
mobile students (Reynolds, Chen, & Herbers, 2009).
Student Engagement
Dr. Sbrocco (2009) noted that although schools have made myriad
attempts to close the achievement gap amongst groups of students, disir eff
may actually contribute to the widening of the gap (Phillips, Crouse & Ralph,
1998) . Dr. Tyrell of Mi ami of Ohi o Univers
explain the limitations a school faces when working with students. A student is
completely mder the purview of a school for a maximum of seven hours, while
the other 17 hours are spent with family or friends in an environment that is often
much different than school . Parenting pr a
parental income, areouse of a school 6s control, theref
schools to focus on policies that will help their students close the achievement
gap, and that can be completely controlled during school hours. Schools are
utilizing an assortment of strategies to irage student engagement, hopefully
leading to increased student achievement.
Though the future of a school and staff depends on the test scores of their
students, it is debatable that students who are neither motivated nor engaged will

suddenly trytherbst on standardized tests. I n edu
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seasono in schools generally takes place
met with a mix of trepidation, fear, and angst by teachers and students. Wayne

Au 6 s ([Teachidgin Dystopigs a withering attack on the proliferation of

standardized tests, and he claims students in the U.S. are "tested to death, and the
curriculum is deformed by the testore chase, especially in schools with large

amounts of | ow i nc o (80,2008 p.3)Thaughermsts of c ol

o

schools depend on students to think and ac

|l earningbés sakeodo), some schools have begu
have displayed gains in standardized test scores. In a\e@O8ork Times

article, Javier Hernandez highlighted the efforts of Roland Fryer and his

Educational Innovation Laboratory. The laboratory, which combines the efforts

of economists, educational researchers, and marketing experts, has begun a

controversial ppgram in New York City that rewards students in grad8smth

cash payments ranging from $25 to $50 for gains on their standardized tests.

Similar financial reward programs are already in place in Chicago and

Washington D.C. California Governor Grews trumpeted the Academic

Performance Index award system as a way to ostensibly reward teachers for

working in the most difficult school districts. Though $350 million was

distributed to teachers in 4800 schools, there was a backlash of resentment from
teachers who saw the financi adoormericenti ves
pay systemo (Bacon, 2002) "WevRRnadtafigli dd was

hard for adequate salaries, but this money is a bribe, to make us complacent in the
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face of chages that are hurting students and teachers alike" (Bacon, 2002).
Students who are engaged in their education and are challenged with a rigorous
and relevant curriculum tend to fare well on standardized tests

Student engagement may be the answer to timegpmus issues of anemic
levels of academic motivation and the accompanying decrease in achievement
(Fredricks, Blumenfeld, & Paris, 2004). The interconnected and technologically
advanced world students experience 2012 outside of the classroom is often at
odds with the experience of sitting in rows and listening to teachers speak for long
periods of time in school. Some educators are reticent to include emerging
technologies in their classroom lest they be seen as entertaining students instead
of educatig them. Dr. Sbrocco (2009) referenced the trend that researchers have
detected that student respect for authority in school settings has diminished
(Fredricks, Blumenfeld, & Paris, 2004). School officials now must grapple with
the increasingly volatileitsiation of students who often do not tacitly conform to
the rules and regulations governing behavior and academics (Modell & Elder,
2002). Engagement becomes more important in a time when authority is less
respected. Minority students, who disproporéitaty suffer through the worst
school environments, tend to be affected the most of any racial group by
disengagement (Voelkl, 1997). Sbrocco (2009) stated that disengagement of
minority students compounds the issues for a group of students who score the
lowest on standardized tests and have the highest school dropout rates (Voelkl,

1997).
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Types of Student Engagement

Fredricks, Blumenfeld, and Paris (2004) divided the existing research into
three engagement categories: behavioral, emotional, and cogSitinecco,
2009). Instead of examining the categories together, there is value to exploring
each category individually. Dr. Sbrocco (
explanation regarding the decision to exam
behavior, enotion, and cognition under the idea of engagement is valuable
because it may provide a richer characterization of children that is possible in
research on single componentso (Fredricks,
Engagement does not occur inlation, as personal beliefs, previous school
experiences and the studentodos ability and
environment all affect student achievement. Sbrocco (2009) stipulated that
schools that offer opportunities for students to participagevariety of clubs, to
play sports, and to develop interpersonal relationships and engage in critical
thinking activities often experience an increase student engagement (Fredricks,
Blumenfeld, and Paris, 2004). Depending on teaching methods anddearn
activities, educators have the ability to increase or decrease student engagement in
their classroom. Skinner, Wellborn, & Conn
support and involvement plays a crucial role in enhancing student engagement in
school (Shocco, 2009).

Behavioral engagement includes both academic and nonacademic school

behavior, and research indicates that it has a significant impact on academic
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achievement (Sbrocco, 2009). Following the rules in the classroom and
demonstrating behaviorsatdo not disrupt the learning environment are
indicators of behavioral engagement (Finn, 1993; Finn, Pannozzo, & Voelkl,
1995; Finn & Rock, 1997). Another indicator of behavioral engagement is a
student6s involvement | nSbtotce(20®8i |y routi ne
explained behavioral engagement may be observed in the effort students display
during class, the amount and depth of questions asked, as well as their
concentration on various learning activities (Finn et al., 1995; Skinner & Belmont,
1993).Research shows that positive behaviors such as completing homework and
complying with school rules indicate behavioral engagement (Finn et al. 1995;
Sbrocco, 2009).

Cognitive engagement is dependent on the commitment that a student
invests in the learng process (Fredericks, Blumenfeld, & Paris, 2004). Students
who demonstrate a commitment to learning attain higher grades and test scores
and are less likely to be disruptive, truant, or drop out (Klem & Connell, 2004).
Newmann, Secada, & Wehlage (1998jide engagement in academic work as
Astudentds psychol ogical invest ment in and
understanding, mastering the knowledge, skills, or crafts that the academic work
is intended to promoted (gationsloRatask St udent s
and seek academic challenges display high levels of cognitive engagement
(Connell & Wellborn, 1991). Students are cognitively engaged when they use

metacognition, when they can think about their thinking in an effort to assess
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their leaning and decisiommaking as it relates to an educational experience
(Zimmerman, 1990).

Emotional engagement encompasses student actions and emotions related
to their classrooms and school. Positive school identification is an integral
characteristic of motional engagement (Finn, 1989; Voelkl, 1997). Sbrocco
(2009) indicated boredom, sadness, and anxiety are a few of the indicators of
emotional engagement (Connell & Wellborn, 1991, Skinner & Belmont, 1993),
while feelings related to school safety and atadness with peers and staff also
demonstrate a studentds | evel of emotional
measuring emotional engagement is the difficulty to focus on one of multiple
academic factors that impact the educational experience (FredelickserBeld,

& Paris 2004).

Developmentally Appropriate Schools, Teacher Support, and

Disengagement

Standardized tests are the most expedient measure of academic
achievement, anbNCLBIis an example of the increased use of national standards
and high stakeassessments has transformed the educational landscape (SIFEP,
2006). TheNCLBlI egi sl ati ondés goal is for every <chi
withstanding) in the nation to attain proficiency in math, science and reading by
2014 (U.S. Department of Hdation, 2001). However, research indicates that
implementation of high stakes testing proves to be an insufficient academic

intervention unless students are motivated to do their best (Melaville, Berg, &
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Blank, 2005). A growing body of research expldfesimpact of engagement on
student achievement, with data consistently indicating that increased engagement
enhances student academic attainment. The act of learning requires an individual
student to be conscious and purposeful in the learning prddéassr(al Research
Council and Institute of Medicine, 2003), and classes that allow students to
explore answers to their own questions demonstrate higher student achievement
(Bransford, Brown, and Cocking 199%)ince the Dewey (1938) era, several
learningtheorists have discussed the significance of engaging students in
authentic or realvorld experiences that allow for dialogue, taking action, and
reflection. (Kolb, 1984; Rogers, 1969)eacher behavior and attitude, school
climate and removal of racisthefs in a school all have a positive impact on
student achievement (Finn, 1993; Marks, 2000, Ogbu, 2003). Since engagement
depends on an individual student and their educational situation (classroom,
teacher, school, etc.), adjustments in a school emviemt may impact
engagement level (Connell, 1990; Finn & Rock, 1997; Fredricks, Blumenfeld, and
Paris, 2004).

Developmentally Appropriate School Model (DASM) at the Middle

Level

The middle school level is a unique and challenging time for students.
The £minalTurning Points 2000utlines a Developmentally Appropriate School
Model (DASM) for 1814 yearolds, as well as provides recommendations for

increasing student engagement and academic achievement (Jackson & Davis,
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2000). Teacher support is defineddby t eacher 6s abil ity to
curriculum and instruction in addition to cultivating a classroom environment in
which students interact appropriately with their teacher and with each other. The
last segment analyzes the particular issues fagéthiok students in an
educational setting. Jonathan Ogbu (1978) focused on the societal and school
forces, as well as community and individlelel forces that impact the academic
achievement of minority students in the U.S. In addition, the academic
achievement of black students may be affected by the stereotype threat resulting
from oppressive and widely perceived negative stereotypes (Jencks & Phillips,
1998; Ryan & Ryan, 2005; Steele & Aronson, 1995). Each of these concepts will
be explained irdepthin the following paragraphs.

Dr. Sbrocco (2009) explained the Carnegie Council on Adolescent
Development defines the time period of 1® 14 years of age for adolescents as
a period of physical, intellectual, and social development (Carnegie Council on
Adolescent Development, 1989). Before middle level education evolved, students
matriculated from elementary schools to junior highs to high schools. The junior
high school was essentially a mimigh school, and the lessipportive
environment has beemked to a decrease in student ssfeem, academic self
esteem as well as a decline in school identification (Jackson & Davis, 2000).
Middle schools are usually arranged into teams of teachers and students, and are
able to create conditions that fosterdent engagement via interdisciplinary

projects, service learning opportunities, and a balanced curriculum (Lee & Smith,
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1993). Dr. Sbrocco (2009) found when students feel as if their voice is both heard
and respected, their engagement tends to increasella(Marks, 2000). Student
council, athletics, school band, choir, musical, after school study table and any
number of intramural clubs are all examples of how middle schools create
opportunities for students to identify with their school. Studies Bawe/n that
students who feel they have adult advocates in the building that care about their
well-being and hold them accountable for their academic achievement,
engagement will increase (Yair, 2000). One way schools can increase student
engagement is tagtontinue tracking of students into high and low classes.

A teacher plays a vital role in the creation and cultivation of a positive
school climate. Research has shown that teachers are the most crucial factor in
terms of influencing achievement of thetudents (Hammond & Young, 2002).
Approximately seven percent of the difference in student test scores can be
attributed to the differences in teachers (Rivkin, Hanushek, & Kain, 2005). The
impact of teachers on student achievement indicates thaifeeteaching
methods and student activities that lead to substantial gains in student
achievement. Beyond teaching methods and assessment, the significance of a
positive connection with an adult in the building is a crucial factor in student
success.

Teader support can be defined as academic or interpersonal support for
students (Fredricks, Blumenfeld, Paris, 2004). Classroom structure is observed in

the rules and procedures utilized by each individual teacher in their classroom. An

67



example of classroontrsicture is the clarity of teacher expectations, the ability to
communicate those expectations to students, and thelefeled consequences
for students if they do not comply with those expectations (Connell, 1990).
Authentic pedagogy refers to a typemdtructional planning and assessment used
by a teacher. Finally, students at the middle level are at a crossroads in their
academic, social and behavioral development. Middle School students have
unique needs as compared to elementary and high s¢hdehss.

Teacher Support and Classroom Structure

Though teacher support has been shown to impact student academic
engagement at all levels, most assume the influence wanes in secondary schools.
Students tend to spend less time with each individual éeactthe middle and
high school level as compared to their time spent with elementary teachers. The
middle level model calls for more interpersonal support for students (Jackson &
Davis, 2000). Many schools that have had success in closing the achiegamen
have placed an emphasis on teachers creating substantive connections. These
connections between staff and students occur via advisory programs, personalized
education plans for each student that takes into account their academic strengths
and weaknsses, and by cultivating an environment safe for learning, inclusive of
trust, respect, and encouragement (McNulty & Quaglia, 2006). Dr. Sbrocco found
that a strong relationship has been found between the initial behavioral
engagement of a student and tesulting positive relationship with a teacher

(Ladd, 1999). Emotional engagement has also been found to be positively
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associated with teacher support (Skinner & Belmont, 1993), while students are
more likely to remain in school if they feel they haverargg relationship with an
adult advocate (Wehlage et al., 1989). The positive effects of strong relationships
between students and their teachers cannot be underestimated, especially when
one considers the consequences of high school dropouts on sdtiety.
economic stratification in our society will only intensify when one considers that
over 55% of minority students fail to graduate high school (Orfield, 2009).

Teacher support is not simply being nice to students. By providing a rich
and rigorous curridum in which students are challenged to develop solutions and
to ask questions, teachers will experience fewer disruptions and more engaged
students (Newmann, et al., 1995). Fredericks, Blumenfeld, & Paris (2004)
observed that engagement increases in lmisichool classrooms where teachers
create an atmosphere that emphasized academic challenge and student
understanding of classroom content. Dr. Sbrocco (2009) discovered that the
teachers who had high academic expectations for their students and who
suppoted students to create and defend their own opinions also experienced
higher student engagement (Stipek, 2002).

Authentic Pedagogy

Authentic pedagogy challenges students to participate in intellectual
accomplishments that are significant and connectduktoetal world (Newmann,
Secada, & Wehlage, 1995). Wehlage et al., (1989) identify that student

participation in authentic tasks will be more likely to motivate students to work
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hard in academics and therefore be more engaged. Students who are not mired in
low-level and menial academic tasks, and instead are challenged to confront real
world issues, demonstrate a positive attitude towards school (Newmann, Secada,
& Wehlage, 1995). Dr. Sbrocco (2009) revealed that middle school students who
participate in athentic learning activities are likely to be more engaged in school,
however, authentic learning opportunities are limited in U.S. secondary schools
(Louis & Marks, 1998).

Aut hentic academic achievement is defin
knowledge,disi pl i ned i nquiry, and value of | earn
(Sbrocco, 2009, p. 50). When a student actively builds their own knowledge, they
are challenged to produce original expressions of knowledge, rather than
regurgitating the thoughts and ideas ofrtieacher or textbook (Sbrocco, 2009).

Disciplined inquiry requires students to consider what they already know and to

begin to create connections between their prior knowledge and the new content

they interact with. As Tony Wagner (2008) describeBhirGlobal Achievement

Gap fiwe need to approach problems and chall
knower. We need to be curious versus think
solution doesné6ét solve tomorrowbs probl emo
that when students share their construction of knowledge with people who are not

their classmates or teacher, motivation surges and students are more apt to

experience value beyond school (Wagner, 2008; Newmann, Secada, & Wehlage,

1995; Jackson & Davis, 20D
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Authentic instruction is vitally important in the effort to close the
achievement gap as the use of authentic pedagogy produces student achievement
at high levels, regardless of student background (Newmann et al., 1996). Dr.
Sbrocco (2009) discoverdlat engagement levels (behavioral, emotional, and
cognitive) are increased for students who have teachers who utilize authentic
pedagogy (Fredricks, Blumenfeld, & Paris, 2004). Authentic pedagogy strives to
shift the emphasis of schools from simply leagifacts to striving for deep
understanding of issues and using an inquiry based protocol to increase
knowl edge. I f students believe their work
worl do issues, they will becoiles more engag
(Marks, 2000).

Disengagement

Students who are not engaged in their education often earn lower grades
and test scores, are absent more often, and dropout from school more often than
students who are engaged. Minority students usually fare worséhiia white
counterparts, evidenced by higher dropout rates, lower grades, not completing as
many years of school, and by not taking as many advanced placement classes
(Gay, 1989; Shapiro, Loeb, & Bowermaster, 1993). Researchers have found
overwhelming gidence that racial minorities in U.S. schools are victimized by
negative stereotypes and diminished expectations regarding their academic
ability, and do not perform to the best of their ability as a result (Birenbaum &

Kraemer, 1995). By 2001, minorisgudents represented the majority of public
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school students in 23 of 25 of the largest cities in the U.S (Landsman, 2001). The
concentration of minority students in our largest public school systems, and the
attenuating issues regarding student engagemayt be exacerbated by the
dearth of minority teachers, administrators and support staff in many U.S.
schools.

Since theBrown v. Board of Educatiogiecision in 1954, the majority of
U.S. teachers, administrators, and support staff have been whiteneatols
that primarily serve minority students (Landsman, 2001). According to one study
in 2005, 85% of teachers in the U.S. were white (Feistritzer & Haar, 2005). Gary
Landsman (1992) predicted the percentage of minority teachers would actually
declire over the next few decades as college educated people of color would
choose professions other than teaching. The decline in minority teachers will
occur simultaneously with the unprecedented demographic shift of minority
students emerging as the majpwof students in the U.S. (Parker, 2003).

The preponderance of white teachers in U.S. schools often view minority

students as fAforeigno to the school envi
minority students to be. mmangschool&k e whi t eso

students believe that Awhite is righto,

of minority students. Studies have shown that perceived racism leads to the
creation of an oppositional cul ture.
students eschew the white dominant culture often present in educational settings

has been debated for the past two decades. Dr. Sbrocco (2009) described the
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oppositional culture theory that students who try their best in school and who
demonstrate academmi achi evement are facting whiteo (
Ogbu based his hypothesis on his analysis of 5,000 black students in the affluent
Cleveland suburb of Shaker Heights, OH. Ogbu found that even though black
students understood what was neededitorea A6 s i n school and coul
explain the effort necessary to earn high grades, most black students nonetheless
earned sulpar grades (Fordham & Ogbu, 1986). Ogbu was also surprised to
learn black students often failed to recognize the role mad#igir own homes,
as their parents were often working two and three jobs to provide for their
children. Black students instead focused on entertainers, specifically rappers, as
their role models; role models who did not seem to reinforce the impodénce
education (Fordham & Ogbu, 1986). Even black students whose parents were
doctors or lawyers struggled in the Shaker Heights educational system, and many
of them were unable to correlate educational success with job opportunities in the
future (Fordhan& Ogbu, 1986). Dr. Sbrocco (2009) explained that Ogbu
discovered the same phenomenon many other researchers have found; black
students often view academic success as incompatible with black identity
(Steinberg, 1996; Jencks & Phillips, 1998; Peteiisenis & Bratton, 2004).
Ogbu also found similarities in the educational attitudes of both black
parents and black students with lstatus minorities in other nations he had
studied as an anthropol ogi st. Ogbu (1978)

in a particular society accept an oppositional culture in which the dominant
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cultureds educational goal s are resis

ancestors experienced the evils of slavery would represent involuntary

immigrants, and they are foundguoffer in much the same way minority cultures

are oppressed in nations abroad (Ogbu, 1978). Black students who do well

academically experience fnachievement

achievement is out of the ordinary for black students (Fondh@gbu, 1986).

As Professor Fordham offered in a 2002 interview with Felicia Lee di¢he

York Timeg 2002), dAblack kids dondét get val

when they exceed academic expectation
Sbrocco (2009) described the conundtsly: Black students find

themselves in an educational vortex i

ignore their cultural identity, or they can reject academics in an attempt for social

acceptance from their black peers (Ogbu, 1985). ThigisdHuctive choice

affects both academics and seléntification. One vestige of the pattern of

discrimination against black students in U.S. schools is revealed in the propensity

of black students to believe they have inferior thinking skills (Fordham &Qgb

1986). If a black student attempts to do their best in school, they are seen as

emulating their white oppressors (Ogbu, 1994). Black students may also

unwittingly exert peer pressure on fellow black students, as those who are trying

theirbestinschodr e fiacting whiteo (Fordham &
Stereotype threat is also a threat to the success of minority students

(Sbrocco, 2009) . Negative stereotypes
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achievement (Jencks & Phillips, 1998). The stereotype thredinedas being
placed in a situation where a stereotype about your group could apply (Steele,
1997). Black students operate in an environment in which negative stereotypes
related to academic ability has a corrosive impact on their confidence. A few of
the stereotypes are that black students may be on campus only as a result of
Affirmative Action, or that the blackvhite achievement gap will affect their
achievement, or the relatively miniscule representation of black students on
campuses reflects the @fligence levels of blacks. Dr. Sbrocco (2009)
summarized research that revealed the stereotype threat most often affects
academically successful blacks (Jencks & Phillips, 1998; Ryan & Ryan, 2005)
because getting a low score on a test will confirm threstgpe that all black
people are deficient in innate intelligence (Jencks & Phillips, 1998; Steele &
Aronson, 1995; Steele, 1999).

Stanford Psychology Professor Claude St
stereotype threat experienced by blacks. Steele ehssetion of the rigorous
verbal section from the Graduate Record Examination (GRE) because he knew it
would cause frustration in his undergraduate students. If black students were told
the test measured diagnostic ability, they would be under sterabtga¢ when
they took the test because they believed their personal intelligence was to be
measured (Steele, 1997). White students may have personal issues with
standardized tests (e.g., test anxiety), but since they are not at risk of confirming

negativestereotypes about their entire race, they do not face the added pressure
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experienced by black students. When students were told the test was a
measurement of their intelligence, white student performance was unaffected,
while black student performance gped precipitously (Sbrocco, 2009). A
second group of students took the same test, albeit with different instructions.
The instructions for the second group conveyed that the test did not measure their
intelligence, rather that the test would help stusielevelop their problem solving
ability. Black and white students performed the same on the second test because
the stereotype threat was removed (Steele & Aronson, 1995). The advent of
disaggregated scores fdCLBlegislated tests presents an addeéday
stereotype threat. If black students are aware of the-blaitk achievement gap
shown in every stateds standardized tests
feel increased pressure to perform when they take the state tests.

Oppositional PeerCulture and Stereotype Threat

Though research directly connecting oppositional culture and stereotype
threat with middldevel students is rare, a few studies have discovered a link
(Sbrocco, 2009). Similar to the stereotype threat research at Statidids have
shown black middle school students also face diminished scores if they believe
the tests evaluate their innate intelligence (McKown & Weinstein, 2003). Dr.
Sbrocco (2009) indicated Middle school students are also able to understand
racial steeotypes, and research shows black students confront negative academic
stereotypes more often than white students (McKown & Weinstein, 2003).

Jackson and Davis (2000) found identification development is a crucial
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development for adolescents as they leagir tioles in their social groups as well
as adopt their morals and values.

