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Editor’s Perspective

Twenty-three years ago, Dr. Edwards Deming, eminent stat-
istician, in his book, The New Economics for Industry, Government,
Education (1994), established that service and production systems
are not improved by measurement and testing. He affirmed that sys-
tems such as schools, hospitals and manufacturing enterprises im-
proved as management increased the knowledge of workers, im-
proved employee training and development, clarified the purpose of
the system, planned actions, studied outcomes, and continued to im-
prove inputs, process and outputs of a system. He ridiculed those
leaders who thought that testing outcomes could improve a system.
He stated that tests and measurements should be used to predict
outcomes. The hard work of improving or replacing a system required
objective observation, analysis, action plans, effective implementa-
tion, and thoughtful assessments.

Is it time to cease unnecessary testing? Do schools need
state exams at all grades (K-10) to identify students in need of help
or communities that lack the resources to improve learning in their
schools? Are states with high numbers of Charter Schools or vouch-
ers able to prove these alternative schools to community based
public schools benefit children and communities? Diane Ravitch,
historian of American Education and Professor of Education at New
York University, has demonstrated the failure of vouchers and char-
ter schools in Michigan and Wisconsin. We invite researchers who
have identified processes that increase student learning to submit
an article for this journal.

Our editorial board seeks research on character educa-
tion and its benefits to students, parents and staff. Also, Lisbeth B.
Schorrin her book, Common Purpose (1997), explained how strength-
ening families and neighborhoods were first steps to strengthen
public schools and rebuild America's inner cities. Some politicians
are realizing finally that testing will not make America's schools bet-
ter and that the difficult work of improving neighborhood health and
dental care, job training, adult education, addiction rehabilitation, and
employment opportunities are foundational ingredients to better out-
comes in schools and strong families that are the backbone of com-
munities. As Dr. Deming taught so many years ago, a social system
has to be understood before it can be improved. Finally, a few poli-
ticians are seeking long term and sustainable improvements in public
school communities with multifaceted and well planned initiatives.
Can you name one and where?

In this edition of the Journal, we present research on sus-
tainable school improvement and school parent relationships that
make a difference in student learning conducted by New York re-
searchers. University of Nebraska researchers share how a sys-
tem of professional development for teachers can improve teaching
and learning. USA and Pakistan researchers present a collaborative
study of effective teaching in the arts, humanities and the social
sciences. A University of San Francisco researcher and several
researchers from the State University of New York at Albany offer
their separate research on factors that contribute to English Second
Language learner success in schools. Finally, we offer research by
two professors in Nigeria that explains the importance of self con-
cept to boys and girls who are learning mathematics and how teach-
ers promote or inhibit this foundational disposition related to student
motivation and drive to learn.

I hope that you enjoy the research we share with you.

%M/%@ Editor-in-Chief



Sustainable School Improvement:
Suburban Elementary Principals'

Capacity Building

By Alison J. Clark, Ph.D.

Introduction

Current federal and state reform agendas, with their
focus on funding, accountability systems, and mandates,
are not sufficient to produce sustainable, meaningful
change. Reforms however must focus on sustainability so
that the overall system can continuously self-improve. Any
reform work meant to sustain itself must be embedded di-
rectly into the school, changing teaching and learning prac-
tices as well as school culture (Copland, 2003; Levin &
Fullan, 2008). Policies must go beyond competition and
intense performance requirements.

Leithwood, Day, Sammons, Harris, and Hopkins
(2006) concluded that leaders have the responsibility
for revealing the abilities of teachers that potentially exist
within the school setting. While there is no single model
of successful school leadership, there is a common
repertoire of actions and values used by effective lead-
ers. Wahlstrom, Louis, Leithwood, and Anderson (2010)
classified effective leadership practices into four broad
categories:

»  Setting directions - focuses on developing vision,
goals, communication of the direction;

«  Developing people - relates to increasing the knowl-
edge and skills of faculty;

* Redesigning the organization - focuses on estab-
lishing positive relationships and supporting col-
laboration;

* Managing the instructional program - relates to
teaching and learning, such as staffing, provid-
ing instructional support, and aligning resources.

Principals draw upon these basic leadership val-
ues and practices as they attend to school improvement
and student achievement (Wahlstrom et al., 2010).

One way to support change is through capacity
building. Critical to the change process, capacity building
brings a group of people together to work toward a com-
mon goal, therefore strengthening their efficacy (Fullan,
2007). The effective leader directs and nurtures the ability

of others through building capacity to support long-term
school improvements. This type of reform begins at the
building level, strengthening individual abilities while in-
creasing the collective efficacy of the entire school. Rais-
ing capacity is a key task of principal change leadership
efforts. Capacity building is a process to increase the
individual and collective abilities of professional staff to
continuously improve student learning.

Theoretical Framework

For nearly 30 years, researchers studied
schools and leadership, developing models to deter-
mine the linkage between leaders and school improve-
ment. Most models frame leadership as a one-way flow
of influence and change whereby leaders influence
school improvement indirectly through other variables
between them. Another perspective of leadership is
through the reciprocal effects model. Heck and Hallinger
(2010) found that the reciprocal effects model, when com-
pared to unidirectional models, demonstrated the most
statistically significant findings. This perspective con-
siders the interactive nature of people in schools em-
phasizing a mutually reinforcing relationship rather than
a one-way flow of influence. It conceptualizes principals
as changing in response to what is happening within
the school. It is a dynamic, adaptive process that offers
a contrasting, more comprehensive way to view leader-
ship. Few studies have investigated leadership through
a reciprocal effects model.

Figure 1 illustrates the reciprocal effects model as
principals build capacity through the four leadership prac-
tices as described by Wahlstrom et al. (2010). The figure
represents the indirect effects that leadership has on stu-
dent and school growth. As a principal focuses on setting
directions, developing people, redesigning the organization,
and managing the instructional program, a change in think-
ing and behavior among teachers occurs. Subsequently,
as capacity among teachers increases, the change cycles
back to the principal resulting in new responses, interac-
tions, and influence demonstrating a dynamic, mutual pro-
cess of change.
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Research Purpose and Questions

The increase of intense

Figure 1. Principal leadership practices within a reciprocal effects model

pressures to ensure long-term
education reforms have created a
challenge for school leaders as
they direct and nurture the abilities
of others. Researchers present the
challenge of initiating school im-
provement efforts that support sus-
tainable change (Century, 1999;
Levin & Fullan, 2008; Heck &
Hallinger, 2010). With the role of
change leadership as a necessary
component for school improve-
ment endeavors, it is more impor-
tant than ever to understand how
principals build capacity.

Setting Directions

Redesigning the
Organization

Principal

Developing People

Teachers

Student/School
Growth

anaging the
Instructional Program

The purpose of this research was to understand
and describe suburban elementary principals' practices
and perceptions as change leaders related to capacity
building through the leadership categories of setting di-
rections, developing people, redesigning the organiza-
tion, and managing the instructional program and sub-
sequently how the principals reacted to the changing en-
vironment within the reciprocal effects model. The fol-
lowing research questions guided the study:

RQ1: How do elementary school principals who have led
sustainable school improvement initiatives build capacity in
their schools?

RQ2: What experiences have shaped these elementary
school principals' leadership related to building capacity?

RQ3: How do these elementary school principals' capacity
building practices align with the reciprocal effects model?

Methodology

The concept of building capacity is based on social
interactions and processes. Using a descriptive case study
approach provided a way to look in depth at the complex
phenomenon of principals' capacity building processes by
capturing details in context. This study took place within
suburban elementary schools in New York State. Principals
of schools having received New York State Reward School
designation in the 2013-2014 school year were identified
and needed to be tenured at their schools from 2010-2011
until the Reward School designation. Three principals,
along with their superintendents and one teacher from each
school, provided data for the three cases.

Data were collected through interviews and docu-
ments. Each principal was interviewed three times, while
each superintendent and teacher had one interview. Inter-
views were independently reviewed and coded for concepts
related to the research questions. Additionally, each case
was explored for alignment to the reciprocal effects model.

Once each within-case analysis was completed, a cross-
case analysis was used to build general explanations about
how principals build capacity in elementary schools.

Findings

Research Question 1: How do elementary school princi-
pals who have led sustainable school improvement initia-
tives build capacity in their schools?