Dr. Sbrocco (2009) explained that black students often disidentify with
school in an effort to preserve their identity (Steele, 1992; Jencks & Phillips,
1998, Steele & Aronson, 99; Osborne, 1995; Osborne, 1997). Disidentification
by black students represents the tenuous connection betweesteelih and
academic achievement (Steele, 1992). Dr. Sbrocco (2009) explained the
counterintuitive situation in many schools; though blsttidents often earn lower
grades in classes and on standardized tests, they report higher levels of self
esteem than white students (Osborne, 1995; Rosenberg, Schooler, Shoenback &
Rosenberg, 1995). Steele, et al, were cited in the Sbrocco (2009) rdsezaoke
Athe negative cycle is perpetuated in scho
their school in an attempt to retain or even enhance theieself eemo (p. 55) .
Multiple studies have found a strong correlation between school identification and
academic engagement, and resultant success in school (Finn, 1989; Steele, 1992;
Voelkl, 1997). The stereotype threat evidenced by the Stanford experiments
reveals a loathsome psychological struggle for black students. Convinced they
lack innate academic aity, or have diminished intelligence, black students may
become anxious on tests because they desperately want to avoid confirming the
prevailing negative stereotypes (Steeele & Aronson, 1998). Faced with the
stereotype threat for years, some black sttederay disidentify with school and

their educational environment (Sbrocco, 2009).
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National and Local Integration Plans

One solution to closing the achievement gap may be voluntary
desegregation efforts. The Choice is Yours (TCIY) Program involves ssudent
Minneapolis and nine participating western suburban school districts. The
positive academic achievement of participating students, as well as overwhelming
satisfaction evidenced by parent surveys (Aspen Associates, 2009), indicate The
Choice is Yourd’rogram holds promise in the quest to integrate hgpgregated
schools in Minneapolis, MN. Families residing in Minneapolis are provided
school choice with a reduction of traditional barriers (e.g., free transportation for
participating students, fangiinformation centers, etc.). The following
paragraphs will provide an overview of major national voluntary desegregation
plans, explain the genesis of The Choice is Yours Program, and provide data
relevant to the evaluation of The Choice is Yours Program

Open Enrollment and Voluntary Desegregation Programs

Open enroliment intedistrict choice plans reflect the recent trend of
framing solutions in market terms, and fierce competition results between school
districts as they try to attract students arertaccompanying state funds (Holme
& Wells, 2008).

Lack of transportation reimbursements for participating families,
especially lowincome families, affects involvement in open enrollment programs.
Suburban school districts determine the number oksitisdhey will accept, and

with little administrative oversight and lower per pupil funding allocation in many
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states, there is a disincentive for suburban schools to accept students via open
enrollment programs (Holme & Wells, 2008). As a result, opeollement
programs have not substantially benefitted what William Julius Wilson (2006)
terms Athe truly disadvantagedo (Hol me & W
220 program, when compared to the Wisconsin open enroliment program,
demonstrates the extrendifference in racial involvement in the two initiatives.
In the Chapter 220 program, 72% of the participating students are black, while
85% of the Wisconsin open enrollment program participants were white in the
200102 school year (Holme & Wells, 2008furthermore, 63% of the white
students came from Milwaukee Public Schools, which only had an overall 18%
white enrollment (Holme & Wells, 2008). The Wisconsin open enrollment
program was actually decreasing diversity in Milwaukee and the suburbs.

Int erdistrict Voluntary Desegregation Plans

The significance of voluntary desegregation programs increased after the
Supr e me P&enmts Inviblged in Community Schools v. Seattle School
District (2007) decision. The majority opinion decreed race coulth@oised as
the sole factor in school desegregation plans. Nearly every state now has an open
enrollment school choice plan. Another option to increase diversity in school
districts is interdistrict voluntary desegregation plans. The following paragraph
will outline studies regarding parent understanding of NCLB legislated options as
well as explain the strengths and weaknesses of open enrollment school choice

plans and interdistrict voluntary desegregation plans.
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NCLB legislation includes a progressiget of penalties if public schools
do not meet adequate yearly progress for all segments of their student body;
however, the reality is that many parents
responsibility to provide tutoring or transportation to a-fesling school (Snell,
2004). A 2004 Harvard study of ten school districts found only three percent of
students in a failing school requested a transfer to a school that was making
adequate yearly progress (Snell, 2004). In Buffalo, NY, 75% of parents of
ss udents in failing schools were oblivious
to students because they had not met adequate yearly progress (AYP) for two or
more years. Once parents were aware of their option for their children to transfer
to a nonfailing school, 92% indicated they would like to utilize the transfer
option (Snell, 2004). Clotfelterdos (2004)
district has one or more failing schools, the less likely that the district will have
many nonfailing schals. The burden often falls on parents and students to
research school options, to arrange transportation, and to make arrangements for
school transfers (Holme & Wells, 2008).

The goal of an Interdistrict Desegregation Plan is to achieve racial and
socioeonomic status diversity in both suburban and urban schools (Holme &
Wells, 2008). Factors that affect the success of interdistrict desegregation plans
include free transportation, administrative assistance for families who are
transferring schools, progms that assist urban school districts (e.g., magnet

schools), as well as continued support and oversight from the state (Holme &
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Wells, 2008). There are eight major voluntary interdistrict desegregation plans in
the U.S. The St. Louis integration plawvatves more than 14,000 students.
Holme & Wells (2008) maintain there are two significant reasons that explain the
success of the St. Louis program: strong guidelines for participation and a
financial commitment in the form of $8,000 in per pupil fundifgeivogel
(2002) believes the St. Louis transfer plan meets the goals of NCLB and could
serve as a template for present and future voluntary desegregation plans. The St.
Louis interdistrict transferplamnper mi t s parents ofochildren i
send their children to more successful public schools. And it reconstitutes failing
schools with new principals and educationa
the | ast centuryods great educational exper
example ofthisent ur yés educational reform model,
the rest of the nationo (Freivogel, 2002,
Despite the fact that most of the interdistrict desegregation plans were
borne of a court case, a number of positive outcomes are assodgtatéiese
plans. Transfer students have experienced greater academic achievement,
matriculation to college is increased for transfer students, and evidence exists that
racial attitudes were improved as a result of these integration programs, especially
for participating transfer students (Holme & Wells, 2008).
The Choice is Yours (TCIY) Program
The diversity of Minneapolis Public School (MPS) students has shifted

dramatically over the past 50 years, mirroring the trend of many of the urban
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centers irthe U.S. In 1964, black students made up only 6.2% of Minneapolis
Public School (MPS) enroliment (Reinhara®04). By the 20089 school year,
black students comprised 39.2% of MPS students (MPS, 2008). Though the
emergence of black students as thedargacial group in MPS is a recent
development, the existence of racially isolated schools within the district is not.
A Federal Court decided in the 19BBokeretal. v. SpecialSchoolDistrict No. 1
case that Minneapolis schools were unlawfully eggted. U.S. District Court
Judge Earl Larson decreed Minneapolis schools had "intentionally and
deliberately" kept students segregated within district schools (Boyd & Hopkins,
2008). In 1973, the state of Minnesota adopted a statewide desegregation rule
with the intent to integrate schools across the state.

The desegregation rule proved ineffective, especially in Minneapolis.
Minorities made up 13% of the population in Minneapolis in 1980. By 1990,
minorities comprised 22% of Minneapolis citizenry.the same tewyear period,
people living in poverty increased from 14% to 19% (UWH3J.D.,2006). The
suburbs had a 2% racial minority population in 1980, and minority presence in the
suburbs doubled to 4% by 1990. Meanwhile, the poverty rate in thebsubu
hovered at 5% duH.W.m,g00&).hMPS anfl Beltbsringl U. S.
suburban schools continued to diverge in diversity, poverty level and in
educational opportunities available to students.

Demographic changes in MA®S®5tecel erated

poverty level of MPS students soared to 55%, and approximately 66% were
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minorities Minneapolis Branch of NAACP v. State of Minnest@95). MPS
made a controversial decision in 1995 to create neighborhood (or community)
schools. MPS studeswvould now go to schools that were closer to their homes,
and the move was approved by nearly 66% of MPS parents (Hotakainen, 1995).
However, Myron Orfield of the University o
Poverty, along with the Minneapolis NAACP atié Urban League, decried the
MPS decision to institute community schools (Orfield, 1997). Though Minnesota
schools were bound by the state desegregat
population within 15% of the overall district minority populati®1PS was
allowed to ignore this rule as neighborhood schools were implemented (MN
Department of Children, Families & Learning, 1998). Furthermore, the MPS
school board had a goal that no school would achieve fsgggegation by
ensuring no school wouklrpass 70% of any one racial group (MPS, 1995).
This rule was also overlooked, and hypgegregated schools would proliferate in
MPS as a result.
The Minneapolis NAACP filed a lawsuit in late 1995 against the state of
Minnesota, arguing that MPS studemiere not receiving an adequate education.
The NAACPO6s |l awsuit all egedincorhee hi gh | evel
students in MSP diminished their educational experience as compared to suburban
students. The Minnesota Constitution requires the legislatu t o fAest abl i sh a
general andiniformsystemof publics c hool f or all studentso (M

StateConstitution Article XlII). The tactic of utilizing state constitutional law to
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argue for equitable educational opportunities for all students was ficsssially
utilized by plaintiffsinthes h e f f  v(1989Dcage €Oirfield, 2005). Using the
Minnesota Constitution as the foundation for their argument, the NAACP
produced desultory statistics that demonstrated MPS students lagging behind their
suburlan peers in graduation rates, standardized test scores, and matriculation to
college NAACP v. Minnesotal995). In 1998, the NAACP filed théong et al
v. State of MinnesotaThe numerous plaintiffs represented the growing
dissatisfaction with the lined educational opportunities of MPS (Orfield et al,
2007). The lawsuit was settled in 2000, and there were several specific outcomes.
The Choice is Yours (TCIY) Program is one outcome of the lawsuit
settlement from thBIAACP v. State of Minnesotase. The NAACP contended
that Minneapolis magnet schools and the schools in the suburbs were far superior
to the schools located in poor Minneapolis neighborhoods. The TCIY Program
offers school choice to all Minneapolis students who qualify for free and reéduce
price lunch. As a result of the lawsuit settlement, eligible parents were offered
both inter and intradistrict options for their students (Aspen Associates, 2009).
Impoverished families, defined as a family of four that less than $35,798 a year,
may @t for interdistrict transfers to desirable magnet schools within the
Minneapolis school district, or they may select an intradistrict transfer to one of
the participating western suburban school districts. Per the lawsuit settlement, the
suburban choicechool districts offered a minimum of 500 seats in the first year

(20021:2002), and increased the allotment of 500 seats per year for an additional
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three years for total of 2000 seats by 2084(Settlement Agreement, 2000).
Following the 200405 school yar, the participating districts agreed to continue
the voluntary desegregation effort. A crucial facet of the TCIY Program is free
transportation. Participating students are given free transportation via bus or taxi,
regardless of the western suburbarostidistrict or Minneapolis magnet school
they choose to attend. The West Metropolitan Education Program (WMEP) was
also formed to assist with staff development for MSP and the western suburban
districts, and two Fine Arts Interdisciplinary Resource (FAdBhools were

created for suburban students who wished to attend school in Minneapolis or
Crystal (Aspen Associates, 2009). For the purposes of this paper, the Choice is
Yours (TCIY) program will exclusively refer to the western suburban choice
program.

By many measures, the TCIY program has been a success. Liz Palmer
(2003) revealed in her twyear evaluation of TCIY that of the major voluntary
desegregation efforts in the U.S., TCIY was found to be the best of nine programs
(Orfield, 2006). Participatimhas increased from 472 students in the inaugural
200102 school year to approximately 2100 students in the-BOG&hool year
(MPS, 2009). The more than fefald increase in student participation is coupled
with high approval ratings from parents aZll¥ students (Aspen Associates,

2009). In a 20008 survey, 96% of parents indicated they would recommend the
TCIY Program to their friends (Aspen Associates, 2009). This level of parent

satisfaction is consistent with previous survey data (Orfield, 200Bough their
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children are subjected to extended bus rides as well as the prospect of
experiencing racism in schools, parents overwhelmingly approve of the TCIY
program (Orfield, 2005). Nearly 66% of students returned to the suburban choice
school eaclyear through the programs first seven years (Aspen Associates,
2009). Though students involved in other desegregation programs have been
targets of hostility, TCIY students and parents report satisfaction with the racial
climate of the western suburbarhsols (Orfield, 2006).

The research on the impact of TCIY on student achievement is mixed. In
the first four years at the pilot stage (26805), TCIY students outperformed
their nonparticipating peers who remained in Minneapolis (Orfield, 2006).
Between 2005 and 2008, students who attend schools in the western suburbs have
continued to demonstrate academic gains over thetpaditipating peers who
remained in Minneapolis schools (Aspen Associates, 2009). Students in the
TCIY program outperformetheir nonparticipating peers in 200d5 and 2007
08. In 200506, TCIY students were outperformed by their 4pamticipating
peers, and in 20087, the academic achievement of TCIY students and non
participating peers were virtually the same (Aspen Asses, 2009). One
limitation to the evaluation of academic performance in the TCIY program is
student mobility. Though the TCIY student participation has increased each year,
there are different TCIY students from year to year as 33% do not returrirto the

same school (Aspen Associates, 2009). Though students who qualify for free and
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reduced price lunch can still be compared, the same cohort of TCIY students does
not exist from year to year.

One intended goal of the TCIY program is to increase integrat the
western suburban schools through voluntary desegregation methods. The
majority of students participating in the TCIY program live in two mostly black
zip codes in north Minneapolis, and their exodus to western suburban schools has
diversified he schools the Minneapolis students attend (Aspen Associates, 2009).

Summary

This chapter has reviewed the evolution of the achievement gap in U.S.
schools. The historical record of the legislative policies and judicial decisions
related to efforts of olsing the achievement gap spanned three centuries. Studies
have found student engagement has a positive correlation in terms of increasing
school identification and achievement.

Researchers have focused on what middle level schools and their teachers
are dle to control as they look to enhance student engagement, positive school
culture, and authentic curriculum and instruction. Oppositional culture, stereotype
threat, and disidentification all contribute to disengagement of minority students
in their acadmic environments. Finally, open enrollment policies and voluntary
desegregation programs, notably Minneapol:

were assessed in terms of their goals, organization, and results.
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Chapter Three

Research Methods

The overarchingurpose of this research is to analyze the relationship between
the achievement of'8grade students and their behavioral, cognitive, and emotional
engagement. Eacl'§rade student in Wakta was invited to participate in an online
survey regarding the8" grade experience in one of the three district middle schools.
The responses of each student were matched with demographic and academic
achievement data (e.g., MCA and MAP scores). A quantitative analysis of the data
provided an answer to the questiaf whether increased engagement leads to a decrease
in achievement gaps between groups of students.

There are five sections in this chapter. Section one details the rationale for the
research design for this study. Section two describes each ofébedsearch sites
involved in this study, as well as an overall description of the Wakta School District.
Section three provides information about the sampling frame of this study. The survey
instrument is discussed in section four. Section five de=chbth data collection and
data analysis utilized in this study. Finally, section six details the limitations experienced
in this research.

Rationale for the Research Design

Postpositivist theory guided this research projécpostpositivist researcher
Afassumes a | earning role rather than a tes
administrators and teachers are viscerally aware of an academic achievement gap

between groups of students (e.g., black and white students) in Wakta, there is not a
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consensusro t he reasons Awhyo the gap persists,
achievement. The intent of this study is to determine if engagement does indeed have an
impact of narrowing the academic achievement gap between groups of students.
Researcherswhoemplay post positivist approach view t
conduct researcamongother people, learningith them, rather than conducting
researclont hemo ( Wol cott, 1990, p 19).

Postpositivist research is often exploratory, and explanations for problems
Asometi mes hav gqHammerskey 2000, p466). \Studestsiwiho
participate in this study were provided an opportunity to include their comments
regarding the reasons they feel they are engaged (or disengaged) in their edTicetion
researchd Apostpositivism in nature because it
collected that wileithers upport or di sprove the theoryo
Renee Sbrocco conducted the exact same study in Bloomfield, MN in 2007, and her
researchievealed a positive and significant correlation between increased engagement
and increased academic achievement for black students (Sbrocco, 2009).

A postpositivism orientation lends itself to a variety of specific types of
methodology, including both @litative and quantitative, as long as the purpose is to
look for regular and predictable associations among subjective phenomena (in this case,
attitudes/subjective experiences and achievement). Ryan et al outlined the benefits of a
guantitative study i2006. According to Ryan et al, quantitative studies:

provide a broad familiarity with cases;

examine patterns across many cases;

show that a problem is numerically significant;

provide readily available and unambiguous information.

= =4 =4 -4
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This study wagross-sectional, as students were assessed at a single point in time
(Sbrocco, 2009) Additionally, this study was correlational. Researchers utilize
correlational studies to address the relationship of one variable when another variable
changes (Thomas, 200®ne advantage of using a correlational study is the use of
statistical techniques for calculating the degree of a relationship between two variables.
The major limitation of a correlational study is the input data. If a researcher collects
faulty datathe correlation is compromised (Thomas, 2003).

The Site

Wakta is an affluent and growing school district located in the suburbs of
Minneapolis, MN. Wakta Public Schools currently educate approximately 10,000
studentdrom several surrounding communitiepgxoximately 250 students enroll in
Wakta schools as part ®he Choice is Youngrogram, and hundreds of students attend
via other open enroliment optian&/akta Public Schools include seven elementary
schools (K5), three middle schools{® and one hig school (912). These 11 schools
employ 1,287 people, including 697 teachers (Wakta Fact Sheet12D10

In September 1997, Wakta transitioned to a school reorganization that would
include 9" graders for the first time in district history. The creatidm 912 high school
allowed Wakta to transition from a junior high model to a middle school model. Before
1997, there were two junior high schools (grad€3, MS #1 and MS #2. The
emergence of the-92 high school occurred simultaneously to thetawaaof three
middle schools that would serve sixth, seventh, and eighth graders. The three middle

schools were named Middle School #1 (AMS
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Mi ddl e School #3 (AMS #30). Thougla there a
schools in terms of student demographics and in the physical plant of each school (e.g.,

MS #3 is the former high school and has a$ige auditorium, a hockey rink, and a

sprawling campus, MS #1 School was constructed in 1951 sans air conditioniydhe
achievement results are similar when the schools are compared to each other.

In terms of student enroliment (grade8)p MS #3 serves 945 students, MS #2
has 758 students, and M$ grade cldssshas 371kthdersst u d e n
while MS #2 (256 eighth graders) and MS #1 (230 eighth graders) have noticeably
smaller § grade enroliments. MS #2 serves the highest percentage of black students
(12%), while MS #3 educates the most Asian students (14%). Hispanic students make up
4% ofthe MS #2 8 grade enrollment, while they comprise 2% of both MS #1 and MS
# 3 6"grad® student body. MS #2 is the only Title | middle school in the district, and it
has more than twice the number of students who qualify for free/reduced price lunch
(22%) than MS #1 (10%). MS #3 has 12% students that qualify for free/reduced price
l unch. Each "grade ddsehassatldast 4P dvisite Budents.

Appendix G includes the demographic information for each Wakta middle school.
Adequate YearlP r 0 g r e s s an(individagl states méasure of yearly progress
toward achieving state academic standardso
indicates if demographic groups, schools and the district are making AYP progress. Safe
Harbor (SH)occurs’ hen at | east a A10% reduction in
group) deemedtobengnr of i ci ent and makes i mprovement

(www2.ed.gov, 2004, p. 7).
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Sampling Frame

The sampling frame for this study included all 786 eighth gsaadents who
attended one of the three middle schools (MS #1, MS #2, or MS #3) in the Wakta Public
School District. This sampling frame is considered purposive for several reasons. Eighth
grade students are on the cusp of their high school experibaseheir perceptions of
their educational experience are highly valuable for teachers, parents, and administrators
whose charge is to create appropriate and engaging educational programming. Dr.
Sbrocco cited Merriamdés adiishbasepl annedthep
assumption that the investigator wants to discover, understand, and gain insight and
therefore must select a sample from which
researcher was able to obtain demographic and achievement datatfateaitsin the '8
grade cohort from the Wakta Teaching and Learning Department. Finally! gnad
cohort was chosen as several national engagement surveys (e.g., NAEP, NELS:88,
NHES, etc.) include responses frofi@ade students.

Data Collection Tools

Survey Instrument

This research is a replication of Dr. R
survey was used to collect data for this quantitative research. In the Sbrocco (2009) study,
an online survey was US e dpertevedavademicir e ei ght
engagement.

There are several national surveys that provided a template for this research. The

National Education Longitudinal Study of 1988 was taken by a nationally representative
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sample of & graders in the spring of 1988 (Sbrocpof6). These students subsequently
completed the NELS survey in 1990, 1992, 1994, and 2000. The NELS survey included
statements related to behavioral engagement, cognitive engagement, and emotional
engagement . Dr . Sbr occ abfsnsr dsnecd rucdhe dr eivsecahlo
and home experiences; educational resources and support; the role in education of their
parents and peers; neighborhood characteristics; educational and occupational
aspirationso (NELS, 2008) NELSSueveyalataatd r esear
buttress their engagement studies. Finn and Rock (1997) utilized NELS data to as they
analyzed behavioral engagement in school and the classroom (Sbrocco, 2009). In 1993,

Finn and Voelkl (1993) used NELS data to study overall scha@agament, behavioral
engagement, and emotional engagement. The survey utilized in this research includes
several questions from the NELS survey, specifically behavioral, cognitive, and

emotional engagement questions (Sbrocco, 2009). Appendix F incledas ey

guestions as well as the fepoint Likert (1932) scale utilized in this study.

Another national survey that provided information for this research was the
Educational Longitudinal Study (ELS) of 2002. The ELS survey focused on the
educational eperience of 10 graders that matriculated high school and moved on to
work or postsecondary options (ELS, 2008). The researcher found the ELS survey
included questions that could be adapted for an engagement survBygfaders. One
focus of the ELSwvey was an analysis of the correlation between academic
achievement (measured by test scores) and student recollections regarding their

educational experiencd.ee and Smith (1993, 1995) cited NELS data to support their
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finding that students in schoodsth more elements at community organization showed
higher engagement and greater gains in engagesaentime(Fredricks, Blumenfeld, &

Paris, 2004). Sbrocco (2009) used items from the both NELS and ELS as she created the
instrument that measured betwal, emotional, and cognitive engagement'bfjgade
students.

In addition to the NELS and ELS, the High School Survey on Student
Engagement 2005 (HSSSE) was used to help create the instrument for this study. The
HSSSE was developed by the Indiana Ursitg School of Education and has been
completed by nearly 300,000 students from high schools across 29 states. The survey is
intended to assess the extent to which high school students engage in educational
practices associated with high levels of leagramd development (HSSSE, 2008).

Although few studies have been completed on data collected on HSSSE, the survey
articulates all areas of engagement and was written using the current cannon of
knowledge on engagement, so items from it are included onldoenBeld instrument as
well.

Renee Sbrocco created a survey that fAme
how well teachers and schools utilize a developmentally appropriate school model and
authentic instructiono ( Sbcreatedtomsses?ddudeat) . S
perceptions regarding thei’grade experience as well as the real world implications of
their education. Sbrocco (2009) created these questions by utifizingng Points 2000
the seminal work of Jackson & Davigurning Pants 2000 (Jackson & Davis, 2000)

outlines a host nof recommendations for s C
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recommendations included Trurning Points 200@vere tailored to the middievel
experience (usually students in grade®) 6The researdr utilized the framework of
Turning Points 200@o create statements for the survey instrument. In the final survey,
fifteen of 83questions are specifically related to the developmentally appropriate school
model (Sbrocco, 2009).
Authentic Pedagogy wasfocus in this research. Fred Newmann et al (1995)
have found that authentic pedagogy is one way to engage students in their educational
environments. Wehlage (1989) found dApartic
students to work hard in academicsand t heref ore be more enga
Newmann, Secada, and Wehlage (1995) coined authentic pedagogy in their work, and
found the following aspects lead to increased student engagement:
1) Higher Order Thinking
2) Deep Knowledge
3) Substantive Conversah
4) Connections to the World Outside the Classroom
Dr. Sbrocco measured authentic instruction with statements that included the four

components outlined by Newmann et al. Students were asked to respond to five

authentic pedagogselated questionsonthssur v ey . Sample items in
| earning in my classes wil/ help me in the
classmates about the subject we are | earni

Students were also queried about their peroemf teacher support and school

climate. Teacher support of students has long been connected to increased engagement.
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In the study entitledRelationships Mattef 2 0 0 4 ) , Klem & Connel |l f ol
caring and supportive interpersonal relatiopshn school report more positive academic
attitudes and values, and more satisfactio
adol escents will be more successful i n sch
into regul ar c | &arecsor 2009)n Inithe suvay ingtrimemt, rstadentsS
indicated their level of agreement with fourteen statements related to teacher support. A

Likert Scale was used, and students had four choices for each statement: strongly agree,

agree, disagree, and sigly disagree. A few examples of teacher support statements

were, AMy teachers believe | can do well [
what | have to say. o0 Researchers have foun
climate and student achievee n t . Adel man & Taylor (2010)

have a beneficial impact on students and staff; a negative climate can be another barrier

to teaching and | ear ni ngéelaepquestbits)vere Sevent
includedinthesurge i nstrument . Examples included 0
achievement, 0 and ADiscipline rules at my

Survey research was used in this study for several reasons. First, surveys can be
administered confidentially and amseful for collecting information on sensitive matters.
Surveys also provide an efficient means to collect and analyze data. A summary of the

types of questions are listed in Table 3.1.
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Table 3.1Survey Instrument

Factors Sample Questions Number of
Questions

Behavioral Engagemer | participate in class discussions. 8

Emotional Engagemen: | like coming to my school. 10

Cognitive Engagement | like when | have to think really 14
hard about an academic problemr

Overall Engagement | have been sent toeloffice/quiet 8
room because | was misbehaving

Teacher Support When | work hard on schoolwork 14
my teachers praise my effort.

School Climate/Culture At my school students are 17
expected to do homework.

Authentic Pedagogy | 6 m requirey tob
classmates about the subject we
are learning during class.

Developmentally My teachers are preparing me to 15
Appropriate School be a lifelong learner.
Model

Source: Sbrocco (2009) survey



Potential Limitations of the Survey Instrument

A limitation of this study is generalizability. The use of a convenient sample
instead of a simple random sample of eighth grade students prevents the use of sampling
error statistics. Since the unit of analysis is limited to one district, the results mag/ not
generalizable to other public school districts. Another limitation of this study is the scope
of the study. The subjects of the study are exclusively Wakta eighth graders, and there
will not be an attempt to survey other eighth grade students framaiinnesota or the
United States (Sbrocco, 2009).

Renee Sbrocco (2009) was the first researcher of record to create a survey
instrument that merged student engagement (behavior, cognitive, and emotional), DASM,
teacher support, authentic pedagogy, atbsl climate questions. When using an
instrument that has only been wutilized onc
the validity and the reliability of the instrument has not been established when measuring
the perceptions of eightfrade studet s 6 ( Sbrocco, 2009). Nati ol
(NELS, ELS, HSSE) have proven to be both reliable and valid, and several questions on
this survey instrument were taken directly from these surveys. Another limitation is
multicollinearity between the type$ engagement found in previous research (Fredricks,
Blumenfeld, & Paris, 2004). This intercorrelation of variables is a severe threat to
validity as nApredictors are confounded due
2002).

Achievement Data
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Inaddii on to the data collected from the s
achievement data was collected for dligade students. Barbara Smith, the director of
Research and Evaluation for Wakta Public Schools, provided the demographic and
achievement datr each & grade student. The researcher requested and received
achievement data for the 786 students, includihigrade MAP math and reading scores,

7 grade MCAII math and reading scored” grade MAP math and reading scoréds, 8

grade MCAII reading scores, and"8grade MCAIIl math scores. Following the survey,

the achievement data will be linked with the demographic and survey responses for each
student. The MAP tests are created and administered by Northwest Evaluation
Association (NWEA). Tie NWEA website offers this summation:

Created by educators for educators, MAP assessments provide detailed,

actionable data about where each child is on their unique learning path. Because

student engagement is essential to any testing experience, NVWES with

educators to create test items that interest children and help to capture detail about

what they know and what theyore ready t

in the classroom to help every child, every day. (nwea.org)

The MAP alsoallws fischool s and the district to
aggregate student growth in | earning to na
MAP test fAdynamically adapgtheyt d ak esttlhekernted
2011). If a student answeagjuestion correctly, the test will automatically ratchet up the
rigor of the next question. If a student answers incorrectly, the MAP test will offer a
simpler item in the future.

The MCAII (Reading) and MCA | | ( Mat h) -refererced teshatr i t er i o
aligns with the state of Minnesotads curre

Minnesota, students in grade$ 3ake the MCAIIl in reading and the MCAIIl in math.
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A requirement of th&lo Child Left Behing2001) law is for each school district assess

and communicate the achievement level of all students. The analysis will reveal student
achievement in relation to district, state, and national standards. Another fii€&t Bfs

the Adequate Yearly Progress report. Students are dividedthritc, socioeconomic
status, | anguage, and speci al education ca
If one of the cells (there are 33 in all) is determined to be not making Adequate Yearly
Progress (AYP), the entire school is deemed tdadie making AYP. The AYP for

each category of students is based on averages of past performance of students in that
particular cell in that particular school and district. Once the MCA and MAP
achievement data was gathered, the data was merged witbntiographic information

for each student.

Mobility emerged as an issue in data collection. If a student moved into the
Wakta school district migear, achievement data may not have been on file. There were
other students who had achievement data onvhile had moved out of the district before
a student took the survey. Approximately a dozen students completed the survey, but did
not have the MCA or MAP achievement data available for analysis. Similar to Renee
Sbroccobds (2009) sdunvey sesponses and aimevesnentdatat hav e
recorded to be included in the research.

Overview of the Data Collection Process

The Survey

An online survey served as the data collection instrument. A pilot involving three

reading classes of"raders (72 studis overall) allowed the researcher to refine
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instructions, ensure vocabulary was appropriate for middle school students, as well as test
the online survey log in and passwords. THerade students participated in the pilot
study in December 2010, dag their reading class. The pilot survey revealed potentially
catastrophic programming errors. For example, every student in the second pilot class on
December 22, 2010, experienced a paralyzin
students were w@ble to complete their survey, to observe their responses, etc.
Consultation with Wakta Webmaster Francois Thompson allowed the researcher to locate
the issue and to set up a third pilot opportunity on January 21, 2011. This third pilot
session was a congie success in terms of student ability to access the survey, ability to
complete the survey, and ability of the researcher to analyze the results. Appendix A
includes student comments, student suggestions and subsequent revisions to the online
survey. Apendix B includes response data from the first pilot survey.

Approval from the Institutional Review Board (IRB) at the University of
Minnesota was secured on March 14, 2011. Upon receipt of IRB approval, the researcher
was able to commence data collentiThe data collection process will be described in
the remainder of this section.

Use of a Modified Tailored Design Method

Dr. Sbrocco col | ec anedineswekaser ysurveedatp ons e s
collection processo ( #&anr(2D@7roatlinesdive@l®mentsp. 7 5)
necessary to create an effective survey.

the foundation for bot h Dr. Sbroccobds and
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study satisfies four of the five elements dth A Tai | or ed Desi gn Met ho
Design Methodo calls for i mplementation of
1. aresponderfriendly questionnaire,
2. up to five contacts with the questionnaire recipient,

3. inclusion of stamped return envelopes,

SN

. personalized@respondence, and

5. atoken financial incentive that is sent with the survey request.

Upon analysis, this study satisfies fou
Design Method. 0o This research did snot nec
(#3) as the all communication was transported by student, staff member, or via email. As
Dr. Sbrocco (2009) states in her research, a researcher who institutes the above methods
of survey implementation should achieve good results.

The researcher sted to create a responddriendly questionnaire. The pilot
study with 7' grade students allowed the researcher to observe student completion of the
survey. Furthermore, the researcher was able to collect data related to ease of use,
vocabulary, and gaprehension of questions. A wbhsed survey was created with
Wakta Webmaster Francois Thompson, whose experience in survey creation and data
analysis aided the researcher throughout the data collection process. The final survey
included 90 questions. hbugh there were a substantial number of questions, the
efficiency of the survey resulted in an average completion time of 15 minutes. Students
were encouraged to share their views regarding their educational experience.

Furthermore, students were renmaddhat their identity would be protected. Responses

102



would not be released with identifying information attached. Eventually, 692/786 (88%)
Wakta 8" grade students completed the survey between March and June 2011. If
students were absent when theass took the survey, they were able to access the
engagement survey on each subsequent trip to the computer lab. A few students
completed the survey on the last days of school in June 2011.

The second of Dillmanédés iteaos call s for
respondento (Dillman, 2007). Mul ti ple con
necessary for this particular study. Students took the survey in school under the
supervision of their geography teacher. This study was approved by both the Wakta
Sdhool District and the University of Minnesota. Full parental consent was mandated for
student participation per the University o
Parents of each participant as well as each potential participant received several
informational reminders regarding participation in the study. Appendix D includes the
introductory information each student and family received.

Parents and guardians received a second, more thorough letter three weeks before
students were to take the aggment survey (see Appendix C). This parental consent
|l etter satisfied several of Dill mands tene
background information of the study, background information of the researcher, the
University of Nolicies,ehe pracediress ofrthe stiedy theerisks and
benefits of participation, confidentiality of the study, and contact information for both the
researcher and the advisor (Dillman 2007). The final point of contact involved the

student assent letter ppaendix E). Students were provided a brief overview of the study,
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an option to withdraw from the study at any time, and instructions on how to complete
the survey if they wished to participate.

Neither step 3 nor step 4 wadfullrealizecdnan 6 s
in this research project. Step 3 calls fo
(Dillman, 2007); however, all communication for this research required the participant to
transfer documents between"steprequicesa and t hei
researcher to include fdnat | east one person
(Dillman, 2007). In terms of introduction of the survey, the researcher relied on the
geography teachers to pass out materials, collect parental consestdaswer
guestions, and proctor the survey. Each geography teacher had a personalized connection
with students in their class, a connection a researcher would not be able to replicate for
the sampling frame of nearly 800 students. The results otitlieyswere confidential,
but not anonymous. Students used their wun
to log in to the survey. The use of the network folder information provided a level of
personalization in the survey process. Students weed@bdg in comfortably and
without perturbation (i.e., they did not need to utilize an unfamiliar username and
password), and the researcher was able to seamlessly merge survey response data with
demographic and achievement data.

Di | | mfastep of thébailored Design Method requires a token financial
incentive for survey participation. The researcher consulted with the geography teachers,
building principals, his Doctoral Advisor, and parents in creating an incentive that would

fit within the confinef the budget. The financial incentive was tied to the return of
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parental consent forms. There were six geography teachers involved in this study. Each
teacher would reward their class with the highest return percentage of parental consent
forms. The tass with the highest return percentage would hold a drawing for three $25
gift certificates.

Online Web Based Survey Limitations

Renee Shrocco detailed two limitations to online surveys outlined by Dillman
(2007) in her dissertation: participant accessaimputers and assumption that
participants are computéterate (Sbrocco, 2009, p 79). Access to computers was not a
' imitation in this particular study as the
geography class. The Internet connection and canpwtilability was assured, and
technical assistance was available if any questions were raised. Each middle school
employs a tech pro that was available to assist, the Wakta Webmaster provided his cell
phone to all geography teachers in case they experd technical difficulties, and the
geography teacher was present in the computer lab. Student participants had prior
experience with their network folder username and password. Each time students use a
computer in their middle school, they are requiit@ enter their username and password.
Temporary usernames and passwords were provided to each geography teacher in case a
student experienced difficulty accessing the survey.

The Universityof Texadust i ndés I nformation Technol o
delineates several webased survey limitations that may affect survey completion.
Freezes and crashes are possible whenever an online survey is administered. Indeed, the

freeze in the form of a fAwhite "gmdeeeno af f
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students. Fortunately, this glitch was solved and there were no freezes or crashes during
g grade survey administration. Error messages may emerge once a respondent
completes a questionnaire (ITS, 2009). Diligent planning and preparation by the
Webmasteprevented this limitation from evolving. Finally, double entry is a threat to
online survey research. In some instances, it is possible for a participant to complete
multiple surveys. The utilization of the network username and password as well as a
timestamp allowed the researcher to quickly identify any double entry occurrences.
There were two instances of double entry in this study. The second entry of each
respondent was discarded during data analysis, eliminating this threat to validity.

The Sanple and Response Rate

Coverage error had the potential of emerging as a limitation of this research.
Coverage may occur when not all members of a particular population have an equal
opportunity to participate in the study. Middle School students arenogtn for their
reliability in communicating with their parents or guardians. In this case, the parental
consent form was presented to students in geography class. Students were required to
take the form home, present it to their parents or guardiang, the form back to
school, and turn it in to their geography teacher. The token financial incentive
encouraged students to return the parental consent form to their geography teacher,
whether or not they wished to participate in the survey. Thoughpegehtial
participant received identical instructions, a substantial numbét gfele students
failed to complete each of these steps satisfactorily. The geography teachers called home

to remind parents to return the parental consent form, studerdeneuraged to call
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home and remind their parents about the parental consent form, and the researcher was
able to communicate with parents via email and phone. The combined effdfts of 8
grade participants, parents of participants, teachers, andstgacher resulted in a robust
completion rate.

Of the 786 students in the sample frame, 692 students completédigteeis
engagement survey. The 88% response rate
response rate of 94% for hé? §rade enggement survey (Sbrocco, 2009). Nesponse
bias occurs when there is a substantial number ofesponders to a survey. The dearth
of responders in a survey | imits the resea
population (Electronic Datanformation Source, 2011). Namsponse bias is mitigated
with an elevated response rate, especially a rate that approaches 90% inclusion.

Measurement error did not arise as a |
(2009) research protocol, a gilersion of the survey was tested with #2grade
students. Three"7gradereading classes participated in the pilot survey. The second
group to take the survey experienced technical difficulties and were unable to complete
the survey. This allowed étresearcher and the Webmaster to retool the survey, thereby
avoiding future problems related to the online survey program. Eight students
participated in a thirdaloud (see Appendix A) with the researcher, providing feedback
and perceptions related tcetpilot survey. This process allowed the researcher to refine
guestions, correct grammatical and spelling errors, and modify the appearance of the
survey. Measurement error was not a factor as students were required to answer each

guestion before proceedj to the next screen of the survey. Each participant answered
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each question of the survey, eliminating the need to monitor student response for missing
data for a particular question.

Though 692 students completed the survey, several students irotipsdyd not
have achievement data on file. As a result of missing achievement data, the final sample
size was 650 students for this research. These 650 students had survey responses to each
guestion, achievement data, and demographic data availabkresearcher.

Data Preparation

The researcher was able to merge the data sets of demographics, achievement, and
survey responses. Once the data was merged into one document, the responses were
transformed from fAstronghlyaluadgt 2 8dd4or Adi s a
(Sbrocco, 2009) . The response fAStrongly a
Adi sagreedo a 2, and Astrongly disagreeodo a
several questions were written with negative presuppasitiThe following statement is
one such example: Al ffeel as if I donodot ha
responded with a fAstrongly disagreedo to th
high level of engagement. The response tothisse ment was converted |
Ad40 for analysis purposes. In this analysi
engagement, while a score of A10 represent
for all questions with negative presuppositions vesfeisted accordingly. If a student
was missing either achievement data or survey data, they were eliminated from
consideration for this research. Though 692 students completed the survey, a total 650

students had both survey data and achievement data.
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Variable Construction

Dr. Sbrocco (2009) provided a template for variable construction in her student
engagement survey. The researcher analyzed the combined data set of demographic
information (e.g., ethnicity), achievement scores (e.g., MAP scores$uavely
responses. The researcher was able to cons
for distinct groups of questions and coding them according to appropriate research and
anal ysiso (Sbrocco, 2009, p. ®@tBeeaseandhe con
efficiency of further analysis of the combined data set.

A Likert Scale limited students to four possible answers (strongly agree, agree,
di sagree, and strongly disagree). Strongl
A3, 0 aiwiatghh ea 20, and strongly disagree wi
statements on the survey Acorresponded wi't
Eight questions assessed behavioral engagement, nine statements measured cognitive
engagemengnd seven correlated with emotional engagement.

The researcher conducted a component factor analysis with vanotadon in
order Ato determine independent variables
engagement that t h e.88)uRolowingadhe flackobanalysissox, 2009
factors emerged with eigenvalues over 1.0. Behavioral engagement, cognitive
engagement, emotional engagement, teacher support, school climate, and authentic
pedagogy all had Eigenvalues over 1.0. Each of tteetert was deemed viable as they
had fAimore than two items with a factor | oa

The National Center for School Engagement (2006) desctilte® nbac hés Al pha
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index of reliability for a set of items that indieatthe extent to which items measure the
same characteristico (p. 8). These factor
acceptable Cronbach Al pha i n sTaweid4al sci enc
includes the factors that emerged with tbheresponding statements from the survey, the
Cronbach Alpha, and the Eigenvalue.

Data Analysis Methods

Descriptive and inferential statistics were utilized in the data analysis of this
study. Descriptive statishecdatgpsbawsg @
Research Methods, 2006) . Alternatively, i
conclusions that go beyond the i mmediate d
Furthermore, inferential $onantthe selationslEpaadr e i u
predictability between variablesd (Sbrocco

Descriptive Statistics

Demographic data was collected from the Wakta Teaching and Learning
department. The researcher was able to collect ethnicity, English learner statasdf
reduced lunch status, and special education status. This information formed the
foundation of the data that would eventually be transferred to SPSS. The information
collected from the Wakta Teaching and Learning department was also used toecompar
the demographics of the three Wakta middle schools.

Inferential Statistics

Several research questions of this study related to relationships between variables,

and inferential statistics were utilized to analyze correlations between particular variables
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(Sbrocco, 2009) . I nitially, correlations
and emotional engagemento (Sbrocco, 20009,
executed to find the relationship between the engagement variables and achievement
data. An analysis of the relationships allowed the researcher to ruwistepegressions
Ain order to examine engagement variables
student achievement, over and ab$&bweco,t he co

2009, p. 88). Table 3.4 indicates the statistical analysis method for each research

guestion.
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Table 3.2Data Analysis by Research Question
Research Question Specific Statistical Test

1. What is student academic engagement? Factor Analysis
la.What forms of student academic engagement Factor Analysis
emerge?

1b. What are the relationships between these type Bivariate Grrelations
student academic engagement?

1c. How does student academic engagement eme Descriptive Statistics
overall, by school and demographic indicators?

2. What is the relationship between academic Bivariate Correlation
engagement and student academic achievement (

all subquestions)?

3. What is the relationship between white and blac Bivariate Correlation
student s6 ac adneactademie n g

achievement (and all subguestions)?

4. What is the rel at i o1 Bivariate Correlation
academic engagement, the developmentally

appropriate school model and teacher support (an

subquestions)? Stepwise Regression
5. To what degree catuslent academic engagemer

decrease or increase the effects of ethnicity on stu

academic achievement (and all subquestions)?

112



Ethical Considerations
According to the Uni verbkunayn oSu bMiencntess oG u
(2009), the Institutional Review Board has two ethical considerations for research

involving human subjects:

1) to protect human subjects involved in research at the University from
inappropriate risk, and

2) to ensure that human sutffe consent to their research participation.

Students were protected from inappropriate risk in this study. Parental consent
was a prerequisite for participant inclusion in this research. Sans parental cdhsent, 8
grade students were not able totjggrate in this study, regardless of their willingness to
complete the survey. Anonymity is a serious ethical issue that was preserved throughout
research process as only the researcher had access to identifying information (Punch,
2005). Once survey rpsnses, demographic data, and achievement data were combined
into a single data set, identifying information was removed. Furthermore, encryption
software was utilized to provide increased security of research data.

Potential participants had multipbgportunities to consent to their inclusion in
this research. Fowler (2008) suggests that research participants should be briefed on the
purpose of the study, and how the data will be recorded. Tgeale students involved
in this research project hélde option of withdrawing from the survey at any time.
Students indicated their consent on the parental consent form. On the day of the survey,

students were given another chance to provide consent. Student survey information was
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included only if a stueint consent form was collected. Information on the student assent
form detailed Awhato students were to do
The researcher sought IRB approval in November 2010. Following consultation with
advisor Neal Nickeson and Wakta Teaching and Learning administrators, the revisions
were presented to IRB on January 31, 2010. Further revisions were requested by IRB,
and the researcher satisfied each requirement. Final IRB approval was granted on March

14, 2011.
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Chapter Four
Survey Results
This study is a replication of Dr. Sbro
Sbrocco study, as wel |l as this research, w
engagement and their academB)cStu@enthi evement o
engagement has been exhaustively studied by a myriad of researchers (e.g., Fredricks,
Blumenfeld, & Paris; Adelman & Taylor, etc.). This study intends to analyze the
relationship between student engagement and academic achievement (asdrigas
standardized test scores). Each Waktgi@der was invited to participate in this study,
and eventually 88% (692/786) of the students completed the engagement survey.
In order to focus the analysis of the impact of engagement on academic
achievenent, five research questions were formulated. The research questions mirror Dr.
Sbroccobs (2009) study on the relationship
achievement.
Research Questions
1. What is student engagement?
a. What forms of student engagent emerge?
b. What are the relationships between these types of student engagement?
c. How does student engagement emerge by school, by demographic
indicators, and overall?
2. What is the relationship between student engagement @hehstacademic

achievement?
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a. What is the relationship between student engagement and performance
on the Reading and Mathematics portions of the MCA 11?
b. What is the relationship between student engagement and performance
on the MAP Mathematics and Readirgg@ssments?
3. What is the relationship betweefigr ade st udentsd engagem
academic achievement?
a. What is the relationship between student engagement and MCA |l
Mathematics and Reading?
b. What is the relationship between student engagement and MAP
Mathematics and Reading?
4. What is the relationship between stu
appropriate schooling, and teacher support?
a. What is the relationship between student engagearal teacher
support?
b. What is the relationship between student engagement and
developmentally appropriate schooling?
c. What were the differences betwedhg8r a d e  sexperigneenof s 6
both teacher support and developmentally appropriate schooling?
5. To what degree can student engagement decrease or increase the effects of
ethnicity on student academic achievement?