The findings suggest that building capacity is all
encompassing. In other words, as principals seek to in-
crease the individual and collective abilities of professional
staff to continuously improve student learning, there are many
interconnected actions. While each leadership category was
unique and could be viewed individually, capacity building
happened as the result of varied actions; change in one
area connected to change in another. Each principal: estab-
lished direction with input from teachers; nurtured a learner-
centered community; provided professional development
relative to teacher needs; fostered teacher reflection; and
cultivated collaboration and shared responsibility.

Established direction with input from teachers.
Each principal established a direction for their school based
on district mission and state demands. The vision was com-
municated, discussed, and input was gathered from teach-
ers, thereby establishing buy-in, a sense of commitment,
and even inspiration. In some instances teachers helped to
craft the schools' goals, while in other instances teachers
identified individualized goals for their own growth that typi-
cally connected to the greater school or district objectives. In
either case, everyone was working towards the same goals.
In each case, the principal identified and communicated the
overall direction for the school and kept it at the forefront of
their work with teachers and communication with parents.

Nurtured a learner-centered community. The prin-
cipals established themselves and the teachers as part of a
learning community. They were responsive to what teach-
ers needed and wanted to learn consistent with the overall



direction of the school. There was a clear value placed on
continuous growth for the principals and teachers; princi-
pals shared their learning with teachers and supported teach-
ers who wanted to learn more. Although the principals rec-
ognized that not all of their teachers sought out continued
professional development, they made it clear that adult learn-
ing was valued.

Provided professional development relative to
teacher needs. The structure and content of professional
development was determined and delivered in various ways.
Professional development was provided by the principal,
other administrators, or outside consultants. Opportunities
for learning also came from within and could be the most
meaningful as teachers shared their knowledge with each
other. Professional development also happened as princi-
pals provided clear and consistent feedback during the su-
pervisory process of observation and evaluation. Not only
was specific feedback provided, but principals ensured that
resources were available for improvement as they held
teachers accountable for follow-through. In schools with a
capacity-building mindset, teachers appreciated the feed-
back and strived to implement recommendations. This pro-
cess could only happen with a principal seen as supportive
and one who encouraged growth.

Fostered teacher reflection. Each principal en-
couraged teachers to continually reflect on curriculum, data,
and instructional strategies, indicating that opportunities
were put in place to ensure conversations about their work
with students. Furthermore, teachers were asked to reflect
on their own learning. Reflection was encouraged through-
out the formal supervisory process and during informal meet-
ings and conversations with the principals. There was a
constant focus on aspects of curriculum, instruction, and
student learning as reflection was nurtured.

Cultivated collaboration and shared responsibil-
ity. Each principal cultivated a spirit of collaboration as struc-
tures were put in place to ensure that teachers were work-
ing together. Although the structures may have looked differ-
ent in each context, teacher leadership was encouraged.
Capacity was developed as teachers, along with their prin-
cipals, planned, learned, and shared aspects of leadership
together. Principals embraced the understanding that suc-
cess depended on the collaborative efforts of the entire team,
including the superintendent, teachers, and parents.

Research Question 2: What experiences have shaped these
elementary school principals' leadership related to building
capacity?

The second question sought information about ex-
periences that shaped the elementary school principals' lead-
ership related to building capacity. Results demonstrate var-
ied practices, skills, and responsibilities used among princi-
pals and cited by Waters, Marzano, and McNulty (2003) as
essentials to promote school improvement. Each principal:
situated self as a learner; maintained focus on goals; estab-
lished trust and honored relationships; reflected on input.

Situated self as a learner. Each principal situated
her or himself as a learner and collaborator in achieving dis-
trict, school, teacher, and student goals. Striving to be a model
for learning, principals sought out information and brought it
back to teachers. Each principal engaged with teachers as
new curriculum and instructional strategies were learned.

Maintained focus on goals. Each principal kept a
regular focus on district, building, and individual teacher
goals. Maintaining consistent and specific communication
happened as each principal remained on a steady course.
Each principal demonstrated this as a critical aspect of sup-
porting change as they kept goals at the forefront of the daily
work through verbal and written communication.

Established trust and honored relationships. Each
principal appeared to have engendered trust and confidence
through consistently clear, honest, and candid communica-
tion that formed not only professional, but personal, relation-
ships. The importance of relationships built around trust were
evident as the principals, superintendents, and teachers
spoke about their experiences. This research demonstrated
how the principals were caring and committed individuals
who placed the development of relationships as a priority.

Reflected on input. Each principal's experience
demonstrated his/her willingness to gather, consider, and
genuinely reflect upon input from teachers. Principals' abil-
ity to reflect was not only a model for teachers, but showed
through in the decision-making process. As each principal
was willing to make difficult decisions, it appeared to be
done in the best interest of the school, teachers, students,
families, and the district. Decisions ensured that teachers'
use of time was purposeful, whether it was in the classroom
with students or during professional time with colleagues.
The principal's actions of gathering feedback and account-
ing for others' opinions furthered the teachers' belief and
trust in the principal.

Research Question 3: How do these elementary school
principals' capacity building practices align with the recipro-
cal effects model?

In the reciprocal effects model, leadership is viewed
as an adaptive and developmental process as thinking and
behavior change and develop based on the environment
(Hallinger & Heck, 1996; Pitner, 1988). As each principal
initiated a change, he or she was reflective and responded
based on how the teachers responded. Each principal built
teacher capacity, recognized change, and responded by:
motivating teachers and self; supporting continued collabo-
ration; recognizing and encouraging teacher leadership; and
adapting to new circumstances.

Motivating teachers and self. Each principal had
the ability to motivate others to achieve the district and
school vision through communication, collaboration, and
dedication in establishing school identity. As the principal
inspired change in teachers, that in turn cycled back to
motivate the principal creating a deeper understanding
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and appreciation for the work taking place. As new de-
mands were placed within the school, the principal re-
sponded and set a course of action with a greater aware-
ness of the direct work of teachers.

Supporting continued collaboration. The devel-
opment of meaningful collaboration has been identified by
Fullan (2011) as a way to foster capacity building. Each
principal embraced the understanding that success de-
pended on the collaborative efforts of the entire team, includ-
ing the superintendent, teachers, and parents. As the princi-
pals realized changes based on the collaborative work, they
responded with new types of support and recrafted the goals
based on new knowledge.

Recognizing and encouraging teacher leader-
ship. As each principal initiated a change, whether it was
curricular, instructional, or for the school culture, he or she
observed development among teachers. Once new abili-
ties developed, the principal often encouraged teacher lead-
ership. In all three schools, the principals wanted to in-
crease teacher participation. Teachers became more in-
vested, motivated, and learned more when leading.

Adapting to new circumstances. Each principal
was adaptable and responded to the school context since
there is no true set of rules to follow when building capacity.
Each principal worked towards curricular and instructional
goals and approached his or her teachers as a whole group
and as individuals.

The four themes that surfaced suggest reciprocal
effects is a leadership model that recognizes the dynamic
relationships among variables. This can only be seen
through exploring the interactive encounters among people
within their settings.

Conclusions

A comprehensive repertoire of actions and values
were used by effective leaders. These findings confirm
that capacity building is a key to sustainable school im-
provement. It is important for principals to be inclusive and
collaborative. Although at times the principal as school
leader may be the final decision-maker, capacity building
happens when teachers are involved in the process of set-
ting the direction, establishing individual and department
goals consistent with the direction, and having choice.
Furthermore, nurturing teacher leadership plays a critical
role for the principal. When teachers are in leadership
roles it is evident that capacity building is valued.

The findings confirm that principals' capacity
building practices align with the reciprocal effects model
as change flows back and forth evidencing a fluid model.
For capacity building to be successful, individuals within
the organization must believe that collectively they can
bring about change. This type of reform begins at the
building level, strengthening individual abilities while in-
creasing the collective efficacy of the entire school. There

is much potential for the idea that reciprocal effects is a
more comprehensive theoretical model of school lead-
ership, because it provides a broad and dynamic under-
standing of school improvement.
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Abstract

This article examines the impact of the fiscal re-
covery policies stemming from the 2007-09 economic re-
cession and the implementation of the 2011 New York State
Property Tax Levy Cap on the budgets of school districts
located within a Long Island, New York suburban town-
ship. The research basis of this paper is based on two
studies conducted by the New York State Council of School
Superintendents and the New York State Council of School
Business Officials and data collected from the Office of the
New York State Comptroller and the New York State Educa-
tion Department.