Characteristics of Participants
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The Wakta Teaching and Learning department provided the researcher with
demographic and assessment information for edtir&de student. This information
included the middle school attended, gender, ethnicity, free and reduced lunch status,
special education status, English language proficiency, M@#fathematics and reading
scores, and MAP mathematics and reading scores.

During the spring of 2011, 692 of a possible 786 students completed the
engagement survey (88% response rate). In order to be included in the data analysis,
students needed to satisfy both of the followieguirements:

1) complete the engagement survey

2) have both ¥ grade MAP and "7 grade MCAII scores on file

Standardized test scores from the M@And MAP were utilized as achievement
data for Wakta 8 grade students. Though test scores are comparasineilar among
the Wakta Middl e Slodading $cares wdviestheAighéss in ddv@ral
demographic categories. Overall, 91.8% of MS #1 students were proficient on the MCA
Il reading test, while MS #3 had 87.0% of students that were profieietht$1.3% of
students at MS #2 were proficient. Asian students were 100% proficient at MS #1,
95.2% proficient at MS #3, and 83.3% proficient at MS #2. Black students had the
highest proficiency rate at MS #2 (53.6%), followed by MS #1 (46.2%) and MS #3
(44.8%). White students at MS #1 had the highest reading scores (94.2%), followed by
MS #3 (91.2%) and MS #2 (86.2%).

The scores varied a bit on the Mathematics Mi@GAest. The scores are

depressed for each cohort aodhrdssvere dent s as
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i mpl emented in 20110 (MDE, 2011). MS #3
(73.6%), followed by MS #1 (70.6%) and MS #3 (59.8%). Asian students demonstrated
the highest proficiency (82.1%). White students were ten points behind®%é 72.
proficiency. There was a precipitous draip in proficiency rates for both Hispanic
students (38.1%) and black students (26.1%).

Achievement variations between black students and their Asian and white peers
are glaringly apparent. On the Reading MICtest, only 48.6% of black"8grade
students were proficient, while Asiall §rade students (92.2%) and whittgade
students (90.6%) demonstrated much higher proficiency rates. The Mathematics MCA
Il test showed a higher gap between blatiggade students (26.1% proficiency) and
their white (72.2%) and Asian (82.1%] §rade peers. Across Minnesota, white students
were 59.7% proficient on the MCA 1ll Mathematics test, while black students were
24.5% proficient. Though black students in Waktaformed marginally better on the
mathematics test compared to the state average for black students, they still trailed every
other ethnic category of students in Wakta. The 46% gap (between Blgckde
students and whité"8yrade students) and 568ap (between black'8yrade students and
Asian 8" grade students) represent a larger difference of achievement for groups than the
state averageShe following charts highlight the differences in achievement among the

three Wakta middle schools duritige 20162011 academic year.
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Table 4. IMCA-Il 2011 Reading Results

MS #2 MS #3 MS #1 District State

All 81.3 87.0 91.8 86.5 68.1
Students
Proficiency
All Yes Yes Yes Yes No
Students
AYP Status
Asian 83.3 95.2 100 92.2 61.6
Students
Proficiency
Asian Yes Yes Yes Yes Yes
Students
AYP Status
Hispanic N/A N/A N/A 71.4 45.7
Students
Proficiency
Hispanic N/A N/A N/A Yes No
Students
AYP Status
Black 53.6 44.8 46.2 48.6 43.5
Students
Proficiency
Black Yes Yes Yes Yes Yes (SH)
Students
AYP Status
White 86.2 91.2 94.2 90.6 74.1
Students
Proficiency
White Yes Yes Yes Yes Yes
Students
AYP Status
Scores are reported in percentages.
AYP Calculation was based on mwldar averaging (see previous page).
SH indicates that the cell met AYP Safe Hathoget (see page previous page).
N/A indicates less than 20 students in that cell took theMICA
Data retrieved from MN Dept. of Education, 10/15/11.

Table 4.2MCA-1Il Mathematics 2011 Results
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MS #2

MS #3

MS #1

District

State

All
Students
Proficiency

59.8

73.6

70.6

68.3

67.7

All
Students
AYP
Status

Yes

Yes

Yes

Yes

Yes

Asian
Students
Proficiency

72.0

85.7

90.9

82.1

53.5

Asian
Students
AYP
Status

Yes

Yes

Yes

Yes

Yes

Hispanic
Students
Proficiency

N/A

N/A

N/A

38.1

27.7

Hispanic
Students
AYP
Status

N/A

N/A

N/A

Yes

No

Black
Students
Proficiency

18.5

27.6

38.5

26.1

24.5

Black
Students
AYP
Status

Yes

Yes

Yes

Yes

No

White
Students
Proficiency

66.0

77.3

72.3

12.2

59.7

White
Students
AYP
Status

Yes

Yes

Yes

Yes

Yes

s are reported in percentages.

AYP Calculation was based on mwjgar averaging.

SH indicates that the cell met AYP Safe Harbor target.
Data Retrieved from Minnesota Department of Education website, 10/5/11.

Score
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Demographic Characteristics ofParticipants

For varying reasons, 42 students who had completed the survey did not have a
complete testing profile of MCA Il and MAP tests. Of the 692 students that took the
survey, 650 had MCA Il and MAP test results on file and were included in the data
analysis. The three Wakta middle schools included a varying amount of students in the
study: 265 students (40.8%) attended MS #3, 193 students (29.7%) attended MS #1, and
192 (29.5%) attended MS #2. Female students accounted for 334 responses (51.4%),
while 316 males participated (48.6%). This study included 527 white students (81.1%),
68 Asian students (10.5%), 39 Black students (6.0%), and 16 Hispanic students (2.5%).
The 650 participants included 71 students who qualified for free and reducedd@nch
students who received special education services, and three students that participated in
this study were Limited English Proficiency (LEP) students. Table 4.3 includes a

complete composite of student demographic information.
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Table 4.3Demographic Bta of 8" Grade Students

Middle Schools

MS #3 MS #2 MS #1
Total Number 265 192 193
Frequency 40.8% 29.5% 29.7%
Gender
Male Female
Total Number 316 334
Frequency 48.6% 51.4%
Ethnicity
Asian Hispanic Black White
Total Number 68 16 39 527
Frequency 10.5% 2.5% 6% 81.1%

Free and Reduced Lunch

Yes No
Total Number 71 579
Frequency 10.9% 89.1%
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Table 4.3Demographic Data of'8Grade Students

Special Education

Yes No
Total Number 26 624
Frequency 4% 96%

Limited English Proficiency

Yes No
Total Number 3 647
Frequency 5% 99.5%
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Prior to completing a correlation analysis, the researcher determined which
factors emerged from the survey results. A component factor analysis with varimax
rotation wa used to ascertain engagement variables (Sbrocco, 2009). Following this
analysis, behavioral engagement, cognitive engagement, and emotional engagement
emerged as significant factors (each had a factor loading over .5). Table 4.4 includes the
results.

Cognitive Engagement hi s f actor had a Cronbachoés /

to have high | oadings (over .5) included i
coming to my school, 0 and Al | ike when 1 h
problen. 0

Behavioral Engagement: hi s f actor had a Cronbach©os

several questions that demonstrated high |
my school work because | want to get good
assignmentsd6 St udents who are behaviorally enga

school. Each question that emerged with a high loading reflected positive school
behaviors.

Emotional EngagementT hi s f actor had a Cronbachos
thatdemonsr at ed hi gh | oadings included Al am al
students, o Al feel safe in my school, 0 and

Teacher SupportT hi s f actor had a Cronbachdos Al p
high |l oadings omachems asawuehi asenndMyt eéd i n m

can do wel | in school, 0 and AMy teachers p
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these items reflected the definition of teacher support for this study. A few items that had
high loadings for teacheupport were written to assess authentic pedagogy, but also
connected to teacher support. For exampl e,
the subjects we are | earning. o

FairnessThi s factor had a Cronbachodigh Al pha
l oadings included fl am treated fairly by
teachers, 0o and Al am treated fairly by adm

Developmentally Appropriate School Model (DASWhis factor emerged with a
Cronbachods Al paatsefthé&bdhadShaglem oadi ngs
caring community, o ATeachers and administr
AThere i s an adult in my school that | kno
resembles the current research ef PASM (Sbrocco, 2009).

Achievement variables were also created in order to analyze the correlation
between achievement and engagement (Sbrocco, 2009). Variable construction of MCA
achievement included the average of the MCA math and MCA reading s¢adenS

achievement on the AMAP math and reading t

combi ned MAP variableo (Sbrocco, p 87, 200
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Table 4.4Factor Analysis

Factor Survey Statement Eigen Alpha
value
Cognitive | often feel bored at school. 7.624 .808
The topics we study in school are usual
Engagement interesting.
Most of my schoolwork is interesting.
I like coming to my school.
| often count the minutes before school
ends.
I do my schoolwork because | want to
learn as much as | can.
I like it when Ihave to think really hard
about an academic problem.
| learn more outside of school than insic
Behavioral | work hard because | plan to graduate 1.670 .822
from college in the future.
Engagement | do my schoolwork because | want to g
good grades.
| do my schoolwork because | know it
will help me in the future.
| do my homework.
| take pride in my assignments.
If I do not understand something in clas
keep working until | find the answer.
In school, good luck is more important
than hard work for suess.
Emotional | feel I do not have much to be proud of 1.325 .683
in school.
Engagement | am able to do school as well as most

other students.

| feel good about myself.

I feel as i f I dor
over my grades.

| feel safe in my school.
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Teacher Support

Teacher Support
(cont.)

My teachers really listen to what | have 5.491 .760
say.

My teachers are interested in me.

My teachers know me well.

The teaching in my school is good.

My teachers believe | can do well in

school.

My teachers praise my efforts when |
work hard.

My teachers are willing to give extra hel
if | need it.

What 1 6m | earning

me in the real world.

Students get along well with teachers ir
my school.

Discipline rules at my school are fair.
My teachers expect me to memorize
rather than think.

Fairness

| am treated fairly by teachers. 5.828 .775
| am treated fairly by administrators.

My friends are treated fairly by teachers

My friends are treated fairly by

administrators.

Develgpmentally
Appropriate
School Model
(DASM)

My school is a caring community 1.459 .564
My school wants me to be a good citize
My school helps me be a healthy perso
My school is safe.

My school is dedicated to improving the
intelligence of all students.

Teaches and administrators support
student leadership.

There is an adult in my school that | knc
cares about me.

My school involves my parents.
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Research Question One: What is student engagement?

In order to answer question one, the variabtesected to engagement would
need to be analyzed. A factor analysis was utilized, and bivariate correlations were run
on each engagement variable (see pagelt] 8hat surfaced in order to answer the
guestion of, fAWhat i s slracah,000). Tabteal8e mi ¢ eng
includes the results.

Research sub question 1a: What forms of student engagement emerge?

A component factor analysis with varimeotation was used to ascertain
engagement variables (Sbrocco, 2009). Following this analysis,ibeflangagement,
cognitive engagement, and emotional engagement emerged as significant factors (each
had a factor loading over .5). See Table 4.4 for results.

Research sub question 1b: What are the relationships between these types of

student academic acavement?

Analysis via SPSS revealed the correlation between the three engagement
variables of behavioral, cognitive, and emotional engagement. Table 4.5 includes the
correlation findings.

A positive and significant correlation between behavioral engageanel
cognitive engagement (a = .619) emerged after analysis. Behavioral engagement and
emotional engagement were found to be positively and significantly correlated (a = .604).
A positive and significant correlation also emerged between cognitive angagand

emotional engagement (a = .529).
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Table 4.5Engagement Correlations

Cognitive Behavioral Emotional
Engagemen Engagement Engagement
Cognitive Pearson 1.000 .619** 529**
Engagement Correlation
Sig. (2tailed) .000 .000
N 650 650 650
Behavioral Pearson .619** 1 .604**
Engagement Correlation
Sig. (2tailed) .000 .000
N 650 650 650
Emotional Pearson 529** .604** 1
Engagement Correlation
Sig. (2tailed) .000 .000
N 650 650 650

**_Correlation is significant at the 0.0%kVel (2tailed)
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Multicollinearity did not emerge as a threat to validity as the correlation of
between behavioral engagement and cognitive engagement (a = .619), between
behavioral engagement and emotional engagement (a = .604), and between cognitive
ergagement and emotional engagement (a = .529). Each of these correlations were
below the .70 multicollinearity threshold.

Research sub question 1C: How does student academic engagement emerge by

school, by demographic indicators, and overall?

Analysis ofthe results reveals that student engagement varied by middle school
attended. Table 4.6 displays the minimum, maximum, mean, and standard deviation for

each engagement variable (behavioral, cognitive, and emotional).
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Table 4.6Summary of Descriptive @istics for Student Engagement

Minimum Maximum Mean Std.

Deviation

Behavioral 50 1.00 4.00 3.3048  .44309

Engagement

Cognitive 50 1.13 3.75 2.4796  .47977

Engagement

Emotional 50 1.40 4.00 3.1938  .45095

Engagement

Valid N (listwise) 50
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Reseech sub question 1C includes an analysis of student engagement levels by
school. MS #1 emerged with the highest mean scores in behavioral engagement,
cognitive engagement, and emotional engagement. These results can be found in table
4.7. Table 4.8 displys the significance of the differences in engagement scores among

the three middle schools.
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Table 4.7Summary of Descriptive Statistics by Each School (MS #1, MS #2, and MS #3)

Mean
(S.D)
Types of MS #1 MS #2 MS #3
Engagement (N=193) (N=192) (N=265)
Behavioral 3.36 3.23 3.31
Engagement (.43) (.42) (.46)
Cognitive
Engagement 2.57 2.43 2.45
(.46) (.47) (.49)
Emotional
Engagement 3.24 3.17 3.17
(.44) (.46) (:45)
Valid N = 650
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Table 4.8ANOVA to Determine if There is a Significant Biéfnce Between Schools on
Engagement Scores

F
(Sig.)
Behavioral Cognitive Emotional
Engagement Engagement Engagement
Between Groups 4.184 4.883 1.600
(.016) (.008) (.203)
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Research sub question 1C includes an analysis of whether or not studeni@cadem
engagement varies, depending on demographic differences (e.g., gender, ethnicity,
special education, and LEP). Table 4.9 reveals females had higher scores in behavioral

engagement, cognitive engagement, and emotional engagement.
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Table 4.9DescriptiveStatistics Comparing Male and Female students on Student

Engagement
Mean
(S.D.)

Type of Male Female
Engagement (N=316) (N=334)
Behavioral 3.23 3.37

(.47) (.41)
Cognitive 2.43 2.52
(.49) (.47)
Emotional 3.17 3.22
(.45) (.45)

Valid N = 650
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An ANOVA analysis is included in Table 4.10. A significant difference between
male and female students did not emerge in cognitive engagement or emotional
engagement; however, a significant difference among males and females did emerge in

behavioral engagement.
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Table 4.10ANOVA to Determine if There is a Significant Difference Between Genders on

Engagement Scores

F
(Sig.)
Behavioral Cognitive Emotional
Engagement Engagement Engagement
Between Groups 16.851 5.613 1.777
(.000) (.018) (.183)
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Sub question 1@nalyzes the variance in engagement levels amongst students of
each ethnic group. Table 4.11 includes engagement levels for Asian, Hispanic, black and
white students. Asian students had the highest behavioral, cognitive, and emotional
engagement. TheMOVA analysis included in table 4.12 reveals a significant difference
amongst the ethnic groups in emotional engagement. Behavioral engagement and

cognitive engagement are relatively similar amongst the ethnic groups of students.
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Table 4.11DescriptiveStatistics Comparing Ethnicities on Student Engagement

Type of Asian Hispanic Black White
Engagement (N=68) (N=16) (N=3) (N=527)
Behavioral 3.51 3.10 3.21 3.30

(.32) (.40) (.46) (.44)
Cognitive 2.64 2.45 2.55 2.48

(.45) (.41) (.57) (.48)
Emotional 3.26 3.10 3.10 3.20

(.42) (.40) (.46) (.46)
Valid = 650
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Table 4.12ANOVA to Determine if there is a significant difference between ethnicities on

Engagement scores.

F
(Sig.)
Behavioral Cognitive Emotional
Engagement Engagement Engagement
Between Groups 7.111 3.314 1.768
(.000) (.020) (.152)
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Research sub question 1C analyzed the impact special education status, Limited
English Proficiency (LEP) students, free and reduced lunch students had on academic
engagement. Only three students weE®, so they are not included in the analysis in
table 4.13. These factors are routinely used to compare and contrast achievement
outcomes for students in U.S. schools. In this study, student who qualified for free and
reduced lunch demonstrated lowehhvioral engagement and emotional engagement
scores. Students who qualified for free and reduced lunch had the exact same cognitive
engagement score (2.48) as students who did not qualify for free and reduced lunch.
Finally, students who received SPEE&nsces had lower behavioral engagement and
emotional engagement scores while they displayed a slightly higher cognitive

engagement score.
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Table 4.13escriptive Statistics Comparing Students Who Qualify and Who Do Not

Qualify for Free and Reduced Leimand Special Education on Student Engagement

Mean
(S.D.)
Type of No-Free YesFree No SPED SPED
Engagemen Reduced Reduced (N=624) (N=26)
Lunch Lunch
(N=579) (N=71)
Behavioral 3.33 3.14 3.32 3.01
Cognitive 2.48 2.48 2.48 2.50
Emotional 3.21 3.05 3.20 2.96

N =650
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Significant differences in emotional engagement (.005) and behavioral
engagement (.001) scores emerged between students who qualified for free and reduced
lunch and those who did not qualify for free and reduced lunch. Thougmsiwdho
received special education services had a higher cognitive engagement (2.50) score than
students that did not receive special education services (2.48), the difference was
negligible and therefore not considered significant. Students who recpeeidl
education services did display significantly lower behavioral engagement scores (See
Table 4.14 for ANOVA). Finally, students who received special education services had
lower emotional engagement scores, though the difference was not consigeifezhnt

(.007).
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Table 4.14ANOVA to Determine If There is a Significant Difference Between Special

Education and Free and Reduced Lunch on Engagement Scores

Behavioral Cognitive Emotional

Engagement Engagement Engagement
Between Groups 11.649 .003 8.119
Free & Reduced (.001) (.959) (.005)
Between Groups 12.582 .075 7.257
Special Education (.000) (.785) (.007)
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Research Question Two: What is the relationship between student
engagement and student achievement?

This particular researchugstion explores the correlation between student
engagement and their academic achievement. Bivariate correlations were utilized on
each engagement variable and achievement measurements (Sbrocco, 2009).

Research sub question 2a: What is the relationghibetween student
engagement and performance on the reading and mathematics portions of the
Minnesota Comprehensive Assessment (MGH)?

Bivariate correlation was used to analyze the relationship between engagement
(behavioral, cognitive, and emotionafjcathe averaged MGM mathematics and
reading scores. Each state utilized a critergferenced test to measure adequate yearly
progress as part of NCLB, and Minnesota utilizes the MIG&ssessment for this
purpose. MCAIl mathematics and reading sesrwere combined to create a single
academic achievement variable for the purpose of this study (Sbrocco, 2009). Based on
table 4.15, the results indicate behavioral engagement andIM&&Aievement were
positively and significantly correlated at .3160ognitive engagement and MGA
achievement were positively, but not significantly correlated, at .150. Emotional
engagement and MCGA achievement were positively and significantly correlated at

.343.
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Table 4.1%Correlations Between MGA Achievemat and Student Engagement

Combined MCA I
(Math and Reading)

Behavioral Cognitive Emotional
Engagement Engagement Engagement
Pearson .316** .150* 343**
Correlation
Sig. (2tailed) .000 .000 .000
N 650 650 650

**_Correlation is signifcant at the 0.01 level {filed).
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Sub question 2b: What is the relatbnship between student academic

engagement and performance on the Measures of Academic Progress (MAP)

mathematics and reading assessments?

The Measures of Academic Progress (MARInsassessment utilized by
Wakta Public Schools to assess the progress of each student. The artfierenced
tests are given to students in gradesi Wakta Public Schools. Similar to the Sbrocco
(2009) study, the MAP results for mathematics aradling were combined into a single
variable for analysis purposes. In order to analyze the relationship between engagement
and academic achievement (as measured by MAP scores), bivariate correlations were run
on each engagement variable (behavioral, ¢ovgniand emotional) and the MAP scores
for each & grade student (Sbrocco, 2009). Based on table 4.16, the results indicate a
positive and significant correlation exists between behavioral engagement and MAP
scores (.306), between cognitive engagemedtMAP scores (.144), and between

emotional engagement and MAP scores (.347).
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Table 4.168Correlations Between MAP Achievement and Student Engagement

Combined MAP
(Mathematics and Reading)

Behavioral Cognitive Emotional
Engagement Engagement Engagemen
Pearson .306** 144** 347+
Correlation
Sig. (2tailed) .000 .000 .000
N 650 650 650

**_Correlation is significant at the 0.01 level-ailed).
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Research Question Three: What is the relationship between all student ethnic

groups on studem engagement and academic achievement?

The third research question analyzes the relationship between student engagement
and academic achievement. To examine this
conducted on each engagement variable by ethmicityd ac hi evement measu
(Sbrocco, 2009). The remainder of this section includes analysis for sub questions 3a, 3b,

3c, and 3d.

Sub question 3a: What is the relationship between all student ethnic groups

student engagement and MCAI Mathematics and Reading scores?

The same method used for research question two were utilized for all of research
guestion three. The MGA mathematics and reading scores were combined to create
one achievement variable for analysis purposes. Table 4.17 includesrétatioms for
engagement and academic achievement (as measured bylIM@ghematics and
reading) for each ethnic group. Asian students showed a positive and significant
relationship between academic achievement and behavioral engagement (.366) and
emotbnal engagement (.251). Moreover, Asian students showed a positive but not
significant statistical relationship between cognitive engagement and achievement (.060).
Hispanic students did show a positive and significant correlation between behavioral
enga@ilement and achievement (.747) and as well as between emotional engagement and
achievement (.703); however there was an insignificant correlation between cognitive
engagement and achievement (.105). Black students showed positive but not significant
correltions between academic achievement and behavioral engagement (.175) and

150



cognitive engagement.094). Black students showed a slightly negative and not
significant correlation between cognitive engagement and academic achieve@@t (
Finally, whitestudents displayed positive and significant correlations between academic
achievement and behavioral engagement (.291), cognitive engagement (.195), and
emotional engagement (.350). Table 4.17 includes the correlations for student

engagement and MCA Ichievement.
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Table 4.17Correlations for MCAIl Achievement and Student Engagement

Asian Hispanic Black White
Students  Students Students  Students
Behavioral Pearson .366** 4T 175 291**
Engagement Correlation
Sig. (2 .002 .001 .286 .000
tailed)
N 68 16 39 527
Cognitive Pearson .060 .105 -.094 .195**
Engagement Correlation
Sig. (2 .629 .698 .568 .000
tailed)
N 68 16 39 527
Emotional Pearson 251* 703** .184 .350**
Engagement Correlation
Sig. (2 .039 .002 262 .000
tailed)
N 68 16 39 527

**_Correlation is significant at the 0.01 level-ailed).
*, Correlation is significant at the 0.05 level-{diled).
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Sub question 3b: What is the relationship between student engagement and

MAP Mathematics and Reading scores?

The MAP mathematics and reading scores were averaged to create a singular
achievement variable (just as in research question 2). Based on table 4.18, the results
indicate Asian students have a positive but not significant relationship between
behavioral egagement and achievement (.303) and between emotional engagement and
achievement (.260). Hispanic students displayed a positive and significant correlation
between behavioral engagement and achievement (.699) and between emotional
engagement and achievem¢.683). Black students demonstrated a positive but not
significant correlation between achievement and behavioral engagement (.166) and
emotional engagement (.268). A negative correlation between cognitive engagement and
achievement-(059) emerged foblack students. Finally, white students showed a
positive and significant correlation between achievement and behavioral engagement

(.279), cognitive engagement (.173), and emotional engagement (.348).
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Table 4.18Correlations for Student Engagemt and MAP Achievement

Asian Hispanic Black White
Students Students  Students  Students
Behavioral Pearson .303* .699** .166 279%*
Engagement Correlation
Sig. (2 .012 .003 314 .000
tailed)
N 68 16 39 527
Cognitive Pearson .080 162 -.059 173%*
Engagement Correlation
Sig. (2 517 .548 722 .000
tailed)
N 68 16 39 527
Emotional Pearson .260* .683** .268 .348**
Engagement Correlation
Sig. (2 .032 .004 .099 .000
tailed)
N 68 16 39 527

**_Correlation is significant at the 0.01 leV(2-tailed).

*. Correlation is significant at the 0.05 level-{@iled).
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Research Question Four: What i1 s the rel

engagement and the developmentally appropriate school model and teacher

support?

This question pertains the relationship between student engagement, the
developmentally appropriate school model (see page 29), teacher support (see page 30),
and student engagement. Bivariate correlations were conducted on each engagement
variable (behavioral, cognitive, anthetional), the developmentally appropriate school
model, teacher support, and fairness.

Sub question 4a: What is the relationship between student engagement and

teacher support?

The relationship between engagement and teacher support was answered by
examning the correlation between the engagement variables (behavioral, cognitive, and
emotional) and the teacher support variable (Sbrocco, 2009). Based on table 4.19, the
results indicate that teacher support is positively and significantly correlatedatadrah
engagement (U =.498), cognitive engagement
=.525). Table 4.19 includes the correlations between teacher support and student

engagement.
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Table 4.1%Correlations between Teacher Support and the Three Engag&taeables.

Teacher Support

Behavioral Cognitive Emotional
Engagement Engagement Engagement
Pearson 498** 617 525
Correlation
Sig. (2tailed) .000 .000 .000
N 650 650 650

**_Correlation is significant at the 0.01 level-2iled)
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Sub question 4b: What is the relationship between student engagement and

the developmentally appropriate school model (DASM)?

An analysis of the correlation among the three engagement variables
(behavioral, cognitive, emotional) and the DASM revealed a pesimd significant
relationship. For instance, a positive and significant correlation exists between
behavior al engagement and DASM (U =.403).
exi sts between cognitive engagement and DA
emotional engagement and DASM (U = .474).

between student engagement and DASM.
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Table 4.20Correlations Between the Developmentally Appropriate School Model and the

Three Engagement Variables.

Developmentally Apmpriate School Model

Behavioral Cognitive Emotional
Engagement Engagement Engagement
Pearson A403** 488** A74%*
Correlation
Sig. (2tailed) .000 .000 .000
N 650 650 650

**_Correlation is significant at the 0.01 level-2iled)
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Sub question 4C: What is the relationship between student engagement and

school culture?

Research question 4C explores the relationship between student engagement and
school culture (see page 30). The three engagement variables (behavioral, cognitive, and
emotonal) were correlated with school culture. A bivariate correlation was run and
strong correlations emerged between engagement and school culture. A positive and
significant correlation emerged between sc
334)cognitive engagement (U = .336), and emc

4.21 shows the correlations between engagement and school culture.
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Table 4.21Correlations Between School Culture and the Three Engagement Variables.

School Culture

Behaviosl Cognitive Emotional
Engagement Engagement Engagement
Pearson .334** .336** .325%*
Correlation
Sig. (2tailed) .000 .000 .000
N 650 650 650

**_Correlation is significant at the 0.01 level-2ailed)
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Sub question 4D: What isthe relationship between student engagement and
authentic pedagogy?

Research question 4d examines the relationship between authentic pedagogy and
student engagement . Aut hentic pedagogy i s
that school work shouldebbased on high standards of intellectual quality. A bivariate
correlation was run and strong correlations emerged between authentic pedagogy and
student engagement. Based on table 4.22, the results indicate a positive and significant
correlation existiewe en aut hentic pedagogy and behavi
cognitive engagement (U = .261). A posi ti
aut hentic pedagogy and emotional engagemen

correlations between authiec pedagogy and student engagement.
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Table 4.22Correlations Between Authentic Pedagogy and the Three Engagement

Variables.
Authentic Pedagogy
Behavioral Cognitive Emotional
Engagement Engagement Engagement

Pearson .183** 261** .092*
Correlation

Sig. (2tailed) .000 .000 .019

N 650 650 650

**_Correlation is significant at the 0.01 level-2iled)
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Sub question 4E: What is the relationship between student engagement and

fairness?

Sub question 4e examines the relationg@pveen fairness and student
engagement . I n this study, fairness i1s th
they were treated by adults in school, as well as how their peers were treated by the
adults. A bivariate correlation was run, and a posigiad significant correlation emerged
between fairness and the three engagement variables (behavioral, cognitive, and
emotional). Based on table 4.23, the results indicate a positive and significant correlation
between fairness and behavioral engagemégnté . 410), cognitive eng
and emotional engagement (U = .378). Tabl

fairness and student engagement.
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Table 4.23orrelations Between Fairness and the Three Engagement Variables.

Fairness
Behaviaal Cognitive Emotional
Engagement Engagement Engagement
Pearson A410** 490** 378**
Correlation
Sig. (2tailed) .000 .000 .000
N 650 650 650

**_Correlation is significant at the 0.01 level-ailed)
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Sub question 4F: What wee the differences between student experiences of

teacher support, the developmentally appropriate school model, school

culture, fairness, and authentic pedagogy?

Descriptive statistics were utilized to analyze research sub question 4f (Sbrocco,
2009). Man scores for all ethnic groups were tabulated for teacher support,
developmentally appropriate school model, school culture, fairness, and authentic
pedagogy. Asian students emerged with the highest teacher support mean (3.01),
followed by Hispanic studes (2.93), white students (2.90), and black students (2.87).
Both Asian and black students had a school culture mean score of 3.10 while white
students had a 3.09 and Hispanic students had a 3.06. Black students emerged with the
highest authentic pedagy mean score of 2.85, followed by Asian students (2.77),
Hispanic, and white students (both 2.73). Asian students had the highest fairness mean
score of 3.06, followed by Hispanic students (3.03), white students (2.96), and black
students (2.83). Hispanstudents had the highest DASM score of 3.04, with Asian
students close behind at 3.03, and white students at 3.02. Black students had the lowest
DASM score with a mean of 2.93. Table 4.24 shows the descriptive statistics of teacher

support, DASM, schal culture, fairness, and authentic pedagogy.
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Table 4.24Summary of Descriptive Statistics for the Developmentally Appropriate

School Model, Teacher Support, Fairness, Authentic Pedagogy, and School Culture For

All Students.
Mean
(S.D.)
Asian Hispanic Black White All
Studens Students  Students  Students  Students
(N=68) (N=16) (N=39) (N=527) (N=650)
Teacher 3.01 2.93 2.87 2.90 2.91
Support (.33) (.40) (.48) (.40) (.40)
School 3.10 3.06 3.10 3.09 3.09
Culture (.34) (.36) (.43) (.39) (.38)
Authentic 2.77 2.73 2.85 2.73 2.73
Pedagogy (.44) (.39) (.52) (.42) (.43)
Fairness 3.06 3.03 2.83 2.96 2.96
(.49) (.54) (.64) (.53) (.53)
DASM 3.03 3.04 2.93 3.02 3.02
(.35) (.31) (.43) (.37) (.37)
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A oneway ANOVA was run to determine if the differences betwvethnic
groups and teacher support, DASM, school culture, fairness, and authentic pedagogy
(Sbrocco, 2009). Based on Table 4.25, the results did not reveal a significant difference
between students of varying ethnicities and their perceptions regagdtiget support,
DASM, school culture, fairness, and authentic pedagogy. Table 4.25 includes the

ANOVA results.
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Table 4.25ANOVAto Determine if There is a Significant Difference Betw&ewups of

Wakta &' grade students and teacher support, developafigrappropriate school

model, school culture, fairness, and authentic pedagogy

F Sig.
Teacher Support 1.746 156
Between Groups
DASM .796 497
Between Groups
School Culture .068 977
Between Groups
Fairness 1.663 174
Between Groups
AuthenticPedagogy 1.082 .356

Between Groups

168



Research Question Five: To what degree can student engagement decrease or
increase the effects of ethnicity on student academic achievement?

Both Listwise and Stepwise linear regressions were utilized to determiok whi
engagement variables were associated with academic achievement. Listwise linear
regressions were run in order to replicate
Listwise linear regressions were run with student achievement (MAP average]IMCA
avaage) serving as the independent variable, and behavioral engagement, cognitive
engagement, and emotional engagement as the dependent variables (Sbrocco, 2009).

Each ethnic group of students was included in this regression analysis. Table 4.26
includes Agan and white students, Table 4.27 includes Hispanic and white students, and
Table 4.28 includes black and white students. Table 4.29 includes a listwise linear
regression analysis of black students and white students. The MCA Il average served as
the dpendent variable. Ethnicity, behavioral engagement, cognitive engagement, and
emotional engagement were entered. Ultimately, emotional engagement emerged as the
most significant predictor of student achievement.

Listwise and stepwise regression produd#firing outcomes in this study.

Listwise regression has a giletermined order of variables whereas stepwise regression

will allow the most predictive variables to emerge. Ethnicity was entered as a dummy
variable (white = 0), along with the behavioeagagement, cognitive engagement, and
emotional engagement variables. Stepwise r
equation only if certain criteria are meto

variables will be removed from analgsas was the case with cognitive engagement.
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Similar to Renee Sbroccod6s 2009 study, fdfth
significance is less than or equal to the default in SPSS of .05, the predictor variable with
the largest correlation withhd eve ment enters the equation
Any subsequent variable that meets the minimum threshold (PIN = .05) will be added to
the equation, while variables currently in
according to the removatci t eri on (POUT = .10)0 (Sbrocco,
regression provides the researcher with the best method of identifying the most predictive
dependent variable.

The first, second, and third listwise regressions analyzed the relationship between
acalemic achievement (MCA average) and student engagement (behavioral, cognitive,
and emotional). Listwise regression was utilized in order to compare the results with Dr.
Sbroccobds 2009 study. Vari ables were ente
behavioral engagement, emotional engagement, and cognitive engagement. Ethnicity
was entered as a dummy variable (white = 0), and compared to Asian, Hispanic, and
black students. The first regression focused on the comparison between Asian and white
studetts, the second regression compared Hispanic and white students, while the third
regression focused on black and white students.

The first regression analysis revealed the moderating impact engagement had on
ethnicity. This regression compared the engagetegels and achievement levels of
Asian and white students. Ethnicity emerged as an insignificant (.013) predictive
variable that accounted for approximately 10% of the variance in achievement.

Behavioral engagement was added in the second step g$ianahd it mitigated the
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effect of ethnicity on achievement by nearly half (.102 to .054). Table 4.26 displays the
results of this regression analysis.

The second regression contained mixed results. Hispanic and white students were
included in this regession analysis. In this regression, ethnicity and academic
achievement had a negative beta.083 and an insignificant relationship. The R square
was .007 for ethnicity, but when ethnicity was combined with behavioral engagement, the
R square rose t®99. The low number of Hispanic students (N=16) involved in this
study had an impact on the significance of the regression analysis. Table 4.27 includes
the results for this regression analysis.

The third regression included black and white studeni fifst step of the
regression revealed a beta value of .313, a significance of .000, and an R square of .098.
Once behavioral engagement was entered on the second step, the beta value dropped
from .313 to .301. Behavioral engagement had a significaigiating effect on ethnicity
for black and white students in terms of academic achievement. Similar to Renee
Sbroccods research, behavioral engagement
it does reduce the association between ethnicity andvaehme nt 6 ( Sbr occ o,
139). Table 4.28 includes the results for this particular regression.

In the fourth analysis, a stepwise regression was utilized comparing Asian and
white students. Emotional engagement was the most predictive variable wighcd be
.340. Behavioral engagement emerged in the second step of the stepwise regression with
a beta of .162. Nearly 25% of the variance in achievement of Asian and white students is

predicted by their emotional and behavioral engagement scores. EthAniticpgnitive
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engagement were excluded from this analysis. Table 4.29 includes the results of the
regression analysis featuring Asian and white students.

The fifth regression also utilized a stepwise format. Emotional engagement
emerged as the most pretire variable with a beta of .364. This result is considered
significant (.000). Behavioral engagement emerged in the second step of the stepwise
regression with a beta value of .142. Emotional engagement (13.1%) and behavioral
engagement (14.5%) accoadtfor 27.6% of the variance in achievement amongst
Hispanic and white students. Both ethnicity and cognitive engagement were excluded
variables in this particular regression. See Table 4.30 for complete results of this
regression.

The sixth and final aalysis was performed with a stepwise regression. Black and
white students were the focus in this regression, and emotional engagement emerged as
the most predictive variable in the stepwise regression (See Table 4.31). The first
vari abl e 6 s 5Rvesalgthanll.B% a the variante in student achievement on
the MCA Il reading test is attributed to emotional engagement. Ethnicity emerged as the
second most predictive variable with 8.7% of the variance explained, and the R square
rose to .202. Bedvioral engagement was the last variable that emerged, accounting for
.8% of variance amongst student achievement scores, while the R square rose to .211.
Cognitive engagement was entered into the stepwise regression, but it did not meet the
criteria andwvas thus removed from the data analysis. Emotional engagement and
ethnicity have similar beta values (.323 and .296), evidence of their predictive value on

achievement of Waktd"yrade black and white students.
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Table 4.26 istwise Regression of MA Student Academic Achievement Based on

Engagement and Ethnicity (Asian and white students).

Predictors r t Sig. R°
1 (Constant) 1511.199 .000
Ethnicity 102 2.488 013 .010
2 (Constant) 212.668 .000
Ethnicity .054 1.371 71
Behavioral Engagemer 297 7.513 .000 .096
3 (Constant) 211.622 .000
Ethnicity .054 1.374 170
Behavioral Engagemer .302 5.992 .000
Cognitive Engagement -.007 -.141 .888 .097
4 (Constant) 197.695 .000
Ethnicity .070 1.807 071
BehavioralEngagement .186 3.472 .001
CognitiveEngagement -.078 -1.550 122
EmotionalEngagement .269 5.511 .000 141
Model F 24.159 Sig. .000
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Table4.27 Listwiseregression oMCA |l Student Academic Achievement based on

engagement anethnicity (Hispanic and white students)

Predictors r t Sig. R
1 (Constant) 1521.731 .000
Ethnicity -.083 -1.942 .053 .007
2 (Constant) 210.487 .000
Ethnicity -.061 -1.48 137
Behavioral Engagemer .304 7.435 .000 .099
3 (Constant) 209.124 .000
Ethnicity -.061 -1.488 137
Behavioral Engagemer .303 5.785 .000
Cognitive Engagemen .002 .044 .965 .099
4 (Constant) 195.443 .000
Ethnicity -.050 -1.290 .198
BehavioralEngagement 175 3.147 .002
Cognitive Engagemen -.075 -1.432 153
Emotional Engagemen .296 5.511 .000 152
Model F 24.039 Sig. .000
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Table 4.28. istwise egression of MCA Il Student Academic Achievement based on
engagement and ethnicity (Black and White students).

Predictors I t Sig. R®
1 (Constant) 412986 .000
Ethnicity -313 7.835 .000 .098
2 (Constant) 196.103 .000
Ethnicity -.301 7.827 .000
BehavioralEngagement .269 7.011 .000 171
3 (Constant) 194.432 .000
Ethnicity -.300 7.763 .000
BehavioralEngagement 275 5.553 .000
Cognitive Engagerent -.009 -179 .858 171
4 (Constant) 185.616 .000
Ethnicity -.288 7.626 .000
Behavioral Engagemer 157 2.975 .003
Cognitive Engagemen  -.082 -1.646 100
Emotional Engagemen 273 5.621 .000 215
Model F 38.376 Sig. .000
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Table 4.29Stepise regression of MCA Il Student Academic Achievement based or

engagement and ethnicity (Asiand white students).

Predictors r t Sig. R°
1 (Constant) 227.736 .000
Emotional Engagemen 340 8.805 .000 116
2 (Constant) 197.646 .000
Emotional Engagemen 245 5.177 .000
Behavioral Engagemer 162 3.432 .001 133
Model F 45355 Sig. .000
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Table 4.30Stepvise regression of MCA 1l Student Academic Achievement based on

engagement and ethnicity (Hispardod white students).

Predictors r t Sig. R°
1 (Constant) 223649 .000
Emotional Engagemen .364 9.087 .000 132
2 (Constant) 195908 .000
Emotional Engagemen 279 5.616 .000
Behavioral Engagemer 142 2.860 .004 145
Model F 45.922 Sig. .000
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Table 4.31Stepwisaegression of MCA |l Student Academic Achievement based on

engagement and ethnicity (black and white students).

Predictors r t Sig. R
1 (Constant) 220.172 .000
Emotional Engagemen .339 8.551 .000 115
2 (Constant) 231.494 .000
Emotional Engagemen 323 8.573 .000
Ethnicity -.296 -7.860 .000 202
3 (Constant) 202.804 .000
Emotional Engagemen 252 5.370 .000
Ethnicity -.2% -7.849 .000
Behavioral Engagemer 117 2.498 .013 211
Model F 50.113 Sig. .000
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Chapter Summary

Chapter Four includes quantitative data and analysis that explores the impact of
student engagement on academic achieveriéakta 8' grade student demographic
information and analysis of each research question is included in this chapter. Analysis
of research question one revealed that cognitive engagement, behavioral engagement, and
emotional engagement emerged as vaemlfFurther analysis revealed a significant and
positive correlation among the three variables. Research question two explored the
relationship between student engagement and academic achievement, and analysis of the
data demonstrated a significant redaghip between these two variables. The data
related to research question three showed a significant relationship between student
engagement and academic achievement for students of each ethnicity (Asian, Hispanic,
black, and white). An analysis of thetdaevealed Asian and white students
demonstrated a higher positive and significant relationship between student engagement
and academic achievement than their Hispanic and black peers. These findings are
similar to Minnesota as well as national trendgarding achievement differences
amongst groups of students (although Asian students in Wakta score significantly higher
on their standardized tests than Asian students across Minnesota). Analysis of research
guestion four demonstrated several variablegwbown to have a positive and
significant correlation with academic achievement and student engagement, including the
developmentally appropriate school model, teacher support, school culture, fairness and
authentic pedagogy. Research question five fe£os the mitigating effect of student
engagement for students of varying ethnicities. Research question five required
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regression analysis. The data revealed the mitigating impact student engagement
(behavioral, emotional, and cognitive) has on ethyiaiterms of academic
achievement. Significantly, emotional engagement emerged as the best predictive
variable in terms of academic achievement, not ethnicity. Chapter Five includes an
interpretation of these results, implications on educational patidypeactice, and final

conclusions.
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Chapter Five

Conclusions

This research intended first to analyze
behavioral, cognitive, and emotional engagement (see pagk®) Ahd academic
achievement as measured by standaddiest scores. Secondly, the research explored
the question of whether fAstudent engagemen
and academic achievemento (Sbrocco, 20009,
of this study, the research quests, the significance of this study, a summary of the data,
an analysis of the data, the limitations of the study, and finally, implications on
educational policy. The chapter concludes with recommendations for further research
related to student engagemh@nd academic achievement.

Purpose and Significance of the Study

The purpose of this study was to analyze the relationship between student
engagement (behavioral, cognitive, and emotional) and academic achievement as
measured by MCA Il and MAP score$he Wakta School District utilizes the Minnesota
Comprehensive Assessment Il and 11l tests to assess student achievement in mathematics,
reading, and science. Addi tionally, Wakta
(NWEA) Measures of Academic Pnags (MAP) tests in mathematics and reading to
assess student comprehension. Each Wakeaele student was invited to participate in
this study, and eventually 88% (692/786) completed the engagement survey. The
researcher was able to gather archival @amographic data from the Teaching &

Learning department of Wakta Public Schools. The data provided by the Wakta School
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District was combined with the survey results, allowing the researcher to commence a
guantitative analysis of the impact of studeamjagement on academic achievement.
Five research questions guided this research. The research questions reveal which
variables emerged, as well as the impact each variable had on academic achievement.
Finally, the researcher utilized the data in ansislof whether or not student
engagement moderates the effect of ethnicity on academic achievement. A finding that
student engagement (behavioral, cognitive, and emotional) mitigates the impact of
ethnicity on academic achievement might assist teachdmsnistrators, students,
parents, and other stakeholders in their quest to narrow achievement gaps between groups
of students.
Research Questions
The study has five specific research questions. The questions and related sub
guestions are as follows:
1) Whatis student engagement?
a) What forms of student engagement emerge?
b) What are the relationships between these types of student
engagement?
c) How does student engagement emerge by school, by demographic
indicators, and overall?
2) What is the relationship betweetndent engagement and student academic

achievement?

182



a) What is the relationship between student engagement and
performance on the Reading and Math portions of the MCA 11?
b) What is the relationship between student engagement and
performance on the MAP Mathernes and Reading assessments?
3) What is the relationship betweef@r ade studentsd engagem
achievement?
a) What is the relationship between student engagement and
MCA Il Mathematics and Reading?
b) What is the relatinship between student engagement and MAP
Mathematics and Reading?
c)What is the relationship between s

developmentally appropriate schooling, and teacher support?