The quantitative budget data utilized for this study
was collected from the Office of the New York State Comp-
troller and the New York State Department of Education
and categorized three years prior to the enactment of the
Property Tax Levy Cap (2008-09 to 2010-11) and three years
after its enactment (2011-12 to 2013-14). This data en-
compasses the timeframe of the 2007-09 Great Reces-
sion government recovery policies and, the Gap Elimina-
tion Adjustment and the 2011 Enactment of the N.Y.S. Prop-
erty Tax Levy Cap.

The recommendations of this study are separated
into three parts, including the (1) the use of financial fore-
casting, strategic planning and fiscal tolerance assess-
ment, (2) the recommendation for an adjustment to the
New York State Tax Levy Cap modeled after other states, to
provide districts with the ability to address mandated cost
drivers in fiscally difficult times and (3) recommendations
for further research.

Introduction

Traditionally school districts have shouldered the
burden of funding programs relying on local property tax
revenues and the willingness of local voters to approve
capital bond issues for additional funding. Considering
monetary demands of state and federal mandates, increas-
ing healthcare contributions as a result of the Affordable
Healthcare Act, and increased mandated Teacher Retire-
ment System (TRS) pension contribution costs coupled

with a 2% Tax Levy Cap, school districts are hard pressed
to continue maintaining current educational services with
increasingly limited revenue sources. Particular challenges
that threaten the fiscal health of school districts include (1)
the recovery efforts resulting from the 2008 global economic
collapse, followed by short-term federal stimulus funds;
(2) policymakers’ responses to balance the budget and
contain the growth of school revenues including the pass-
ing of a property Tax Levy Cap, (3) the Gap Elimination Ad-
justment; and (4) a limit on the growth of state school aid.
Each of these events has impacted the actual and pro-
jected sources of funding for schools (New York State As-
sociation of School Business Officials, 2014).

Purpose of the Study

The purpose of this study was to determine the
impact of 2007-09 economic recession and the New
York State Property Tax Levy Cap on the budgets of sub-
urban school districts on Long Island regarding changes
in total expenditures, state aid, district employee ben-
efit (healthcare) contribution expenditures, per pupil ex-
penditures, fund balances, instructional expenditures,
TRS contributions, tax increases, and pupil population.
A quantitative analysis of school district budgets be-
tween 2008-2009 to 2013-2014 was categorized. Data
regarding school district budgets was collected from
the Office of the New York State Comptroller and New
York State Education Department.

Literature Review

Prior to industrialization, property taxes were con-
sidered an accurate assessment of the wealth of people
living in the United States. This method of taxation was gen-
erally perceived as desirable due to its operation as a di-
rect tax, ease of collectability, local control, impossibility to
avoid, and ability to provide direct linkage between wealth
and property value. Based on the ability-to-pay principle,
the property tax at the local level was utilized to fund schools
and operate other services of city, town, and local govern-
ments (Brimley, Verstegen, & Garfield, 2012).
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In the post-industrial era, a majority of states have
attempted to address disparities between personal in-
come and property tax burden by providing property tax
relief for certain groups of taxpayers as the tax is based on
the value of the property and not on the ability of the taxpay-
ers’ individual economic welfare. Consequently, if the tax
burden falls in greater percentage on the middle and lower
class, then the tax is considered regressive and perceived
as unfair. Since the 1970’s, states such as California,
Massachusetts, lllinois, Colorado, and New Jersey, have
implemented Tax Expenditure Limitations (Property Tax
Levy Caps) to ease the regressive burden of property taxes
so people with low incomes do not exceed a stated per-
centage of their income, regardless of the value of their
property. As of 2007, thirty four states utilize variations of
circuit breaker programs and over forty states utilize the
homestead exemption (Brimley, et al. 2012).

The Financial Challenges Facing New York State School
Districts

In June of 2011 the New York State Property Tax
Levy Cap was signed into law by Governor Andrew Cuomo.
According to the New York Department of Taxation, the law
was established to limit local governments to overall growth
in the property tax levy to the lesser of 2 percent or the rate
of inflation. Local town and county governments are per-
mitted to exceed their tax levy cap by overriding the law
locally with a 60% supermajority of elected representa-
tives, and school districts can only override or “pierce the
cap” with a supermajority of voters. The tax levy cap ap-
plies to all independent school districts and all local gov-
ernments outside of the cities of New York, Buffalo, Roch-
ester, Syracuse, and Yonkers. This law applies broadly to
property taxes that support all local governments, includ-
ing special districts that are independently governed, as
well as special districts that are established, governed
and administered by another municipality (NYS Depart-
ment of Taxation and Finance, 2012).

In the wake of the 2007-09 recession and recovery,
both the New York State Council of School Superintendents
(NYSCOSS) and the New York State Association of School
Business Officials (NYSASBO) conducted studies of the
impending impact of the tax levy cap. The superintendents
and business officials surveyed predicted a fiscally grim
outcome with regard to the impact of the tax levy cap on the
ability to generate revenue sufficient to maintain school dis-
trict solvency and address impending cost drivers such as
rising mandated pension and healthcare contributions.

A report by the New York State Council of School
Superintendents in November of 2012, Can'’t get there from
here: A survey on school fiscal matters, provided candid
responses of superintendents who took part in the survey
regarding the impact of the restraints of the tax levy cap and
the effects on school district finances. The respondents
indicated that between 2011-2012 and 2012-13 districts
would have to eliminate an average of 9 percent of their total

work force; second, 9 percent of superintendents reported
that within two years their districts would not be able to
ensure that their financial obligations would ever be paid;
and third, superintendents reported that pension costs and
health care alone rose 2.5 percent for the 2011 and 2012
school year necessitating the reliance on reserves to cover
the costs (NYSCOSS, 2012).

In January of 2014, The New York State Associa-
tion of Business Officials released a follow up study to their
2012 analysis titled, The Road Ahead: School District Insol-
vency, which examined the professional staffing losses and
fund balances maintained by 671 New York State school
districts. The original study concluded that high need school
districts in rural, urban, and suburban communities were
exhausting their fund balance at an alarming rate, repre-
senting the cumulative impact of the 2007-09 Recession
and state efforts to contain school expenditures (NYSASBO,
2014). The findings of this study concluded, first, that 261
school districts exhibited signs of fiscal insolvency through
a reduction in Unassigned Fund Balance (savings) from
school year 2010-11 to 2012-13, 544 school districts
showed signs of educational insolvency as a result of re-
duced professional staff, and 206 school districts showed
signs of both fiscal and educational insolvency; second,
districts were balancing their budgets at the cost of educa-
tional programs, as evidenced by cuts in professional staff.
School districts had reduced staff 10 percent over the previ-
ous five years as pupil enroliment had declined only 3 per-
cent; and third, approximately 40 percent of school districts
depleted their fund balance (NYSABO, 2014).

In 2014, The New York State Association of School
Business Officials released results of a survey of its mem-
bers regarding the status of their fund balances titled,
School districts exhausting their fund balances. This new
survey was prompted by a previous report issued jointly
with the New York State School Boards Association that
reported 99 percent of school districts tapped their fund
balances to plug holes in their budgets, due to limitations
in state aid and the property tax levy cap. Officials from 250
out of 697 school districts in New York State responded
and revealed the following; (1) 81% of respondents re-
plied that they would exhaust or spend down their fund
balances within five years if limitations on state aid and
the tax levy cap remained in place; (2) 31% of respondents
replied they would exhaust their fund balances within the
next 18 months, and; (3) 56% of districts reported that at
least 10% of their 2012-2013 operating budget consisted
of monies from their fund balance (NYSASBO, 2014).

Research Methodology

A quantitative study was chosen to investigate the
impact of the of the fiscal recovery policies stemming from
the 2007-09 recession and the implementation of the 2011
New York State Property Tax Levy Cap on the budgets of
school districts located with-in a Long Island, New York
suburban township.