4) What i s the relati ons hlopmentalyt ween st
appropriate schooling, and teacher support?
a) What is the relationship between student engagement and
teacher support?
b) What is the relationship between student engagement and
developmentally appropriate schooling?
c) What were the differensebetween8gr ade st udent so ex
both teacher support and developmentally appropriate schooling?
5) To what degree can student engagement decrease or increase the

effects of ethnicity on student achievement?
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Summary of the Findings

Student Engagement

Following a factor analysis of the survey data, the three engagement variables that
materialized were cognitive engagement, behavioral engagement, and emotional
engagement. All three engagement variables were found to be highly correlated, and
slmred a statistically significant relation:
engagement, emotional engagement, and disengagement appeared. Whereas behavioral
engagement emerged as the most highly corr
cogntive engagement was the most highly correlated factor in this study (a variable that
failed to emerge in the Sbrocco study).

Student engagement varied among students in differing ethnic groups. For
instance, Asian students and white students demortstriggeer levels of engagement
than Hispanic and black students. Hispanic and black students demonstrated higher
levels of disengagement than Asian and white students. Jonathan Ogbu posits several
explanations for the variance in both achievement anéstwhgagement by some
groups of students. The oppositional culture hypothesis (Fordham and Ogbu, 1986)
explains the plight of lowincome black students in U.S. schools. Students have
developed an oppositional culture that discourages effort and engadgenfear of
acting white and possibly alienating themselves from their black peer group (Ogbu,
1986) . Renee Sbrocco cited Ogbubdés (1986) n
explanation of di sengagement by schomée st ude

the white studentsdé real m, not theirs. Thi
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subtle racism embedded within schools could be reasons why white students score higher

than bl ack students on measur epsld®.fintsiss udent

study, black students displayed the lowest levels of behavioral and emotional
engagement, though they did post the second highest level of cognitive engagement. Only
Asian students demonstrated a higher level of cognitive engagemeiststutty.

Finally, similar to Renee Sbroccobds 2009

students on academic achievement measures emerged. Asian students demonstrated the

highest level of academic achievement, followed by white students, Higtadents,
and black students. Though there was a discernible difference in academic achievement
scores, the difference was not statistically significant.

Student Engagement and Academic Achievement

This study analyzed the relationship between studertgemgent and academic
achievement . Similar to Renee Sbroccods
relationship emerged between student engagement and academic achievement in Wakta.

When students are more engaged (behaviorally, cognitively, and entigjiaihay are

more | i kely to score well on standardized

inverse is also true; increased academic achievement and increased student engagement
are positively and significantly correlated. This research agii$ on the increase in
student engagement and its correlation with an increase in academic achievement
(Sbrocco, 2009).

Cognitive Engagement demonstrated the strongest relationship with academic

achievement (MCA 1l scores and MAP scores). Studentsanhiilgh cognitive
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engagement score are interested in the topics they are studying, like coming to school,
complete schoolwork because they want to learn, and enjoy the challenge of working and
thinking hard to solve a problem. According to National Acaglemo f Sci enceds R
Counci l (2004) , cognitive engagement dAdraw
thoughtfulness and willingness to exert the effort necessary to comprehend complex ideas
and master difficult s kB3)IStudedtswhdadeenilinggan & T a
put forth extra effort to solve complex problems will likely learn for more altruistic
reasons than students who wish to Aplay sc
and care deeply about their educational canéleovercome the obstacles and barriers
that may inhibit the efforts of less dedicated students.

Behavioral Engagement demonstrated a positive and significant correlation with
student achievement. The behavioral engagement variable was created whea stude
indicated they do their homework, they take pride in their assignments, they believe their
schoolwork will help them in the future, and they work hard because they want to
graduate from coll ege. According memt Adel m
includes involvement in academic and social or extracurricular activities and is
considered crucial for achieving positive academic outcomes and preventing dropping
outo (p. 3). Students who work harid, comp
work will reap the rewards for their effort, both in subjective measures (grades) and
objective measures (standardized test scores).

Emotional engagement was the third engagement variable that emerged in this

study. Students who indicated they fefiesa school, they were able to do school work,
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and they felt good about themselves demonstrated high emotional engagement levels.
Increased emotional engagement has a positive and significant relationship with

increased academic achievement. Adelmaregldr (2010) define emotional
engagement thusl y: AEmoti onal engagement e
to teachers, classmates, academics, and school and is presumed to create ties to an
institution and i nfl uendeemoindl éngagegnaneé ss t o
variable emerged as the single best predictor of achievement in this study, eclipsing all

other types of engagement as well as ethnicity in terms of portending success on
standardized tests.

Ethnicity, Student Engagement, and Aademic Achievement

In this study, Asian and white students demonstrated higher engagement levels
than their Hispanic and black peers. Asian and white students also registered higher
academic achievement levels as measured by standardized test scoiekC{@ .l and
MAP) than Hispanic and black students.

The data in this study revealed a statistically significant variance in engagement
correlated to student ethnicity. In the Sbrocco (2009) study, white students demonstrated
higher achievement scores standardized tests as well as had higher behavioral,
cognitive, and emotional scores than th&iigBade peers. The Sbrocco (2009) study
focused on black and white students, while this study included Asian, Hispanic, black and
white students. In Wakt#sian students emerged with the highest academic achievement
as well as the highest behavioral engagement, cognitive engagement, and emotional

engagement ratings. White students had the second highest achievement scores and the
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second highest behaviomhgagement and emotional engagement measurement. White
students were the only cohort to demonstrate a positive and significant relationship
between academic achievement and behavioral, cognitive, and emotional engagement.
Though black students had a higlkegnitive engagement score than their white
counterparts, they demonstrated the least amount of emotional engagement and
behavioral engagement of all the ethnic groups included in this study. Black students
also demonstrated the lowest academic achieméof any ethnic group.

School Model, Teacher Support, and Student Engagement

Similar to Renee Sbroccods 2009 researc
School Model (DASM) and teacher support were found to have both a positive and
significant relationshipvith behavioral engagement. Both DASM teacher support were
found to be positively and significantly correlated with cognitive engagement and
emotional engagement.

Developmentally Appropriate School Model (DASM)

Several researchers have analyzed thergstmed motivation exhibited by
students as they matriculate from elementary school to middle school (Meece, Anderman
& Anderman 2006, Brook&unn, Duncan & Aber 1997). Student achievement
decreases, behavioral problems increase, and disengagement ensesgeere threat to
graduation. The students are not the only ones who struggle in the middle level. Middle
schools are rarely staffed with teachers with a middle school endorsement, relying instead
on elementary teaches with a general education ondappteachers who have

specialized training in a particular subject (Gootman, 2007). Elissa Gootman noted that
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overaneighy ear period in New York City fAmiddl e
the 41,291 teachers who have left the school system 5988 even though they make

up only 17% of the overall teaching forcebo
staff in middle schools is an impediment to cultivating the trust and rapport between

teachers, staff and parents that buttress student engagand academic achievement in

effective schools.

Turning Points 200@rovided a framework for the DASM. In order for
adolescents to thrive in their educational environment, a systematic approach that focuses
on the academic and social development isssrg. Wakta has utilized the DASM
since 1997 when the junior high model was replaced with three middle schools with
students in grades& In a DASM, a team of teachers (usually a math, a social studies, a
language arts, and a science teacher) eduitetessmme cohort of students. The DASM
includes common prep time, allowing teachers to collaborate on behavioral and curricular
interventions for their students of all abilities, motivation, and behavior levels.

In this research, as was thecaseinR&ber occob6s 2009 study,
found to have a significant and positive correlation with behavioral engagement. Wakta
8" grade students indicated their school is a caring community, the school is safe, their
school is dedicated to improving the ifigeence of all students, and that they are aware
that at least one adult in their school cares about them.

Teacher Support

Teacher support was also found to be positively and significantly correlated with

behavioral, cognitive, and emotional engagemémtuitively, students who enjoy
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positive relationships with effective teachers will thrive academically. Fredricks, et al.
(2004) defined teacher support as academic or interpersonal support for students.
Jackson & Davis (2000) highlighted the needtéarchers to create substantive
interpersonal connections with students, and schools that have successfully closed
achievement variances amongst groups of students often have high levels of teacher
support. Renee Sbrocco cited the work of Marks (2000) where pr ocl ai med fa
classroom in which students report feeling supported by both teachers and peers is
associated with higher | evels of engagemen
survey support the research related to teacher support amgatst on achievement.
The results also mirror Renee Sbroccods (2
had higher levels of teacher support than their black peers. The slight difference between
black (2.87 mean) and white (2.91 mean) student nssgsoregarding teacher support
was not deemed to be statistically significant. Asian and Hispanic students demonstrated
higher levels of teacher support than white students.

Increasing cultural competency of Wakta School District employees has been a
priority for several years. Wakta participates in the WEST Metro Education Program
(WMEP), a voluntary integration program involving ten suburban school districts and
Minneapolis. The Choice is Yourgrogram has infused the district with hundreds of
studentghat live in Minneapolis and bring their unique experiences with them into
Wakta classrooms. Nearly a dozen cohorts specializing in implementation of National

Urban Alliance (NUA) strategies exist in the three Wakta middle schools. The three core
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beliefsof NUA (NUAtc.org/abowtus/) help to guide the practice of several Wakta
educators. The NUA program includes the following tenets:

1) Intelligence is modifiable

2) All students benefit from a focus on high intellectual performance;

3) Learning is influenced by #interaction of culture, language, and cognition.

High expectations for all students, regardless of ethnicity, gender, past
achievement, etc., i s a major tenet of
provide professional development as a resiuilbe DASM (common prep time), as well
as the utilization of a cohort model of professional development in which cadres of
teachers work together over the course of the year to increase cultural competency,
become acquainted with best practices, andtea#y modify and differentiate
curriculum to meet the needs of their students.

The Wakta school district, as is the case in many other school districts in

Minnesota, has experienced significant student demographic changes. The evolving

demographics ohe students are not mirrored in the demographics of the administrators,

NUA

teachers, paraprofessionals, culinary staff, custodians, coaches, or nearly any other group

of adults working with students. Of Waktd §rade students in 204011, 24% were

nonwhite at both MS #2 and MS #3 and 15% were-white at MS #1. Though

research is scarce regarding a direct correlation between the ethnicity of a teacher and the

academic achievement of minority students, there are innumerable benefits related to a

diversified teaching force. Increasing the cultural competency of educators in school
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districts across the United States is imperative, especially considering the burgeoning
diversity of future cohorts of students in public schools.

An effective teacher who demstnates command of their content as well as
fosters a nurturing learning environment is the most critical factor for student success.
Secretary of U.S. Department of Education Arne Duncan recently explained the
significant impact effective teaching hassindent achievement:

We know that from the moment students enter a school, the most important

factor in their success is not the color of their skin or the income of their

parentsit is the teacher standing at the front of the classroom
(www.ascd.org/effectivéeaching.

In short, there is a positive and significant relationship between student
engagement and academic achievement. Though there are innumerable variables beyond
the purview or contrabf a school (e.g., ethnicity, parental education, parental support,

SES, etc.), there are-gthool factors that can have a substantial effect on student

engagement and academic achievement. The DASM and teacher support have been

found to increase studeethn gagement i n both Renee Sbrocco
study. In particular, behavioral engagement mitigates the effect of ethnicity on academic
achievement (Sbrocco, 2009). This point is salient and significant because schools can

create programstdin staff, and cultivate an atmosphere in which students are safe to

learn. Educators and policy makers have the opportunity to directly influence behavioral
engagement on a daily basis.

Policy Considerations and Possible Implications

Several results frorthis research have the potential to impact school, district,
state, and national educational policy. The remainder of this section will analyze policy
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considerations and possible implications on both the micro and the macro level (Sbrocco,

2009).

Impli cations for Federal and State Policy

Education reform has emerged as alhdton political issue in the United States.
President Obamads Race to the Top initiati

several states and created the impetus for segented changes in teacher contracts as
well as teacher evaluation. Protests have erupted in Wisconsin, Ohio, Indiana, and other
states as stakeholders of all political backgrounds have made student achievement,
teacher tenure, school dropout rates, ptditical talking points. Dr. Sbrocco (2009)
emphasized four policy suggestions in her research:

1. Include a survey component to NCLB testing requirements.

2. State and federal policy must recognize student engagement as predictor for

academic achieveamt.

3. Convert all junior high schools to middle schools.

4. Require middle school teaching licensure for every teacher.

Since Dr. Sbrocco concluded her research in 200N oh€hild Left Behind
(NCLB) law has undergone fundamental change. Nearlyhalfé he nati onds sc
currently designated as Afailing, 0 and the
progress is destined to grow in the future
states a waiver in 2012, releasing them from thexaurs strictures the law required for
schools that did not meet adequate yearly progress (Minnesota is one of the states that has

been issued a waiver). In exchange for the waiver, states must create and maintain a
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comprehensive assessment system fotwadlents and teachers. States will continue to

assess students with standardized tests IN@EB. This researcher agrees with

Sbroccobs (2009) suggestion that a student

and emotional engagement should be requafeeach school in each district. The results

of these surveys will provide school district leaders with robust data in which they can

frame policies and create programs to maximize student achievement. This study serves

to reinforce findingstkabengagemend(lzehaidiad, Sognitive, and

emotional) has been shown to have a positive and significant relationship with academic

achievement. In other words, the more students are engaged, the higher they will achieve

on standardized tests.r.Cbbrocco raised a salient issue when she highlighted the need to

set aside funds for the student transition from elementary school to middle school. As

students matriculate to the middle level, special care and attention need to be utilized to

ensures afe, orderly, and nurturing transition

requiring a middle school licensure for all teaching staff may ameliorate the negative

aspects of the transition. Requiring middle school licensure for all teachers working with

6", 7" and & graders would allow students to receive the appropriate academic, social,

and psychological support in these crucial years. This researcher endorses each of Dr.

Sbroccods federal and state policy recomme
This study includes sevéradditional federal and state policy considerations. The

first federal consideration is for the United States to institute a national educational policy

that ensures equity and excellence for all students. In the United States, all schools are

not creatd equal and a disproportionate amount of minority students drop out of school
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before they earn their high school diploma. The negative outcomes of student dropouts
are undeni abl e. Upon reflection, 74% of d
had a chance to do it all over againo (Melyv
dropout can expect to make 27% less income per year than the average high school
graduate, a sobering statistic that underscores the need for students to earn their high

school diploma (Melville, 2006). Melville (2006) points out that high school dropouts

have diminished earning power, and as a result, 80% depend on government services for
health care. Inequities in access to opportunity (Orfield, 2009) plague the U.S.

educaional system.

There are models of school systems that balance excellence and equity, however.
Finland has a renowned educational system that is based on equity for all students. If
students are not meeting expectations, expert teachers are taskieéntitiing deficits
in understanding and crafting solutions for individual students. The goal is to return
students to their classroom as soon as they are secure in their skills. In a conversation
with Michael Barber, the author of a Mckinsey reporitttHow t he Wor | dds B
Performing Schools Come Out on Tdpacy Crow summarized this key tenet to
Finlandds equitable educational system:

Successful systems expect that each child will succeed. When a child falls

behind, peopl e ismyt hadh,s yshtad msc hd d dédts n

enough or comes from a poor background.
to that child keeping up with everybody else, and what do we need to do

about 1it?6 Finnish schools are a model
isreferred to special educatiennd it 6s not what you or |
education in our countries. ltoés truly
theydre on staff to diagnose a | earning

cultural barrier. They I | wor k t o unlock the barrier
who have the knowledge. Their job is to get that child back into the
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classroom with his or her peers as soon as possible (p. 2).

I n Finlandbs educati onal syseéeneemPasiequi ty
Sahlberg is the director general of the Centre for International Mobility and Cooperation
in Hel sinki, Finland. Sahl berg reveals th
has been grounded on equal opportunities for all and equitabibutisn of resources
rather than competitiono (Sahlberg, p. 10)
systemic approach in historical context in At&antic:

Since the 198006s, the main driver of Fi

children shald have exactly the same opportunity to learn, regardless of family

background, income, or geographic location. Education has been seen first

and foremost not as a way to produce star performers, but as an instrument to

even out social inequality (Pamen, 2011, p. 1).

Finland has emerged as the darling of international education, consistently scoring
high on the Organization for Economic@Gop er at i on and Devel opment
Programme for International Assessment (PISA) measures (OECD.og), 201
According to OECD Secretas@eneral Angel Gurria, there is a distinct connection
between academic achievement and future economic prosperity for both the individual
and the nation:

Better educational outcomes are a strong predictor for future economic

growth. While national income and educational achievement are still

related, PISA shows that two countries with similar levels of prosperity

can produce very different results. This shows that an image of a world

divided neatly into rich and wediduca¢d countries and poor and badly

educated countries is now out of date (OECD.org, 2012).

Finnish envyandFinlandaphiliaare terms coined by skeptics who challenge the
notion that the United States, a multicultural, polyglot nation of over 300,000,0p(pe

can scale the educational policies of a small Scandinavian nation with a population
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comparable to the state of Minnesota (5.3 million people). According to several education
leaders (Linda Darigda mmond, Di ane Ravitch, Tony Wagn
educational policies could provide a template for reform in the United States. Linda
Darling-Hammond is an education professor at Stanford, and she has found multiple

reasons why the Finnish educational system can provide a model for U.S. decision

makers She states:

AThe fact that we have more race, ethni
and we have this huge problem of povert
qualified teacherghe strategies become even more important. Thirty years

ago, F i n dtianrsysténs wae @ mess. It was quite mediocre, very

inequitable. It had a lot of features our system has: vergoom testing,

extensive tracking, highly variable teachers, and they managed to reboot

the whole system (NEA.org, 2011, p. 1).

Teachersn Finland teach three classes a day while their counterparts in the U.S.
average seven. Finnish teachers use the additional time to work collaboratively on
assessments, instructional strategies, and interventions. PDiddmgiond noted the
engagement oftgdents as she described a typical lesson:

In a Finnish classroom, it is rare to see a teacher standing at the front of a
classroom lecturing students for 50 minutes. Instead, students are likely to
determine their own weekly targets with their teachespecific subject

areas and choose the tasks they will work on at their own pace. In a typical
classroom, students are likely to be walking around, rotating through
workshops or gathering information, asking questions of their teacher, and
working with other students in small groups. They may be completing
independent or group projects or writing articles for their own magazine. The
cultivation of independence and active learning allows students to develop
metacognitive skills that help them to framekia, and solve problems;
evaluate and improve their work; and guide their learning processes in
productive ways (NEA.org, 2011, p. 4).

DarinpHa mmonddés overview captures a dynami
which students are directly involved inrgaular and assessment development.
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Conspicuously absent in Darlitga mmonddés description of Finn
of an emphasis standardized test preparation.

While Finnish teachers have less student contact time than American teachers,
Finnishstudents are engaged in play and active learning more often than their American
peers. Columbia Education Professor Samuel
Pl ay: What the US Could Learn From Finland

Not only do Fnnish educational authorities provide students with far more recess

than their U.S. counterpads/5 minutes a day in Finnish elementary schools

versus an average of 27 minutes in the & I8ut they also mandate lots of arts

and crafts, more learning by dgirrigorous standards for teacher certification,

higher teacher pay, and attractive working conditions. This is a far cry from the

U.S. concentration on testing in reading and math since the enactment of No

Child Left Behind in 2002, which has led schowdtdcts across the country,

according to a survey by the Center on Education Policy, to significantly narrow

their curricula. (Abrams, 2011, p. 3).

This increase in play in Finnish schools allows students to engage in
cardiovascular activities throughdhie school day. The narrowing of school curricula
not only endangers the job of any teacher besides a mathematics or a reading instructor, it
robs students of opportunities to utilize
students have soed in the top five nations in the PISA in mathematics, reading, and
science testing over the last decade, and one reason for the increased achievement may be
the opportunities for students to engage in authentic, challenging activities that involve
multiple intelligences (e.qg., linguistic, musical, kinesthetic, visual, etc.). Columbia
Professor Samuel Abrams asserts that:

The Finns have made clear that, in any country, no matter its size or composition,

there is much wisdom to minimizing testing and insteadsting in broader

curricula, smaller classes, and better training, pay, and treatment of teachers. The

United States should take heed. (Abrams, 2011, p. 1).
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Anot her aspect of support for students
t e a ¢ h e rarticular Bthffimember is responsible for identifying deficits in
understanding, prescribing solutions, and assessing student progress toward learning

goals. This proactive, intensive process is one reason Finnish students are engaged in

their educationL y n n e | Hancockds il lumining article
Schools Successful ?0 was published recent/|
Hancock, Anearly 30% of Finlanddés students
firstnineyear®f school 6 (Hancock, 2011, p. 1). | f

expert teacher is poised to work emreone or in small groups to make sure students are
secure with the current concepts, and are returned to the large group as soon as possible.
The lack of stigmatization of remediation in the Finnish model is one reason students are
able to matriculate year to year with their classmates at an exceedingly high level.

Darling-Hammond notes Finnish students do not begin school before the age of
seven, do not take standardized tests until they are 16, and student test results are not
publicly communicated. Student test scores are not publicized by ethnic groups nor by
individual schools. Conversely, the United States disaggregates test resthiadl
subsequently communicated via all forms of media. In the U.S., test results are posted by
school, school district, state, and by demographic groups (e.g., ethnicity, gender, special
education, etc.) in every state. In New York Cityand Los Angel, a-addatlaescor e
has been publicly communicated for thousands of teachers. Despite the dearth of
standardized testing, Finnish students consistently score in the top three nations on the
PISA (math, reading, and science assessments) and thisie tisealeast variance among
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the highest and lowest student scores. Students in Finland score high on standardized

tests not because of incessantskilld r i | | , and teachers do not
difference between the top students and tivesd scoring students in Finland is the

smallest of any nation included in the OECD analysis. Finland also has the lowest

variance between schools in terms of student achievement on the PISA, signifying a

highly equitable educational system (OECD.org).