Instrumentation and Procedure

To accumulate the quantitative data for this study,
school budget data from the Office of the New York State
Comptroller and the New York State Education Department
were analyzed and organized into tables comprising the
quantitative changes in key categories related to student
population, school district expenditures, reserves and rev-
enue with regard to school district budgets between the
2008-09 and 2013-14 school years. Utilizing the Open
Data link on the Open Book New York Local Government
page on the Office of the New York State Comptrollers
website, the researcher retrieved and analyzed revenues
and expenditure reports as well as balance sheets from
all school districts located within this Long Island town-
ship between 2008 and 2014. The expenditure categories
examined were: total expenditures, district employee ben-
efit (healthcare) contribution expenditures, per pupil expen-
ditures, instructional expenditures, and Teacher Retirement
System (TRS) contributions. The district reserve catego-
ries analyzed for this study were total fund balance and
unassigned fund balances. The revenue categories ex-
amined were total state aid and property tax revenue. The
student populations of these districts were also analyzed,

Table 1

as pupil population is a factor in the amount of state aid
received by each district.

Research Question Used to Guide this Study:

To what extent have school district total expendi-
tures, school district employee benefit contribution expen-
ditures, per pupil expenditures, instructional expenditures,
TRS contributions, district reserves, property tax revenue,
New York State aid revenue, federal aid revenue, and pupil
population changed from 2008-2009 to 2013-20147?

The data from the twelve school districts located
within this Long Island township was analyzed and catego-
rized into school district expenditures, reserves and rev-
enue representing six years, from 2008-09 to 2013-14.

Findings

The findings of this study confirmed the findings of
the New York State Council of School Superintendents
(NYSCOSS) and the New York State Association of School
Business Officials NYSASBO studies conducted between
2010 and 2014. The superintendents and business officials

Long Island Town - School District Key Expenditure Increases from 2008 to 2014

District Total . Per-PupiI Benefit Contributions| TRS Contributions Instructi_onal
Expenditures Expenditure 2008-2014 2008-2014 Expenditures
2008-2014 2008-2013* 2008-2014
District A $13,980,478 $ 3,387 $9,922,147 $4,991,467 $ 8,899,369
District B $14,230,349 $ 4,419 $5,851,723 $2,635,770 $ 5,933,859
District C $51,338,282 $ 1,039 $24,539,923 $10,477,933 $ 7,589,785
District D $38,528,246 $2,231 $18,893,868 $6,267,452 $ 7,689,367
District E $23,906,872 $ 4,479 $10,773,035 $4,689,195 $ 9,832,485
District F $9,540,490 $ 5,388 $7,223,907 $3,909,217 $ 5,971,428
District G $619,187 $ 27,388 $422,544 $117,851 - $211,357
District H $11,109,881 $ 3,847 $7,090,051 $3,354,957 $ 4,387,550
District | $11,402,139 $ 4,977 $4,460,557 $2,613,036 $ 4,288,383
District J $14,467,866 $2,213 $14,673,689 $7,264,733 $ 2,831,258
District K $14,521,707 $6,182 $6,357,442 $2,421,492 $ 3,703,116
District L $13,490,013 $3,914 $8,211,382 $4,158,220 $ 6,131,906
Average 18,094,626 $ 5,788 9,868,356 $4,408,444 $5,587,262
Note. This data was retrieved from the Office of the New York State Comptroller’s website at
http://www.osc.state.ny.us/ from Open Data link on the Open Book New York Local Government page.
*2014 Per Pupil Expenditures were not available at the time the data were collected.
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surveyed in those reports predicted a fiscally grim out-
come with regard to the impact of the tax levy cap on
the ability to generate revenue sufficient to maintain
school district solvency and address impending cost
drivers such as rising mandated pension and
healthcare contributions.

The findings of this research indicate that with
regard to total expenditures, district employee benefit
(healthcare) contribution expenditures, per pupil expen-
ditures, district reserves, instructional expenditures,
TRS contributions, and changes in tax revenue, school
districts were faced with a variety of fiscal challenges
still resonating from the 2007- 2009 Recession. Ac-
cording to both Table 1 and Table 2, between 2008 and
2014, cost drivers such as district employee benefit con-
tributions rose an average of $9,868,356 and TRS con-
tributions rose an average of $4,408,444. From 2009-
2011, three years prior to the implementation of the New
York State Tax Levy Cap, the GEA was implemented caus-
ing a reduction in State Aid.

According to Figure 1, school districts began re-
serving less of an increased percentage and reducing their

expenditure percentage prior to the implementation of the
tax levy cap. Due to the enactment of the GEA resulting
from New York State's budget deficit, the 2010-2011 school
year saw the greatest reduction of average school district
revenue. The enactment of the State Fiscal Stabilization
Fund of the American Recovery and Reinvestment Act and
the 2010 Education Jobs Act offset the State Aid revenue
shortfall between 2010 and 2012.

To offset the cost drivers of the school districts,
lost state aid revenue from the implementation of the GEA,
and in keeping property tax rates palatable to ensure the
passing of budgets, school districts within this Long Is-
land, New York township followed these strategies, (1)
supplemented the lack of increased revenue by utilizing
district reserves, (2) reduced the rate of instructional
spending increases and, (3) reduced the rate of per pupil
expenditure increases.

Conclusions
The research from this study indicates that the

implementation of the property tax levy cap, coupled with
the effects of the 2007-08 Recession has had and will

Table 2
Long Island Town - 2008-2014 District Key Revenue, Population, and Reserves Changes
. Property Taxes State Aid Pupil Population .
District 2008-2014 2008-2014 2008-2014 District Reserves
District A * 55% to 60% 32% to 26% Declined by 152 Decreased by $ 17,195,021
students
District B 59% to 61% 29% to 23% Declined by 108 Increased by $2,035,504
students
District C 19% to 24% 60% to 62% Increased by Increased by $6,609,037
1,581students
District D 38% to 39% 50% to 48% Increased by 335 Increased by $26,005,178
students
District E 50% to 60% 27% to 26% Declined by 611 Increased $5,615,476
students
District F * 48% to 55% 37% to 32% Declined by 784 Decreased by $1,088,106
students
District G 89% to 92% 7% to 6% Increased by 5 Increased by $1,602,809
students
District H 72% to 74% 16% to 13% Declined by 164 Increased by $6,937,606
students
District | 52% to 61% 29% to 24% Declined by 395 Increased by $1,839,581
students
District J* 45% to 49% 42% to 38% Declined by 994 Decreased by $22,120,127
students
District K 53% to 59% 32% to 28% Declined by 312 Increased by $6,554,448
students
District L * 53% to 58% 32% to 27% Declined by 708 Decreased by $2,278,938
students
Note. This data was retrieved from the Office of the New York State Comptroller's website at
http://www.osc.state.ny.us/ from Open Data link on the Open Book New York Local Government page.
* Districts mentioned in the 2014 NYSASBO Report.
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Figure 1: School District Budget Trends in the Long Island Town 2008-2009 to 2013-2014

continue to have economic consequences, necessitat-
ing school districts to reduce levels of service. Employee
salaries, healthcare benefits, pension costs and gov-
ernment educational mandates have and will continue
to increase. Without aid increases, school districts will
deplete their fund balances and reduce services to off-
set cap-piercing tax increases forcing districts to make
economic decisions based on maintaining solvency in
the face of rising mandated cost drivers and a limited
ability to collect revenue.

This study will help guide legislators and
policymakers in evaluating the efficacy of the tax levy cap
as well as provide guidance to boards of education, school
district superintendents, and school business officials as
they address cost drivers related to planning budgets and
school district fiscal plans under the tax levy cap.

Recommendations

1. Financial Forecasting, Strategic Planning and Fiscal
Tolerance Assessment

Strategic planning based off of an effective ad-
equacy analysis is essential. School district leaders have
a fiduciary responsibility as part of their governance duties
that includes knowledge of ongoing financial conditions,
compensation and benefits, and budgeting as they relate
to the mission and goals of the organization. The practice
of financial forecasting, strategic planning and the use of a
relevant fiscal tolerance assessment should be standard
policy among school district leadership as its vital need
has been demonstrated by the impact of both the New York
State Property Tax Levy Cap and the economic stressors
related to the 2007-2009 Recession.