Most germane to this research is the relationship between student engagement and
academic achievement found in Finlandds sc
achievement scores among the top three nations in the world, and they also have some of
thehighest levels of student engagement of participating nations. In 2000, Finnish
students recorded the highest levels of reading proficiency, and the third highest level of
student engagement (Valijarvi, 2004). Among Finnish students, student engagement
accounted for 22% of the variance on the reading assessment, the most significant factor
that emerged in a correlation analysis (Va
mean score of 546, significantly higher than that of any other countryn#ialao had a
relatively small spread of scores with a standard of deviation-ohB8four OECD
countries had smaller standard deviations (OECD.org, 2002, p. 82). In terms of student
engagement, Athe country that readng(fas t he hi
beyond that of the others) is Finland (.46
correlation between academic achievement and student engagement has undergirded
Finlandds meteoric rise in inlevebDnati onal e

Sbroccobés (2009) research and this study h
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has a positive and significant relationship with academic achievement. Finland has
proven that rigorous interventions, high expectations, and creating aarenent in
which the majority of students are engaged in their education may be scaled on a national
level. Though Finland may have a population of a little over 5 million people, it is
comparable in size, or larger than, 30 states in the United Statksd=differs in
demographics from the United States. In Finland, the overwhelming majority of citizens
speak Finnish (91.5%), less than 4% of children live in poverty (Sahlberg, 2011), and
there is a small immigrant population.
The equitable education $gm in Finland has proven that a responsive model can
be successful for all students. Finlandos
and the entire nation prospers as a result of engaged and educated citizens. This federal
policy recommedation would call for the cessation of national testing, as well end the
publication of any student assessment data. Recent cheating scandals in Atlanta and New
York City highlight the intense pressure school districts face as they tried to keep up with
NCLB requirements. Pasi Sahlberg (2007) elucidated the effects of NG@pBed
testing in the United States:
Perhaps the be&nhown practical illustration of largecale education reform
driven by the notion of standardization and related consequert@iraability is
found in the USA, where controversial federal legislation termed No Child Left
Behind (Public Law 10-410) links school and teacher performance to Adequate
yearly Progress and to financial and resource allocations to schools (Popham,
2004;Centre on Education Policy, 2006). Recent research, however, suggests that
0the ability of standardized tests to a
in doubtdé (Lemke et al., 2006, p. 246).
concluded, on thbasis of their analysis across 18 states in the USA, that since
clear evidence was not found for the positive impact of-Btgkes testing
policies upon increased student learning and because there are numerous reports

of unintended consequences assedatith these policies, such as increased
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student drogout rates, teacher and student cheating on exams, and teacher

defection from the profession, there is need for transforming existingstaghs

testing policies. (Sahlberg, 2007, p. 152).

If the goalof education reform is to increase student achievement, rather than
assess students with national tests that may (or may not) be connected to their school
curriculum, a new model should be implemented nationwide. The possibility exists that
states couldtill gather data to monitor student achievement. However, the publication of
the results of standardized testing leads to a shaming of students and staff. Currently,
teachers have little prior knowledge of what questions will appear on nationally
standadized tests (e.g., MCA, MAP, etc.). If a school district generates the student
assessments, professional learning communities will be able to analyze the data, observe
patterns and trends, and eventually modify and adjust curriculum, instruction and
assesment in order to increase student achievement. The results of -distattd
assessments would be communicated to the state, but they would not be published in a

newspaper. A teacherdés value added ranki

Los Angeles and New York City. A focus on cooperation and equality, rather than

n

competition and inequality, iI's attainabl e.

grandiose plan as she quoted Pasi Sahlberg:

O0When President KennedagdvawiagsAmenieaki ng hi s
science and technology by putting a man on the moon by the end of the

19606s, many said it couldndét be done,
Yor k. 6But he had had a dr eam. Just I
laterhada r e a m. Those dreams came ‘true. Fi

have a good public education for every child regardless of where they go to
school or what kind of families they come from, and many even in Finland
said it couldndét be done. 0

Clearly, many wee wrong. It is possible to create equality. And perhaps even
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more importants a challenge to the American way of thinking about
educationreforsFi nl andds experience shows that
excellence by focusing not on competition, butooperation, and not on choice,
but on equity (Partenen, 2011, p. 3).
Tactical and ongoing professional development is another future policy
implication. Teachers in the U.S. average 1080 hours per year of student contact time,
well above the OECD avera@f 803 hours/year for primary schools, and 664 hours per
year for upper secondary teachers (NSDC, p. 1). By comparison, teachers in Finland
average 570 hours of student contact time per year, and in South Korea, only about 35%
of teacher work time is spewith students (Darling Hammond, 2009). On a weekly
basis, teachers in OECD nations have@5ours per week devoted to professional
development, creating lessons, collaborating with other teachers, etc., while U.S. teachers
have 35 hours for the santasks. In Finland, teachers have one afternoon a week to
coll aborate with other teachers, fAand scho
work together to share materialso (NSDC, p
allows teachers to stretigen their pedagogy, create, implement, and analyze
interventions, meet with parents, etc. A more supportive environment for teachers would
be a wise investment:
The United States is squandering a significant opportunity to leverage
improvements in teach&nowledge to improve school and student performance.
Other nations, our competitors, have made support for teachers and teacher
learning a top priority with significant results. In these countries, students learn
and achieve more. Teachers stay in thllfionger and are more satisfied with

their work. Educators take on even more responsibility for improving what
happens in their buildings. (NSDC, p. 2).
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Additional professional development opportunities will allow teachers to analyze
their assessmentsbserve fellow teachers, consult educational researchers, etc., in an
effort to maximize their student contact time.

Another policy implication at the federal and state level revolves around the
recruitment, development, and support of minority teachEneugh minority students
Aimake up 40. 7% of the public school popul a
Latinoo (Bireda & Chaitt, 2011, p. 1). St
single teacher of c¢ ol oDudnghd2d0¥dd schoolgearChai t t ,
there were 32 core (math, science, language arts, and social sttidjesi@teachers in
Wakta; none of them were black, Hispanic, or Asian.

The diversity of Wakta students has increased dramatically over the pesir$b
while the demographics of the teaching staff have remained static. This reality mirrors the
national trend. Though minority students will soon become the majority of U.S. students,
more than 85% of current teachers are white (Bireda & Chaitt, 204 $jgnificant
federal and state policy initiative would include incentives for minorities to pursue a
future in education. The federal government has the authority to create financial aid
programs for minorities that major in education (Bireda & Cha@fil). At the state
level, initial teacher licensure programs must actively recruit and strive to retain minority
teacher candidates. The diversification of the teaching staff in districts across the nation
is a paramount necessity. Nancy Stevensrdexi a few of the benefits of a diversified
teaching force in her report for the Texas Education Association:

Diversity is considered important because students need role models of like
characteristics in professional positions, and all students needwerio

204



professionals who reflect the diversity of the state. The absence of role models

gives minority students the negative message that opportunities are unavailable to

persons from their backgrounds. Studies of African American and Hispanic

teacherdave found that they do positively affect the academic achievement of

African and Hispanic students. Di ver sit

increase knowledge and understanding of different cultural groups for all the

teachers, thereby enhancing #ibility of all teachers to interact successfully in

diverse classrooms (Stevens, 2012, p. 2).

In North Carolina, the Alamandaurlington School District included the
recruitment of minority teachers as a significant recommendation to close the
achievemat gap: Al ncreasing numbers of minorit
providing positive role models for children. The intrinsic value of being taught by
gualified and competent teachers who are culturally and racially diverse benefits the
wholestudat popul at i-Budington, Z004apmd. A teaching force that
resembles the nation at large will provide positive role models for all students, as well as
promote a culture of inclusion that values the background, perspectives, and opinions of
all ethnic groups.

A final federal and state policy sugges
(2010) comprehensive system of | earning su
describes the development of a comprehensive system of learning suppavtl that
Aenhance a school 6s f oc u<sngagameptofctodentsi ng eng
staff, and familieso (Adel man & Taylor, 20
comprehensive system:

1) Classroordocused interventions to enable aneereyage students learning

2) Crisis assistance and prevention

3) Support for transitions
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4) Home involvement and engagement in schooling

5) Community outreach for involvement and support

6) Student and family assistance

On a macro level, the correlation between student engagenestuaent
achievement has emerged in an analysis of
Sbroccobds (2009) study as well as this res
correlation between engagement and academic achievement on a micro level. The
adoption of these six aspects of the comprehensive system will ensure a foundation is set
that places a premium on student engagement.

Implications for Districts and School Administrators

An intentional implementation of the Developmentally Appropriated®! Model
(DASM) would help districts and school administrators attend to the needs of the middle
level student. In order to transition from& model s or juni or hi gh s
districts must provide intensive professional development steepkd education of
adolescent students. The seven components of a DASM are outlined in Chapter two. Of
particular note, school | eaders must creat
to students aged 10 t o 14 o0eni@lyesponsiveschool2 00 9,
must attend to the needs of the student inside and outside of school. The results of this
study, coupled with Dr. Sbroccods findings
with a learning environment that enhances their behaly cognitive, and emotional

engagement. In Wakta, emotional engagement and behavioral engagement were shown
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to have a mitigating impact on the predictability of ethnicity on student achievement
scores.

Many DASMGs i n t he Urnmieachetdswlotdarotheldaar e st
middle school teaching certificate. An implication for districts and school administrators
would require each teacher to hold a middle school teaching certificate (or endorsement).
This policy would narrow the DASM prospeatiteaching pool in many districts. In
2007, theNew York Times e port ed fAwhil e 46 states offer
specifically for middle school teachers, only 24 require it (Gootman, 2007, p. 1). An
intentional, deliberate, and systemic change rbasindertaken to ensure students aged
10 to 14 are taught by qualified and prepared staff. Requiring a DASM teaching
certificate would motivate current DASM teachers to receive their certificate, and it
would also provide a road map for future DASM teaslas they prepare to work with
this unique group of students.

Another implication for districts and school administrators is the utilization of a
democratic leadership model. A DASM with a democratic leadership model will provide
students, staff, parentsommunity members, and all other stakeholders an opportunity to
engage in conversations to enhance the experience of everyone involved. In Minnesota,
nearly fifty cents of each general fund tax dollar goes to education. Nearly 40% of
general fund tax dlars are allocated to-E2 education, and 7.6% to higher education
(Senate Finance Committee, 2011). The imperative to include and communicate with all
stakeholders is undeniable. The steady decrease in education funding in Minnesota

necessitates levyferendums in dozens of school districts each year. If school districts
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wish to receive vital financial support from the local population, they must include the
public voice as they consider curriculum, policies, etc.
Another policy initiative that woultiave implications for school districts and
administrators is the implementation of Positive Behavior Interventions and Supports
(PBI' S) . Dr. Sbrocco referenced the potenti
teachers and school staff to directly teagpectations, and for students to be positively
rewarded when they exhibit the expected be
#2 instituted PBIS prior to the 20@B school year. Literature provided by assistant
principal Carter Smith described FBthusly:
PBIS is a process for creating safer and more effective schools. MS #2
is committed to facilitating a systems approach to enhancing the capacity of
schools to education all children by developing resebaded, schoekide, and
classroomdiscipi ne systems. The process focuses:s
to teach and support positive behavior for all students. At MS #2, we practice
schoolwide procedures and processes intended for:
-All students, all staff, all settings.
-Non-classroom attings within the school environment.
-Individual classrooms and teachers.
-Individual student supports for students who present the most challenging
behaviors (PBIS, 2012, p. 1).
An analysis of the data indicates a steep decline in referrals for araj minor
infractions (see Appendix H). In the 2008 school year, there were 71.16 referrals per
100 students at MS #2. By the 2014 school year, the number of referrals had
plummeted to 11.70 per 100 students. In terms of major referrals, M&#zen a

significant decrease from the 2000 school year. In 20080, there were 55.47 major

referrals per 100 students, while there are only 4.63 major referrals per 100 students thus
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far in the 201112 school year. One explanation for the precystdrop in behavioral

referrals may be all three grade level§, @", and &) have experienced PBIS each year

at MS #2. Another indication of the PBIS influence is tHagfaders receive the highest
amount of referrals per 100 students. These stsdeay receive the most referrals as

they are adjusting to the behavioral expectations of their new school setting. The steadily
decreasing referral numbers 8t @and &' grade students reveal a student population and
school staff working in concert tainimize distracting and dangerous behaviors.

Creating a safe learning environment is paramount to cultivating behavioral,
cognitive, and emotional engagement . Spec
statement that emerged in the emotional engagevaeiable in this research. For th 8
graders in Wakta, emotional engagement was found to be the best predictor of the
variance of standardized test scores, underscoring the importance of PBIS in creating a
consistent, caring, and safe atmosphere fatatlents. PBIS has had a profound impact
on student, teacher, and administrator communication and interaction in schools across
the nation.

PBIS contributes to a safe learning environment for all students and staff.

Additionally, PBIS may engage indiida | st udents who may dpres:¢
chall enging behaviorso (Smith, 2002, p. 1)
common expectations, establishes a school environment in which desired behaviors are
identified, described, and celebrated. Dr. SbroccoqRb@hlighted 2009 report by the

Konopka Institute of the University of Minnesota in her research which found young

students are apt to drop out of school if they feel the rules are unfair, the staff are
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uncaring, students feel disconnected with stafif thre rules are too rigid or
inconsistently enforced (Sbrocco, 2009). The negative personal and societal results of
dropping out of school are quantifiable. As described in chapter one, high school
dropouts can expect to live a decade less, earn Z8tneome annually, and be more
likely to be incarcerated than high school graduates. PBIS provides each administrator a
Aschool wide process for systematic probl e
2012, p. 1). Administrators will be able tdtovate and eventually implement policies
that will create a school environment that is caring, and in which there are positive and
respectful interactions among students, staff, and administrators.

Districts and school administrators need informatiomreigg student
engagement (behavioral, emotional, and cognitive) in order to create policies and
guidelines that will ensure a safe and robust learning environment. Dr. Sbrocco (2009)
recommended that each school require student engagement surveyds &sbateed to
dedicate time and resources (e.g., Director of Research and Evaluation support) to assist
teachers in their analysis of the data. In Wakta, each middle school student has a student
response device (SRD), and soon will be provided witliPad B. These devices could be
utilized on a daily, weekly, or semester basis to gather quantifiable student feedback
regarding their behavioral, emotional, and cognitive engagement. Analysis of this data
will reveal patterns or trends amongst various gsoof students (e.g., gender, ethnicity,
grade level), and may be used to create policies and guidelines that will support the

engagement of all students.

210



Another implication for districts and school administrators is to create a
comprehensive transitigerotocol for students matriculating from elementary school to a
DASM, within grades of a DASM, and from a DASM to a high school. Patrick Akos has
detailed the perceptions of transitions of students, parents and teachers. In 2002, Akos at
al indicated thaperceptions of transition depend on the age of the student. For students
entering middle school, Agetting | ost, old
school rules, making friends, and | ockers
Arth, 1990;Diemert; Mitman & Packer; Odegard & Heath, 1992). Akos found that
students exiting middle school feel trepidation about some of the same concerns as when
they entered middle school (grades, friends, bullies, getting lost, etc.). However, new
concernsemege for students about to enter high
coll ege/life, parent expectations, and mat
all perceptions about transitions between schools were negative, however. Students
about to entemiddle school look forward to:

Having their own lockers (although one third of the students worried about that),

having different teachers for different subjects, moving to different rooms for

various classes, eating in the cafeteria, participating isgbds program, and the

opportunity to make new friends (Akos, 2002, p. 213).

When students, teachers, and parents were asked of their perceptions of how to
improve the transitions, several themes emerged. Before the transition, 25% of students
recommaded more discussions about middle school, 16% recommended more
discussion of the positive aspects of middle school, 13% wanted better preparation (i.e.,

importance of doing homework, emphasis on organizational skills, etc.), and 11% wished
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they had a touof their future school (Akos, 2002). For students that had transitioned to

high school, 64% recommended practical I nf
stress, it is not too bad,o Atell them the
what it wil!/ really be I|Iikeo), 15% wanted t

would be located, and 8% wished that high schools would have visited the middle
schools to answer student questions (Akos, 2002, p. 217). Following the transitions,
studens indicated that they hoped the staff in the new building would be both welcoming
(13%) and encouraging (11%) (Akos, 2002). Students also wished they would have had
the opportunity to discuss their transition (13%) to help them process their new
surroundngs (Akos, 2002).

Students recognize the significance of the transition between elementary and
DASM, and between DASM and high school. School districts would be prudent to create
a system that includes the behavioral, emotional, and cognitive engagdéraaci
student. This comprehensive communication system would allow staff to share
information gathered from previous years to the next group of teachers. This system
would be accessible to current staff, and contact information would be readilyokevaila
in case the current teacher wishes to speak to a former teacher of a particular student.
Akos (2002) found that students identified three categories of school transition:
academic, procedal, and social. School personnekd to be aware of the trangit#b
needs of incoming students before, during, and after the transition from elementary
school to middle school. School districts

workshops so that teachers of elementary schools and middle schools (and middle
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schools and high schools) would have the opportunity to discuss what has worked, and
what has not worked for particular students. Knowledge of past conflicts with students or
staff, intervention attempts, and background information would help the neveteac
prepare an optimal learning environment for their incoming students. A trove of
information is gathered on each student by their teachers on a daily basis in the
approximately 98,700 schools in the U.S. (U.S. Census Bureau, 2012). Sans a systematic
method of communicating both the qualitative and quantitative information about the
student experience, the wisdom, knowledge andtestiscore data that is available (yet
rarely utilized) for each student is essentially lost each spring and summer wdentstu
depart for summer break. Software programs exist (e.g., Skyward, TIES, etc.) that could
be utilized to communicate information from teacher to teacher. Student privacy is a
primary concern when it comes to sharing student data, and every effotigraatie to
protect student information. Teachers that are aware of effective strategies that have
worked with their incoming students will be able to incorporate policies and practices to
prime students for success.

A final implication for districts andchool administrators is to make every effort
to ensure an equitable education for each student in a setting that reflects the burgeoning
diversity of the United State$he Choice is Your@ ClY) program began in 2000, and
now includes students from Minagolis and ten suburban school districts. Chapter two
includes an overview of the TCIY program. A benefit of TCIY is the diversification of
students in suburban schools (economically, ethnically, socially, etc.). Myron Orfield,

Executive Director of thénstitute on Race & Poverty, has summarized the research on
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the academic benefits, improved opportunities for minority students, social benefits, and
community benefits of integration (Orfield, 2011). Minority students that attend racially
integrated doools and classrooms experience increased standardized test scores

(Michelson, 2006; Michelson, 2003; Borman et al, 2004; Borman & Dowling, 2006).

According to the multyear evaluation of TCIY (Aspen Associates, 2009), 90.5% of

TCIY students that havetahded Wakta schools are minorities (1.2% are American

Indian, 9.7% are Asian, 73.0% are black, 6.6% are Hispanic). Though the only

requirement for student inclusion in TCIY is eligibility to receive free and reduced lunch,

the TCIY students have increasthe racial diversity in Wakta schools, as well as all of

the other participating school districts that receive TCIY students. Granovetter (1986)
Afound that integrated schools enabl e mino
associated withgpor t uni tyo (Orfield, 2011, p. 1) .

Ai nterraci al contact in desegregated setti
and facilitates more positive interracial relations (Orfield, 2011, p. 1). In addition to the

social and academic benefits, the TCIY program may ameliorate the widening

achievement gap between students from high andrioame families. Greg Duncan

and Richard MwhitheresOppordusity?(R&siAglirequality, Schools, and

Chi | dr e n acssis h sobeang analysis of the academic achievement of students

from the top quartile of incomes, and those in the lowest quartile of incomes. The gap
between students in the'®® of income andthe {06 of i ncome is fdAnow n
as large asthelackwhi t e achi evement gapo (Duncan & N

this income inequality in historical perspective, thebladk i t e achi evement g
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one and a half to two times as | arge as t
Murnane, 2011, p4).

The TCIY program has provided transportation for Minneapolis students that
wish to attend a school system in the participating school districts. Scarce research exists
regarding the experience of TCIY students, specifically the behavioral, cogaitive
emotional engagement of TCIY students. In this study, 19 of the 24 (80%) TCIY
students in 8 grade in Wakta schools completed the engagement survey. An analysis of
the engagement levels reveals TCIY students are comparably engaged in relagon to t
rest of the 8 grade students. Specifically, TCIY students were slightly less behaviorally
engaged (3.34 mean) than their peers (3.45). In terms of emotional engagement, TCIY
students (3.10) were very similar to the other WakKtgraders (3.20). Fough some
students, teachers, and parents may worry that TCIY students may experience culture
shock when they arrive in Wakta, the behavioral and emotional engagement levels
exhibited by & grade TCIY students are consistent with the balance of the \&kta
graders.

A powerful discovery was made when analyzing the cognitive engagement of
TCIY students (2.81) with the rest of the WakiagBaders (2.53). The elevated
cognitive engagement average displayed by the TCIY students is significant as it is
nearly a 10% increase over rd1Y students. Adelman & Taylor (2010) describe
cognitive engagement in terms of investment in learning as well as the desire to work
hard to comprehend difficult concepts. TCIY students are provided transportation that

includes onevay commutes that may last up to an hour, and they learn amongst students
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that do not live near themselves. However, the elevated cognitive engagement levels of
TCIY students is evidence that this cohort of students that are invested in tlvati@du

and they believe that what they are learning will help them in the future. Between 2001
2008, Wakta has the highest return percentage of returning students that attended Wakta
schools the previous year (54%). This percentage was higher thathangahool

district that welcomes students from north Minneapolis, and the increased levels of
cognitive engagement of TCIY students in Wakta middle schools provide context helpful
to educational leaders (Aspen Associates, 2009). Despite the barrigrstti@énts may
experience (extended commute, meeting new peers and teachers, etc.), students that
attend suburban school districts have posted higher achievement on standardized test
scores than eligible students that have chosen not to participate ini 209405 and
200708 (Aspen Associates, 2009). In 2606, eligible norparticipating students
outperformed their TCIY peers, and the two cohorts achieved at the same level-in 2006
07 (Aspen Associates, 2009). Further analysis indicates that thatswu®ver (about

50% of TCIY students in grades/3were in a different school from the previous year)

may account for the varying results. The cognitive engagement of Wagtade TCIY
students (nearly10% higher than ABBIY Wakta 8 grade studes), as well as the

similar behavioral and emotional engagement levels of TCIY andl @ students,

provide evidence that TCIY is a program that should be replicated in order to increase
economic and racial diversity in suburban school districts.

Implications for Teachers
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A teacher has an undeniable impact on student engagement (behavioral, cognitive,
and emotional). Several researchers have found teachers to have the most impact of any
in-school variable on student achievement (Rivkin, Hanushek, and ¥#i8; 2005). In
their 1998 study, Rivkin et al found teacher quality to be the:

Most important schoelelated factor influencing student achievement. They

conclude from their analysis of 400,000 students in 3,000 schools that, while

school quality is aimportant determinant of student achievement, the most

important predictor is teacher quality. In comparison, class size, teacher

education, and teacher experience play a small role (Rice, 2003, p. 1).

I n Dr. Sbroccods (200099postivelyangg, aut hent.
significantly correlated with student achievement. The same correlation emerged in this
research. Dr. Sbrocco referenced the work
influence of authentic instruction on academic achievement. Balheingagement was
found to be positively and significantly correlated with academic achievement in this
study. However, cognitive engagement was not shown to have a mitigating impact of
ethnicity on student achievement in neither this study nor the&b(8009) study.

Researchers have found authentic pedagogy to have a profound impact on student
achievement, and teachers should strive to connect current lessons with the prior
knowledge of their students.