2. Adjustment of the New York State Tax Levy Cap
Legislation

The residual effects of the Gap Elimination Ad-
justment coupled with the simultaneous implementation
of the New York State Tax Levy Cap have created an un-
tenable funding scenario for school districts to both main-
tain current levels of service and address mandated cost
drivers. If aid increases are not a feasible option from
New York State or the Federal Government, then a prag-
matic “pressure release mechanism” adjustment to the
New York State Tax Levy Cap must be considered to en-
sure that school districts can sustain current levels of
educational service. This would allow districts to raise
revenue to cover mandated cost drivers such as pension
and healthcare increases. This study indicates that with
a limited ability to increase tax revenue and a reduction in
state aid, school districts have been forced to utilize fund
balances and reduce instructional expenditure increases
to address mandated rising TRS benefit-healthcare con-
tributions. This strategy has led to four districts being
identified by the New York State Comptroller as being in
some form of fiscal stress.

In 2011, New Jersey adjusted its tax expenditure
limitation law to a 2% increase with a majority override to
enable school districts to seek increased property tax
revenue during periods of fiscal difficulty (Chang and Wen,
2014). This was intended to provide districts with the
ability to address debt payments, rising health benefit
and pension costs and unforeseen emergencies. This
in turn made the New Jersey Tax Expenditure Limit similar
to Massachusetts’s Proposition 2-'2, which allows a 2.5
percent annual growth (Bradbury, Mayer, & Case, 2001).
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3. Recommendations for Further Research

The results and research conducted for this study
has revealed the possibilities for a multitude of follow up
studies regarding the impact of Tax Expenditure Limits on
school district leadership practices, educational finance
policy, and school district financial planning practices.

Additional research is recommended not only on
the effects of the New York State Tax Levy Cap, but also the
impact of the 2007-2009 Recession on municipal and
school district planning practices. The New York State Tax
Levy Cap is a relatively new policy at the time of this re-
search. Itis recommended that researchers further study
the impact and effect of the New York State Tax Levy Cap on
school district financial planning within the next three to
five years. As the economy recovers from the 2008 reces-
sion, an analysis of future budgets with a comparison to
the findings of this study would provide further and in-depth
analysis of the impact of the Tax Levy Cap on school dis-
trict financial planning. It is also recommended that re-
searchers conduct a comparative school financing analy-
sis on the effects of the implementation of the New York
State Tax Levy Cap to tax expenditure limitations that have
been previously implemented in other states such as
California, Massachusetts and New Jersey.
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Abstract

The purpose of this study was to investigate how
the school-parent relationship (volunteering, outreach, and
communicating) in schools differs among the poverty level
of students. One hundred eighty-nine middle school par-
ents answered a parental involvement survey. Comparisons
were made between the poverty level of students (free and
reduced lunch) and the school-parent relationship. Parent
respondents represented high and low poverty groups.

The school-parent relationship was categorized
into three different variables; volunteering, outreach, and
communicating. An independent sample t-test was con-
ducted to compare the three variables. It was found that
there was a significant difference in how schools commu-
nicate with parents from different income levels. Low in-
come parents were less satisfied with the manner in which
their child's school communicated with them. There was
no significant difference in the other two variables (volun-
teering and outreach) across income levels. Cultural sen-
sitivity training is recommended.

Introduction

The school-parent relationship can be defined in
many ways. One vital component of this relationship is how
parents interact with their child's school. This interaction
can take place via at home activities or activities taking place
at school. There are clear differences between parent par-
ticipation at home and at school. There is also a clear dis-
tinction between the types of activities involved in both of
these types of parent participation. "Parent involvement at
school may include attending parent-teacher conferences,
attending programs featuring students, and engaging in vol-
unteer activities. Parent educational involvement at home
may include providing help with homework, discussing the
child's schoolwork and experiences at school, and structur-
ing home activities" (Lee & Bowen, 2006, p. 194). The El-
ementary and Secondary Education Act (2001) identified par-
ent involvement as a priority in the United States educational
system because it was beneficial to students, especially low
income students. These statements display the need for
solid involvement of parents in their child's education. This
study defined the school-parent relationship as how parents
interact with their child's school rather than how the parent

interacts with the child regarding school. There are notable
differences in the school-parent relationship across differ-
ent income levels. The level of the school-parent relation-
ship, specifically in the area of communicating has been
shown to be more positive with non-poverty parents. Park
and Holloway (2013) noted that a key aspect of developing a
supportive school-parent relationship is establishing effec-
tive and frequent communication between home and school.

A common misconception is that poverty level par-
ents do not want to be involved with their child's school.
Several researchers have disproved this notion. Bauch &
Goldring (1995), explained that a family's poverty level im-
pacts the school-parent relationship and Chavkin (1989)
noted that poverty level parents want to be involved as much
as non-poverty level parents in school activities and deci-
sion making. There are specific reasons why impoverished
parents are not as involved as economically stable parents.
Parents may desire to become more involved with their
child's school but certain cultural factors may hinder them
from feeling comfortable participating. Park and Holloway
(2013) found it is likely that ethnic/racial differences in the
school-parent relationship result in part from differences in
the poverty levels of the parents.

This study examined how the school-parent rela-
tionship (communicating, volunteering and outreach) in
schools differed among the poverty levels of students. This
study is important because it is imperative that schools are
aware of how the poverty level of the students impacts the
school-parent relationship.

Purpose of the Study

The purpose of this study was to examine how the
school-parent relationship differs between the poverty level
of students. The study is important because it can increase
awareness about factors that can strengthen the school-
parent relationship. This study evaluated the importance of
volunteering, outreach, and communicating on the school-
parent relationship across income levels.

This study defined the school-parent relationship
as how parents interact with their child's school rather than

uoonnsu| pue diysiepes Joj jewnop 710z ‘Buudg

-
a



Spring, 2017  Journal for Leadership and Instruction

-
o))

how the parent interacts with their child regarding school.
This study focused on the differences between the school-
parent relationship between non-poverty and poverty level
parents. Itis important to explore the obstacles that exist in
creating strong school-parent relationships among differ-
ent income levels and to determine how to improve these
relationships.

Research Question

How does the school-parent relationship (vol-
unteering, outreach, and communicating) differ between
poverty and non-poverty levels?

Theoretical Framework

For the purpose of this study, the review of the
research literature is divided into the following topical
headings: volunteering, outreach, and communicating.

Volunteering

Volunteering is one aspect of the school-parent re-
lationship where parents can be involved with their child's
school. Eccles & Harold (1993) and Harris & Goodall (2008)
found that studies have shown that students whose parents
volunteer in their schools are more successful in their aca-
demic performance. In addition, students engage more in
classroom activities and have a more positive mindset when
they have actively involved parents (Mo & Singh, 2008), are
more positive about school and learning (Shumow & Miller,
2001), and are more likely to enroll in honors classes
(Henderson & Mapp, 2002). This is the case for students
whose parents are in all income levels.

However, there is a difference in the manner in
which the school communicates when the parent is from
a level of poverty and when the parent is from a level of
non-poverty or is considered economically stable. This
often creates barriers for impoverished parents who may
wish to volunteer in their child's school. Cullingford and
Morrison (1999) explained the ways in which schools sanc-
tion parent involvement. However, when parents who come
from poverty level incomes volunteered, their efforts were
disregarded as per Lareau and Horvat (1999). Wallace
(2013) stated that "parents would like to be more involved
at the school and at home, but feel schools only encour-
age their passive support and they 'ought not to interfere
with the job of teaching school curricula" (Smrekar &
Cohen-Vogel, 2001, p. 90).

Furthermore, Wallace (2013) mentioned that
"when each of these poverty level parents expressed
their concerns about their child's school, such as the
faculty's inability to meet the needs of ethnic minority
children (who were included in the poverty category),
the faculty's low expectations of Black children, and the
faculty's unwillingness to test Black children for either
learning disabilities or accelerated education programs,

their voices were silenced, their concerns overlooked,
and their involvement criticized" (Wallace, 2013, p 196).
This would indicate that parents may feel as if teach-
ers diminish the importance of an impoverished
parent’'s volunteer work because they have a low in-
come; thus rendering the parent incapable of assist-
ing their child educationally.

Outreach

Outreach is vital in building the school-parent rela-
tionship. Schools work better with consistent school-parent
relationships. Research indicates that positive school-par-
ent relationships make schools stronger. According to
Henderson and Berla (1994) the most effective school-par-
ent relationships occur when parents, especially those in
low-income communities, partner with schools and the lo-
cal community.

The inability to outreach to all parents may uninten-
tionally exclude some students from receiving the benefits
of a strong school-parent relationship. Schools use various
methods to reach parents. However, "schools often have
difficulty effectively bringing low-income, diverse parents onto
school campuses even when they are involved in their
children's education in the home" (O'Donnell, 2008, p.147).
School-initiated parent outreach activities are very effective
in targeting parents. The school-parent relationship is sig-
nificantly stronger in schools that participate in numerous
outreach methods. However, this outreach is not as effec-
tive when poverty level parents are involved. Frew (2012)
identified the groups that are often unresponsive to school-
initiated outreach activities. Those groups included: older
students, non-Caucasian students, students from non-two-
parent households, and students from lower income house-
holds. Schools often plan outreach programs that are tar-
geted to non-poverty level parents not realizing aspects of
this outreach may actually exclude poverty level parents.

School outreach programs that focus on commu-
nity involvement are another outreach effort that schools
can use to reach poverty level parents. These parents are
not opposed to participating in activities that incorporate
community involvement in the school-parent relationship
but their main focus is usually on programs that would
benefit their own child's learning and home environment.
Frew (2012) stated that lower participation rates were not
differentially higher in schools that offered a greater num-
ber of parent outreach activities. Therefore, it is not only
important for schools to have various outreach methods
but for schools to determine the types of outreach programs
that are an effective means in reaching poverty level par-
ents. O'Donnell (2008) discussed the results from a study
that was done to determine the most effective types of out-
reach; the top suggestions were presentations at school
meetings, outreach by involved consumers, and sign-up
fairs in front of the school. Community organizations can
be used as outreach partners with the schools as well.
Local churches and community centers can be used as



intermediaries between the school community and parents.
Furthermore, Smith (2006) suggested that partnerships with
local agencies, businesses, and churches can increase
parent involvement of low-income families. In short, an al-
ternative to offering more programs could be focusing re-
sources on improving the programs and outreach efforts
that schools have found to be most effective. Many low in-
come parents face barriers that prohibit them from being
responsive to outreach efforts. There is a large segment of
this population that does not speak English and even more
that do not have appropriate childcare to attend some of
these activities. Strong and effective outreach efforts allow
parents, students, and the community to work together to
improve the school-parent relationship.

Frew's (2012) research determined that the school-
parent relationship was weaker in schools in which a higher
percentage of students received free lunch and stronger in
schools where numerous outreach activities were available.
This research shows some results that may be alarming
but could help schools increase outreach efforts tremen-
dously. With some creativity and insight, outreach efforts
can be appropriately customized to successfully reach pov-
erty level parents.

Communicating

Communicating is the most pivotal factor in the
school-parent relationship. "In today's society, schools and
parents are responding to increased expectations, economic
pressures, and time constraints" (Graham-Clay, 2005, p 117).
Having strong communication is fundamental because it
helps to build a sense of community between the school
and home. Epstein (1995) described communicating with
parents as one of the six major types of school-parent rela-
tionship practices critical to establishing strong working re-
lationships between teachers and parents. Creating and
building teacher-parent relationships is considered vital for
both the development of schools and communities.

Involving families in the educational process is such
an important and fundamental part of the school-parent rela-
tionship. School communication practices have increased
by promoting teacher preparation and professional develop-
ment programs to enhance the development of communica-
tion skills for teachers. Different avenues of communicating
consist of one-way communication wherein "teachers seek
to inform parents about events, activities, or student progress
through a variety of sources" (Graham-Clay, 2005, p 118) and
a two-way communication that involves interactive dialogues
throughout the school year between teachers and parents.
By incorporating both strategies, teachers will help to maxi-
mize sharing information with parents.

Since there are barriers that can restrict good com-
munication from occurring between teachers and parents,
educators have to understand that these barriers may ex-
ist at several levels and be able to address them appropri-
ately. In order to create strong school parent partnerships,

it is essential to incorporate effective communication
skills to help encourage open communication. Graham-
Clay (2005) asserted that every communication ex-
change regardless of format, should reflect a thought-
ful, planned approach and should be viewed as an op-
portunity for teachers to promote parent partnerships
and ultimately to support student learning.

When parents are involved in their children's edu-
cation out of school, their children do well academically.
Many researchers have found associations between family
factors and teacher-child relationship factors and academic
performance and school outcomes, respectively (Englund,
Egeland & Collins, (2008) (e.g., Burchinal, Peisner-
Feinberg, Pianta, & Howes, 2002; Hamre & Pianta, 2001;
Jimerson et al., 2000; Tucker et al., 2002; Vitaro, Larocque,
Janosz & Tremblay, 2001). A teacher's competence of be-
ing able to have these communication skill sets is the pri-
mary resource for establishing an effective partnership with
the family-school. Teacher-parent communications are
most often described as the most important part of the
school-parent relationship.

Communicating is a vital tool that educators have
and they should exhibit extreme confidence when commu-
nicating with parents. As Gartmeier et al. (2016) states, in
fact, teachers have to interact in professional ways in a
multitude of different situations with (groups of) students,
colleagues, parents as well as with external stakeholders
of school education (e.g. representatives of political or eco-
nomic institutions). "The degree to which parents get ac-
tively involved in school partnership practices is robustly
predicted by different teacher variables, namely their sensi-
tivity towards aspects related to parents' ethical and
multicultural background" (Dotger, 2010) and their parent
communication competencies (Denessen et al., 2009;
Symeou et al., 2012).

If teachers manage to establish and maintain posi-
tive and functional relationships with parents, then students
will benefit academically and socially. By doing this, teach-
ers allow parents to give them feedback and allow for their
perspectives and observations to be acknowledged. This
helps shape and influence the communication with teach-
ers and parents. Understanding students better is another
extremely important factor that is important when stressing
communication within the school-parent relationship. It
helps teachers to get a complete picture of their students
so that they could better understand them and provide them
with positive support.

Equally important are parents' attitudes because
if they feel as if their involvement is not taken into consid-
eration by teachers or the school they are less likely to get
involved and more likely to resist getting involved. Teach-
ers should develop positive attitudes towards parental in-
volvement and be able to establish a positive interper-
sonal relationship with parents. This communication be-
tween students and parents will help to strengthen the
school-parent relationship.
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For the purpose of this study, the definitions of the
following terms provided meaning throughout the study.

Volunteering

Volunteering is recruiting and organizing parent help
and support (Rotunda, 2005, p. 12). For the purposes of this
paper volunteering includes examples of ways in which par-
ents suggested opportunities to volunteer, but their sugges-
tions were rejected by the economically stable teachers
(Wallace, 2013).

Outreach

Outreach is a type of parental involvement. "Out-
reach programs help increase the incidence of parental in-
volvement and higher performing schools regularly engage
parents of various social backgrounds with coordinated pro-
grams that recognize and respect family needs and share
responsibility and power" (Rotunda, 2005, p.45).

Communicating

Communicating is "design effective forms of school-
to-home and home-to-school communications about school
programs and their children's progress" (Rotunda, 2005, p.12).

Poverty income level

Poverty income level refers to "the eligibility of the
family to receive free or reduced meals from the Federal
School Meals Program" (U.S. Department of Education
2003a, p. 2). For the purpose of this study, poverty level was
categorized as free or reduced lunch participation or non-
free or reduced lunch participation (Rotunda, 2005, p.10).

Non-poverty income level

Non-poverty income level refers to the eligibility of
the family to pay for their child or children's lunch. Eco-
nomically stable is another term utilized within the paper to
define non-poverty income level.

School-Parent Relationship

The No Child Left Behind Act (NCLB) definition of
school-parent relationship was as follows:

1. That parents play an integral role in assisting their child's
learning;

2. That parents are encouraged to be actively involved in
their child's education at school;

3. That parents are full partners in their child's education
and are included, as appropriate, in decision making
and on advisory committees to assist in the education
of their child; and

4. That other activities are carried out, such as those de-
scribed in section 1118 of the Elementary and Secondary
Education Act of 1965 (ESEA) (school-parent relationship).
(Department of Education, 2004, p. 3).