Another implication endorsed by the Sbroc26@9) study is to increase teacher
support in the classroom. Richard Jones (2008) prescribed various methods for teachers
to increase teacher support in AStrengthen

oneon-one relationship between student agalcher is the critical element that can lead

to increased student motivation and higher levels of engagement in academics and school
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life (Jones, 2008, p. 2). Teachers that are able to balance classroom management,
engaging and authentic lessons, and stmeorelationships with students cultivate a
classroom environment in which students are able to thrive. Richard Jones summarized
the significance of learning relationships:

Strong positive relationships are critical to the education process. Students a

more likely to make a personal commitment to engage in rigorous learning when

they know teachers, parents, and other students care about how well they do.

They are willing to continue making the investment when they are encouraged,

supported, and assed. Building good relationships complements rigor and

relevance. For students to engage fully in challenging learning, they must have

increased levels of support from the people around them (Jones, 2008, p. 8).

The last sentence highlights the imporeaot teacher support in regards to
increasing behavioral, cognitive, and emotional engagement. Teachers that survey their
students on their learning experience will be able to identify areas of growth in terms of
supporting their students. As Jones (20€8tes, if teachers are to engage all of their
students, a nurturing and safe learning environment is imperative. In Wakta, it is tradition
for National Merit SemFinalists to nominate an esteemed teacher from elementary and
secondary (middle or hightsgol) that had a profound impact on their development. The
speeches focus on how welcome a teacher made a student feel when they first arrived in
their classroom, how caring the teacher was when the student experienced frustration, or
how a teacher encoaged them to share their opinions with the class. This level of
teacher support has had a tangible impact on student achievement. Professional

development that focuses on the cultivation of supportive teatheent relationships

would help identify stregths in current practice, as well as identify areas in which a
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teacher may enhance their pedagogy to meet the academic and social needs of all
students.

A final implication for teachers would be the opportunity to increase their
pedagogical knowledgeimecn cer t wi th their professional
The Wakta middle schools have utilized the PLC model the last few years. Educators
have the opportunity to analyze common assessment trend data, to create common
formative and summative asse&sits, to adjust their assessments, and to create and
enhance their instruction. PLC time would be dedicated to district created assessments,
creation of interdisciplinary units, and crafting individualized interventions for struggling
students as well der students that are excelling in their classes. Similar to Finland, a set
of lean, easy to understand national standards would be presented for each subject.
PLC6s would have the autonomy to create as

Implications for Further Research

There are several opportunities for further research based on data and analysis of
this study. Similar to Renee Sbroccods (2
in more suburban school districts. Additionally, this survayictbe utilized with
students in urban and rural schools. The West Metro Education Program (WMEP) would
glean valuable information if each middle school in the Minneapolis and ten suburban
school districts surveyed their students regarding their behgwogmitive, and
emotional engagement. Parents in Minneapolis would be able to analyze the responses of
students that choose to attend school in Minneapolis as well as the students that

participate in the TCIY program.
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Another implication for further resrch would be the inclusion of qualitative data
to create a mixethethods study (Sbrocco, 2009). The quantitative data in this research
allowed students to indicate their level of engagement on a Likert Scale (e.g., strongly
agree, agree, disagree, atrdisgly disagree). This quantitative data is valuable, but it
would be enhanced if a researcher were abl
various engagement levels. Follay interviews or focus groups would allow a
researcher to probe for spfemity and to ask followup questions that may reveal patterns
and trends that have a marked impact on student engagement. Specifically related to this
study, MS #1 students emerged with the highest levels of behavioral, cognitive, and
emotional engagemenQualitative data gleaned from students in all three middle
schools would help to explain why MS #1 students felt more engaged than their
contemporaries at MS #2 and MS #3.

Another opportunity for further research would be to include a similar amount of
students from each ethnic group. In this study, 86% of white students participated, while
85% of Asian students, 73% of Hispanic students, and 53% of black students
participated. If a school district conducts the research in the future, they willatbtane
receive IRB permission (and the requirement for parental consentO, and thus conceivably
will be able to include a higher percentage of each cohort of students. Quantitative and
gualitative data from each student would assist school leaders iqulkesirto create a
safe, welcoming, and effective learning environment for all students.

Emotional engagement emerged as the variable with the best predictive value in

relation to academic achievement for Wakfag8r aders. The Al feel sa
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staement could be clarified in a future study. A respondent may answer this question in
terms of physical safety, while another student interprets this statement to indicate that

they feel safe to make mistakes, to try new things, etc. As emotional engapestre

most impact on the variance of achievement in Wakta, qualitative responses would help
to identify the true rationale behind the answers of the respondents.

A closer analysis of the TCIY data is another implication for further research. In
this gudy, 19/24 (80%) of the TCIY students participated. The similar emotional and
behavioral engagement levels, as well as the elevated cognitive engagement levels
demonstrated by TCIY students could have regional and national implications. +ollow
up queswons of the TCIY students might reveal why the students chose to attend Wakta,
what made Wakta schools an effective learning environment, what barriers did the TCIY
students feel they encountered when they began attending Wakta schools, and what
suggestionslo they have to help future TCIY students adjust to their learning
environment in Wakta. Myron Orfield is a staunch proponent of integration of schools
and the resultant access to opportunity provided to all students (Orfield, 2005). If the
TCIY studens are engaged and achieving at an elevated level in the Wakta school
district, future researchers might analyze the district policies, the role of teachers, parents,
and the students to identify the roots of success.

A final opportunity for further reseanovould be for Wakta to conduct
longitudinal research regarding the behavioral, cognitive, and emotional engagement of
their students. A correlation between academic achievement and student achievement

could be analyzed each year. Furthermore, researmbgisanalyze individual students
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and cohorts of students as they matriculate through Wakta schools. It would behoove
Wakta Public schools to conduct an engagement survef&"'s57", 8" and " grade
students. The collection of data from studantthese particular grade levels would
indicate the engagement level of students as they are poised to enter middle school, as
they matriculate middle school, and immediately after they have left middle school. Both
gualitative and quantitative data ¢die analyzed to assess current programming and to
consider policies that may enhance the student, parent, and teacher experience in a
DASM. If engagement level were collected each year, researchers would be able to
analyze the fluctuations in engagemiamm year to year, as well as the impact on
academic achievement.

Critique of the Study

This study met the threshold establishe
research standards. The researcher worked diligently to replicate the study originally
completed by Dr. Sbrocco in 2009. The limitations in survey instrument, student
participation, and data collection are identified and described in subsequent paragraphs.

Limitations of the Survey Instrument

This study represented the second time thisqdati survey instrument was used
with 8" grade students as the 2009 Sbrocco study represented the first time this survey
instrument was utilized. The validity and reliability of the responses have therefore not
been established to the extent of otheiomai and international student engagement
surveys (Sbrocco, 2009). This study collected data ffBgra&ders at one point in time.

A longitudinal study that includes multiple years of engagement survey data would
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provide the researcher with a clearaatpie of the engagement level of each student, and
how their varying engagement levels impacted their academic achievement over a longer
time period (Sbrocco, 2009).

Limitations of Student Participation

Though 88% (692/786) of the Wakt4 §raders partipated in this survey, there
were variances for cohorts of students. For instance, 53% of black students participated in
this study, while over 86% white, 85% Asian, 73% Hispanic students were included in
this research. Every effort was put forth to ceetrwith every student that did not
immediately return their permission slip, however, a significant difference in
participation rates exists between black students and their Asian, Hispanic, and white
peers. Full parental consent as mandated by IRBagochave depressed the
participation rate. Dr. Sbroccob6s 2009 st
participation rate was 97%. Though the overall participation rate of this study was 88%,
the difference may be attributable to breakdowns in the ecornmation process. In order
to acquire full parental consent, a permission slip and information describing the study
was sent home via thd'§rade student. This permission slip was to be signed by a
parent and returned to their geography teacher.eAdbrin this communication system
may help to explain the roughly 10% difference in student participation between the
Sbrocco (2009) study and this research.

Limitations of the Data Collection Process

As Sbrocco (2009) indicated in her research, genafality is a limitation with

this study as the engagement levels'ogBaders are collected from three middle schools
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in one Western suburban school district. The response rate and sample size were robust,

and this allowed both Dr. Sbrocco and thisaesec her t hat the Afindin
generalized to other middl e smethodappsach ( Sbr o
would have enhanced the quantitative data collected in this research as well (Sbrocco,

2009). The limitations of quantitaticiata prevent the researcher from gleaning the
reasons Ahowo Wakta teachers and school p o
cognitively, and emotionally. A qualitative component would allow the researcher to

investigate the reasons why and how8fgrade students perceive their levels of

engagement.
Study Summary
This study was a replication of Renee S

purpose of this study was to analyze the relationship between student engagement and
academic achievement atwlanalyze whether or not student engagement can moderate
the impact of ethnicity on academic achievement (Sbrocco, 2009). Each Wajeaie
student from the three middle schools was invited to participate in this study. Participants
completed an onlmsurvey that measured their level of behavioral, cognitive, and
emotional engagement. This research found a positive and statistically significant
correlation between academic achievement and behavioral, cognitive, and emotional
engagement. Regressiorafysis revealed that for Waktd §rade students, emotional
engagement was the best predictive variable in relation to academic achievement.
Furthermore, behavioral engagement and emotional engagement were found to have a

moderating impact of ethnicitynostudent achievement.
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The state of Minnesota has made education a priority since its inception in 1858.
Article 8, Section 1 of the Minnesota Constitution states:

The stability of a republican form of government depending mainly upon the

intelligenceof the people, it shall be the duty of the Legislature to establish

a general and uniform system of public schools. (MNHS.org, 2012, p.21)
The necessity for educating the youth of Minnesota is codified in the state constitution.
Unfortunately, an analysi the school districts in Minnesota reveals a distinctly-non
uniform system of public schools. Students born in affluent andfuredled school
districts have fiaccess to opportunityo (Or
Though the MN statecent i t uti on call s on the | egislatu
efficient system of Public Schools in each
22), the funding, resources, and demographics vary widely from school district to school
district. The politcal machinations and geographic manipulation that has created the
school districts in this state are beyond the focus of this research. Rather, this study has
found a positive and significant correlation between student engagement (behavioral,
cognitive,and emotional) and academic achievement as measured by standardized tests.
Fostering an environment that is conducive to learning, that is safe, and that welcomes
the talents and experiences of all students is within the purview of individual teachers,
administrators, and policy makers. The stark terms of the Minnesota State Constitution
place the importance of education in sharp relief. The legislature of Minnesota has the
responsibility for funding schools, while the teachers, parents, administgaibcy,
makers and community members have the responsibility of ensuring every student

receives an equitable education.
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Appendix A

7* Grade Pilot Revisions and Suggestions

Original Wording 7™ Grader Suggestion Revised Question
My teachers require me | Place the word “to” My teachers require me fo think
think hard about the between “me” and “think” | hard about the subjects we are
subjects we are leaming. leaming.
My teachers expect me | Place the word “to” My teachers expect me fo
memorize rather than between “me” and memorize rather than think.
think. “memorize”
I have never gotten into | Add “at my current school” | I have never gotten mto a fight
a fight with a student. to the end of the statement | with a student az my current

school

I procrastinate and don’t | Add “as a result” after I procrastinate and as a result
do my best. “procrastinate.” Also, add | don’t do my best o7 homework,
“on homework, tests, tests, and/or projects.
and/or projects” after
(“Mt-ﬂi
My teachers don’t care | Remove “don’t” after My teachers care if I don’t do
if I don’t do my work. “teachers” my work.
Other students often Add the word “who” after | Other students who often
disrupt class is a the word “‘students” disrupt class is a problem at my
problem at my school. school.
I feel as if lot of control | Add“T feel as if” at the I feel as if 1 don’t have a lot of
over my grades. begmning of the statement. | control over my grades.
Student Suggestions/comments:

1) What does “administrator” mean? Who are the administrators?

2) What if we feel differently about the statements depending on different teachers?

3) What is “I am able to do school as well as most other students?” mean? Does this
mean grades, or staying out of trouble?

4) The statement “T learn more outside of school than inside” was confusing -do you
mean education-wise? Or life lessons?

5) Make sure the question is specific about the bamers to learnin g. Do you mean in
school? Or out of school?

6) The “topics we are studying in school are challenging” was a weird question -it
depends on the subject (e.g., math, science, etc.)

7) The “1I feel safe in my school” is too close to the “My school is safe” question.

8) The “I feel I do not have much to be proud of in school” is a lot like #18.
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Appendix B

RESPONSE SUBMITTED USERNAME BE1 BE2

5867 12/20/10 9:27 |pilot-1 Strongly Agree :Strongly Agree
5868 12/21/10 9:18|pilot-1 Strongly Agree iStrongly Agree
5872| 12/21/10 11:37 |pilot-1 Agree Disagree

5871| 12/21/10 11:38|pilot-1 Agree Agree

5869 12/21/10 11:39|pilot-1 Agree Strongly Agree
5875| 12/21/10 11:40 |pilot-1 Agree Agree

5873| 12/21/10 11:40|pilot-1 Strongly Agree iStrongly Agree
5881 12/21/10 11:40|pilot-1 Strongly Agree iAgree

5874| 12/21/10 11:41 |pilot-1 Strongly Agree iAgree

5880| 12/21/10 11:41 |pilot-1 Strongly Agree iAgree

5893| 12/21/10 11:42|pilot-1 Strongly Agree :Agree

5879| 12/21/10 11:42|pilot-1 Agree Agree

5870| 12/21/10 11:42|pilot-1 Strongly Agree :Agree

5896| 12/21/10 11:42|pilot-1 Agree Agree

5895| 12/21/10 11:42|pilot-1 Strongly Agree iStrongly Agree
5884 | 12/21/10 11:42|pilot-1 Agree Agree

5885| 12/21/10 11:42|pilot-1 Agree Agree

5892 12/21/10 11:43|pilot-1 Strongly Agree iStrongly Agree
5883 12/21/10 11:43|pilot-1 Strongly Agree ;Agree

5877| 12/21/10 11:43|pilot-1 Strongly Agree !Agree

5894 | 12/21/10 11:43|pilot-1 Agree Agree

5891 12/21/10 11:44|pilot-1 Strongly Agree Strongly Agree
5887| 12/21/10 11:44|pilot-1 Strongly Agree iAgree

5882| 12/21/10 11:45|pilot-1 Strongly Agree ;Strongly Agree
5876| 12/21/10 11:45|pilot-1 Strongly Agree :Agree

5890| 12/21/10 11:45|pilot-1 Strongly Agree iAgree

5878| 12/21/10 11:45|pilot-1 Strongly Agree :Strongly Agree
5889 12/21/10 11:46 |pilot-1 Strongly Agree !Agree

5886 12/21/10 11:47 |pilot-1 Agree Agree

5888 12/21/10 11:47 |pilot-1 Strongly Agree !Agree

5897 12/22/10 9:51 |pilot-1 Strongly Agree iStrongly Agree
5901 12/22/10 11:33|pilot-1 Strongly Agree :Disagree

5909 12/22/10 11:37|pilot-1 Strongly Agree iAgree

5934 1/21/11 11:35|pilot-2 Strongly Agree iStrongly Agree
5933 1/21/11 11:36 |pilot-2 Strongly Agree ;Agree

5941| 1/21/11 11:36|pilot-2 Strongly Agree iAgree

5932| 1/21/11 11:37|pilot-2 Agree Agree

5924| 1/21/11 11:37|pilot-2 Strongly Agree :Strongly Agree
5927| 1/21/11 11:38|pilot-2 Agree Agree

5936| 1/21/11 11:38|pilot-2 Strongly Agree iAgree

5930 1/21/11 11:38 |pilot-2 Strongly Agree :Disagree

5935 1/21/11 11:38 |pilot-2 Strongly Agree iAgree

5939 1/21/11 11:38 |pilot-2 Strongly Agree :Agree

5928 1/21/11 11:39 |pilot-2 Strongly Agree !Agree

5942 1/21/11 11:39 |pilot-2 Strongly Agree iAgree

5923 1/21/11 11:40 |pilot-2 Agree Agree

5926| 1/21/11 11:40|pilot-2 Strongly Agree iStrongly Agree
5922 1/21/11 11:40|pilot-2 Strongly Agree iAgree
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Appendix C
Introductory Letter
Dear Wakta 8 Grader,

My name is Matthew J Scheidler, and | have worked in the Wakta School District since
2000. | have had the good fortune to work in all three misicheols in Wakta as a

social studies teacher and as a peer coach. | am also working on my doctorate (Ed. D.) in
Organizational Leadership, Policy, & Development at the University of Minnesota.

| am asking if you are willing to take a survey about yoygagiement (interest) in

school, because | am trying to |l earn more
really interested in learning more about the achievement of students (why some students
do well in school and some do not). The survey on ezrgagt will help me learn about

student achievement and the connection to how you think about your educational
experience. | am grateful for the time and effort your teacher is investing in this

endeavor.

Since you are an'8grader in Wakta, | am askingy to be in the study. The study will

consist of taking a survey that will take no longer than 30 minutes. The survey will be

taken on a computer during your class. In addition to the survey | will be reviewing your
academic records (MCA test scores, MBPstt scores). Dondot worry;
one who will be working with this data. Your name will not be used at any point in this
research, and the survey results and all other data will be kept secret.

You can ask any questions that you have abasisthdy. If you have a question later

t hat you dondét think of nena, |[yone.cdrnd agok
to be in this study, just let your teacher know. Remember, being in this study is up to you,
noone willbe madatyouifyalon 6t want to participate or
mind later.

The survey will be given to you before or after spring break. Your teacher will let you
know the exact day.

Finally, you will be eligible to earn a cash incentive if you return your psranisslip. If

you choose to participate, or dono6t feel I
the incentive if you return the permission slip on the back of this paper. Your teacher will
have more details about this incentive.

Thank you,

Matthew J Scheidler
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Appendix D
Parent Consent Form

Student Engagement and the Academic Achievement of Middle School Students: Does
Engagement Increase Student Achievement?

INTRODUCTION

Your child is invited to participate in a research study examgitheir level of

behavioral, cognitive, and emotional engagement. Your child was selected as a possible
participant because they are currently Sm@ade student at one of the three Wakta

Middle Schools. We ask that you read this form and ask arstigog you may have

before agreeing to have your child participate in the study. This study will be conducted
by Matthew J Scheidler, a doctoral candidate in the Department of Organizational
Leadership, Policy, and Development (OLPD) at the Universityiohbkota.

The Department of Organizational Leadership, Policy, and Development at the
University of Minnesota supports the practice of protection for human subjects
participating in research. The following information is provided for you to decide
whethe you wish to allow your child to participate in the present study. You may refuse
to allow your child to participate in this study. You should be aware that even if you
agree to participate, you or your child is free to withdraw at any time. If youtddraw
from this study, it will not affect your relationship with this unit, the services it may
provide to you, or the University of Minnesota.

BACKGROUND INFORMATION

The purpose of this study is to examine st
determine if higher engagement leads to higher student academic achiewmgnt.

there are numerous studies on the achievement disparities between groups of students
(Agroupso defined by gender, ethnicity, et
few that examine the relationship between the two variables and how they intertwine for
middle school students. This study has been approved by the University of Minnesota and

by Wakta Public Schools. It has also been approved by the Institutional Revéed @&

the University of Minnesota.

A goal of this study is to examine the relationship between engagement (behavioral,
cognitive, and emotional) and the academic achievement of all 8th grade students in three
suburban middle schools in Wakta. Behaviersgagement is defined as doing

schoolwork and following rules, and examples include student actions that demonstrate
effort, persistence, and concentration. Behavioral engagement statements from the survey
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include Al do my homewmr kubeando Rbghotli ow

relates to motivation, effort and strategy
when | have to think really hard, 0o and Al
Engagement pertains to the interests, valuesamations of students. Sample statements
include Al | ike coming to s cSpecihidallythisand Al
study will answer the following questions:

1. What is the relationship betweeoml 8t h gr

cognitive, and emotional) and academic achievement?
2. What is the relationship between the middle school model (school climate,
teacher/classroom support, instructional practices) and the academic achievement?

PROCEDURES

If you agree to have yowhild participate in this study, they will be asked to participate

in a short survey (285 minutes) that will consist of 80 questions. The survey will ask

students to assess their level of engagement as they consider statements regarding their
emotionsand behavior inschodl.n addi ti on, I will be | ookin
records, but the records will be kegtonymous with no direct identifietsEncryption

software will be utilized to ensure there are no breaches of confidentiality wéiiath

is analyzed.

RISKS AND BENEFITS OF PARTICIPATION

Risks are minimal for participating in this studylrhe survey will ask students to

evaluate their own feelings about school (i.e. | like coming to school every day). As to
the benefits of participatg in this study, there are none for the participants. Students

who return this document with a parent/guardian signature will be eligible to receive a
small incentive (regardless if they are participating in the survey or not). Some people
find participating in a survey to be beneficial because it gives them a chance to express
and reflect on issues that matter to them. Also, information provided may be used to help
inform those who work in education to increase student academic achievement.

CONFIDENTIA LITY

The records of this study will be kept private. If any sort of report were to be published, it
would not include any information that will make it possible to identify a subject. Student
names will not be used in this study, and research recordsengtiored within an

encrypted document.

VOLUNTARY NATURE OF THE STUDY
Participation in this study is voluntary. Your decision whether or not to participate will
not affect your current or future relations with the University of Minnesota or Wakta

Pubic Schools. If you decide to participate, you child is free to withdraw at any time
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without affecting those relationships.
QUESTIONS ABOUT PARTICIPATION

Questions about procedures should be directed to the researcher(s) listed at the end of this
consenform.

PARTICIPANT CERTIFICATION

| have read this Consent and Authorization form. | have had the opportunity to ask, and |

have received answers to, any questions | had regarding the study. | understand that if |

have any additional questions abouttiights of a research participant, | may contact the
researcher at 763.745.6564 or email matthew.scheidler@Wakta.k12.mn.us. | may also
contactthResear ch Subjectsd A6 orbymakatD5&h e at (€
Mayo, 420 Delaware St. Southeast, Miapelis, Minnesota 55455

If you wish toAllow your child to participate in the study, please sign and date below and
return to the appropriate teacher.

Name of student (please print) : Date:
Name of parent or guardian (please print) : Date:
Signature of parent or guardian: Date:
Signature of Investigator: Date:

If you do notwant your child to participate in the study, please sign and date below and
return to the appropriate teachiéryour child does not participate in the study they will
have the opportunity to complete class work, read a book, etc., while the other ssudent
are taking the survey.

Name of student (please print) : Date:
Name of parent or guardian (please print) : Date:
Signature of parent or guardian: Date:
Signature of Investigator: Date:

Researcher Contact Information

Matthew J Scheidler Neal Nickerson

Principal Investigator Faculty Supervisor

Department of Organizational Leadership, Department of Organizational

Leadership, Policy, and Development (OLPD) Policy, and Development (OLPD)
330 Wulling Hall

Wakta MS #1 University of Minnesota

Wakta, MN XXXX Minneapolis, MN 55455

XXX -XXX -XXXX B612-XXX -XXXX

sche0291@umn.edu nicke001@umn.edu
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