Epstein's Parental Involvement Types

Parental involvement consisted of six types of ac-
tivities which are generalized under the headings:
Parenting, Communicating, Volunteering, Learning at
Home, Decision Making, and Collaborating with the Com-
munity (Epstein, 2001).

Methodology

This study is part of a larger study prepared by Dr.
Robert Rotunda (2005). Dr. Rotunda analyzed variables that
dealt with parental involvement at school and at home. Dr.
Rotunda's survey instrument development was based on
the work of Epstein and Salinas (1993), Epstein, Connors,
and Salinas (1993), and Berla, Garlington, and Henderson
(1993). The purpose of Dr. Rotunda's (2005) survey was to
explore parental involvement attitudes. Rotunda's (2005)
survey constructs were based on, "Epstein's Parental In-
volvement Types: Parenting, Communicating, Volunteering,
Learning at Home, Decision Making, and Collaborating with
the Community," (Rotunda, 2005, p 8).

Dr. Rotunda's (2005) study was conducted in a
suburban Long Island, New York middle school which
contained a wide variety of socioeconomic and racial/eth-
nic categories of students. Subjects for the study were
189 eighth grade parents in this suburban Long Island,
New York middle school. The middle school was com-
prised of approximately 500 students per grade for a total
of 1,486 students in the sixth, seventh and eighth grades
in the 2003-2004 school year (as cited in Rotunda, 2005,
p.52). The population was predominantly made up of 5.5
percent American Indian, Alaskan, Asian or Pacific Islander;
11.7 percent Black (not Hispanic); 13:7 percent Hispanic;
and 69.2 percent White (not Hispanic) in the 2002-2003
school year. "Students eligible for Free or Reduced Lunch
comprised 22.7 percent of population in the same year"
(Rotunda, 2005, p 52). Free or reduced lunch was used
as the operational definition of poverty level.

Instruments

Rotunda's (2005) survey was answered by 189
middle school parents. This particular study focused on
the variables of Rotunda's survey that were part of the
school-parent relationship (volunteering, outreach, and
communicating). The objective of this particular study was
to determine how the school-parent relationship factors of
volunteering, outreach, and communicating differ among
the poverty level of the parents involved. Using SPSS, an
independent sample t-test was used to analyze this data to
contrast the level of poverty the outlying variables. Cronbach
alpha coefficients variables ranged from .62 to .81.

An independent - samples t-test (Table 1) was
conducted to determine if there was a significant differ-
ence between the school-parent relationship (volunteer-
ing, outreach, and communicating) across income levels.



Table 1 - Data Analysis (Design & Procedures)
Student Parent Relationship factors across income levels
N M SD SEM t df p

Volunteering Non Poverty 152 27.53 3.79 3.07 -0.13 177.00 0.90
Poverty 27 27.62 3.89 7.49

Communicating Non Poverty 153 21.71 2.104 1.70 2.15 180.00 0.03
Poverty 29 20.75 2.68 4.97

Outreach Non Poverty 135 17.96 2.33 2.00 -1.04 159.00 0.30
Poverty 26 18.50 2.96 5.82

The test was significant in Communicating (MP=20.75,
MNP=21.71) p <0.05, T (180) - 2.15. The results were sig-
nificant at the .05 level. The test was not significant in the
areas of volunteering (MP=27.67, MNP=27.53) and outreach
(MP=18.5, MNP=17.96). The results were not significant at
the .05 level.

Conclusion & Recommendations

In conclusion, when analyzing the school-parent
relationship between parents' income levels, the data pre-
sented in this paper shows significance in the area of com-
municating across income levels. The school-parent rela-
tionship among income levels is similar in the areas of
outreach and volunteering. Non-poverty parents tend to
have more positive attitudes about communicating and
more direct communicating with their child's school. It is
important to identify why poverty level parents do not re-
spond to school outreach efforts at the same level as non-
poverty parents. Frew's (2012) research determined that
the school-parent relationship was weaker in schools in
which a higher percentage of students received free lunch
and stronger in schools where numerous outreach activi-
ties were available. Even though the data presented in this
paper did not show significance in the areas of volunteer-
ing and outreach, the literary review displayed data and
research which is contrary to the data in this paper. There
is significance in the areas of volunteering, and outreach.
With regard to volunteering, Cullingford and Morrison (1999)
explained the acceptable ways in which schools sanction
parent involvement. However, when parents who come
from poverty level incomes volunteered, their efforts were
dismissed and disregarded as per Lareau and Horvat
(1999). Away to ameliorate this practice is to have teachers
engage in poverty simulation training. This seminar is
offered through teacher centers such as the Mid-Eastern

Suffolk Teachers Center (MESTRACT) located in Long Is-
land, NY. It provides a way for teachers to develop empa-
thy for people from impoverished backgrounds. This could
assist teachers with understanding that the contributions
from all students and parents are important regardless of
their socioeconomic status.

These findings also call for cultivating cultural com-
petency. This can be provided to teachers and administra-
tors by social work agencies such as the JenTex Counsel-
ing Agency. Trainers can come to faculty meetings or meet
with departments in schools to bring forth awareness of
other cultures. If utilized effectively, this will benefit parents
from cultures which are historically disenfranchised. This
training can then also be used to foster relationships with
parents from several cultures and socioeconomic levels.

Most importantly, schools need to continue to find
ways to get all parents involved in their child's school, espe-
cially poverty level parents. It has been determined by this
research study that poverty level parents want to be involved
in their child's education but may not be comfortable getting
involved or do not even know how to become involved.
Schools need to use ways such as cultural sensitivity train-
ing and community involvement to increase volunteering,
outreaching, and communicating efforts for all parents
across different income levels.

When schools take the time to include the contri-
butions from parents at all income levels, even the histori-
cally disenfranchised, they can empower all students to
maximize their potential. Or, in the Gestalt paradigm, the
whole is worth more than the sum of its parts; the child and
his/her parents from all income levels and their contributions
are valuable.
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Improving Teaching and Learning
Using the Keeping Learning on Track

Professional Development Program and Strategies

By Melisa Dobish, Jacqueline Griffiths, and Richard Meyer, Ed.D.

Abstract

This study examines the impact of implementing
the professional development program, Keeping Learn-
ing on Track (KLT), on teaching and learning in a rural
school in a Midwestern state. KLT was a program devel-
oped by Dylan William and his colleagues at the Educa-
tional Training Service and published by the Northwest
Evaluation Association (NWEA). Teachers and adminis-
trators in the district were surveyed after using the KLT
model for one to two years to determine the effectiveness
of the program on teaching and learning. Survey results
indicated that teachers felt that KLT improved their instruc-
tional practice and that KLT has improved student learn-
ing for students in their classrooms. In addition, teach-
ers agreed that formative assessment is valuable for im-
proving teaching and learning.

Introduction

In a world where standardized test results have
great power over teacher evaluation, school program rat-
ings, and funding, “teaching for the test” has become com-
monplace. Teachers and students must cram as much of
the needed material into the curriculum as possible. De-
spite the obvious effort to improve standardized test scores,
U.S. students are still only average compared with stu-
dents around the world (Chappell, 2013; Fensterwald,
2013). With this, many could argue that U.S. students are
crumbling under the pressure. Therefore, the education
system will need to address the deficits in its program
and work toward progress.

Regardless of this seemingly difficult task to ac-
complish, some schools have been implementing a pro-
gram to increase student understanding. This program has
been called several names, but is commonly known as
Keeping Learning on Track (KLT) (Black & Wiliam, 1998;
Wiliam, 2005). Keeping Learning on Track is a profes-
sional development program designed to allow teachers
to work with their colleagues in a Teacher Learning Com-
munity (TLC) focused on formative assessment. Accord-
ing to Dylan Wiliam and his colleagues at ETS (Black &
Wiliam, 1998), there is one big idea: evidence of student
learning is used to adjust instruction to meet the needs of

students. There are five key strategies on which to focus in
order to intervene in the way students think. These five
strategies include: 1) teachers elicit evidence of student
learning minute-to-minute and day-to-day, 2) teachers iden-
tify and share learning expectations with their students, 3)
teachers structure opportunities for students to take owner-
ship of their own learning, 4) teachers structure opportuni-
ties to activate students as instructional resources for one
another, 5) teachers provide feedback to move learning
forward and create a structure for students to act on it (Thum,
Tarasawa, Hegedus, Yun, Bowe, 2015).

Review of Literature

Researchers have found that formative assess-
ment has provided a positive experience for higher educa-
tion students and teachers in both secondary and elemen-
tary settings (Torrance & Pryor, 2001; Weurlander,
Soderberg, Scheja, Hult, & Wernerson, 2012). First,
Weurlander et al. (2012) explored how medical students
reacted to assessments both orally and written and as
either a group or an individual task. More specifically, the
researchers wanted to look at how students’ perceptions
differed for two groups, one being the control group which
focused on “right/wrong answers, individual performance,
and delayed feedback” (p. 749), and the other being an
experimental group which “focused on understanding/
problem-solving, group performance, and immediate feed-
back” (p. 749). The authors found three themes that
emerged from the experiment including motivation, aware-
ness, and tools for learning. First, students in both groups
felt that the assessments, either individual or in a group,
increased their motivation to study and learn. However, in
the control group, students reverted back to memorization
of terms and believed that understanding would come later.
In contrast, students who were assessed as a group and
received immediate feedback were motivated intrinsically
by growing understanding and interest, and they were mo-
tivated extrinsically by pressure to keep up with their peers.
Next, students in both groups reported an increase of learn-
ing awareness. The authors stated that students were
more in tune with their own weaknesses and progress.
Finally, through formative assessment, students changed



how they learned and what they learned. Thus, students
in both groups perceived formative assessment to be a
positive way to increase the learning experience. More
specifically, students who were in the experimental group
showed that they increased understanding through group
assessment because they were more capable of seeing
the whole picture.

Similarly, Torrance and Pryor (2001) looked at
perspectives of formative assessment. However, these
authors aimed to gain insight of teachers’ perspectives
of formative assessment in their own classroom. Tor-
rance and Pryor (2001) conducted a program of two
phases that collectively lasted a little over a year. During
this time, teachers involved in the project underwent their
own journey of learning and learning to teach using for-
mative assessment strategies. In phase one, teachers
took video and audio recordings of their class, then re-
viewed and critiqued them. In the second phase, the
teachers used their new-found awareness and imple-
mented changes within their classroom. Through this
process, the teachers were able to interrelate their expe-
riences and reveal common themes. First, the teachers
explained that the heart of formative assessment is to
create clear objectives for task and quality. Next, they
found that questioning, observing for understanding of
the process, reviewing the product, and finally, providing
feedback for assignments were all connected to each
other and to quality of education. In addition, the teachers
explained that this process was a positive experience
where they were challenged to change their old styles of
teaching for a different and innovative way which fostered
understanding of material for students. Thus, this study
shows support for programs such as KLT from a teacher
perspective, where the teachers were able to change their
teaching style in order to increase student participation
and understanding.

In addition to the positive experiences that have
been documented, researchers have looked at the vari-
ous factors of formative assessment and analyzed stu-
dent outcomes. For example, in a study done by Bulunuz,
Bulunuz, & Peker (2014), student science comprehen-
sion outcomes were analyzed based on the type of in-
struction given. In one group, instruction focused on
hands-on learning. In the other three groups, instruction
focused mostly on book work and terminology. The au-
thors found that in the pre-test, all students performed
poorly on physics-related concepts, such as law of mo-
tion and inertia. However, after the hands-on teaching of
these concepts, students in the experimental group in-
creased their scores significantly. In addition, they had
significantly deeper understanding of these concepts than
the students in the traditional setting. Thus, when a
hands-on approach is used with instruction, students
show better understanding of subject and score higher
on assessments.

With this, it seems that some gaps in the research
remain. For instance, formative assessment has been

explored in isolation of individual classrooms and stud-
ies. In addition, outcomes for this type of learning have
been documented for effectiveness and have been shown
to create positive perceptions for both teachers and stu-
dents. However, KLT is a fairly new program that involves
using formative assessment school-wide, rather than in
individual classrooms. Little research has been con-
ducted on how KLT has impacted schools on a broad
level. It is crucial to understand how teachers have been
reacting to and perceiving this new program in their
school. This is important because their attitudes and
perceptions may impact the effectiveness of KLT and the
future of this program.

Beginning in the 2013-2014 school year, the
Midwestern district began utilizing KLT as the district pro-
fessional development for certified staff members. The
intent was for this to be a three-year process led by
teacher-leaders in the district. To initiate the plan, Dylan
Wiliam spoke with all certified staff members including
administrators. Then a cadre of teacher-leaders was
provided three additional days of training in order to learn
how to facilitate the Teacher Learning Communities
within their school buildings. Throughout the next years,
the KLT teacher-leaders led certified staff members
through activities and discussions centered around for-
mative assessment.

Current Study

This study aims to understand the effectiveness
of the KLT program in this Midwestern town through teacher
perception by generating questions to stimulate quantita-
tive and qualitative data that will reflect the attitudes, per-
ceived effectiveness, struggles, and positive outcomes
surrounding the KLT program. In addition, this study aims
to determine teachers’ perspective of the impact of KLT on
teaching and learning in their school and classroom. Four
main questions were addressed through this study.

1.  What are teachers’ perspectives on the impact of KLT
on instructional practices?

2. What are teachers’ perspectives on the impact of KLT
on student learning?

3. To what degree do teachers agree that KLT has been
valuable for improving teaching?

4. To what degree do teachers agree that KLT has been
valuable for improving student learning?

Method

This is a mixed method qualitative and quantita-
tive research study using a sample of convenience to com-
plete an on-line survey. The survey included a five point
Likert scale with choices ranging from strongly agree to
strongly disagree with neutral as an option. It also in-
cluded open-ended questions in which participants could
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share additional perceptions regarding the KLT model.
Upon receiving IRB approval, participants were asked to
complete a 22 question on-line survey. Survey questions
were very similar to the survey questions used in the study
Keeping Learning on Track: A Case-study of Formative As-
sessment Practice and its Impact on Learning in Meridian
School District study (Thum et al., 2015).

Participants in this study included 319 certified staff
members from the district. All participants were adults who
were working in the Midwestern district and had been ex-
posed to KLT over the previous two school years. Of the
participants, 86.4% had been participating in KLT for two
years. When reporting the number of years in education,
17.7% had been in education one to four years, 57% had
been in education between 5-24 years, and 25.2% had been
in education for 25 or more years.

Findings

Question 1: Is formative assessment valuable for im-
proving teaching?

Eighty-seven percent of teachers agree or
strongly agree with this belief. In further analysis, partici-
pants were grouped according to whether they were teach-
ing elementary, middle, or high school students. Of the
total respondents, 305 were teaching in one of these
three areas; whereas 14 were preschool teachers or non-
classroom specialists. Of the 144 elementary teacher
respondents, 88.2% agreed or strongly agreed that for-
mative assessment is valuable for improving teaching.
87.2% of the 86 middle school respondents were in agree-
ment, and 85.4% of the 75 high school teachers agreed or
strongly agreed with the statement (See Figure 6). Fur-
ther analysis revealed that 90.1% of teachers who had
taught 1-4 years believed formative assessment was
valuable for improving teaching; whereas, 87.4% of teach-
ers in the field from 5-24 years believed this statement
and 87.1% of teachers teaching over 25 years believed
this to be true (See Figure 1).

Question 2: |Is formative assessment valuable for
improving learning?

Eighty-eight percent of respondents agree or
strongly agree that formative assessment is valuable
for improving learning. Total respondents for this ques-
tion were 305 with 144 identifying themselves as el-
ementary, 86 as middle school, and 75 as high school
teachers. As shown in Figure 6, of the 144 elementary
teachers, 88.2% agreed or strongly agreed with the
statement. 88.4% of middle school teachers and 88%
of high school teachers agreed or strongly agreed. Fur-
thermore, 88.9% of teachers teaching from 1-4 years
believed that formative assessment is valuable for im-
proving learning. 88.6% of teachers teaching 5-24 years
believe this to be true, and 88.4% of teachers with more
than 25 years of experience agreed or strongly agreed.
(See Figure 2).

Question 3: Has KLT improved my instructional practices
in the classroom?

Upon analysis of all teacher responses, 82.1%
of the 319 respondents agreed or strongly agreed that
KLT has improved their instructional practices. Of the
319 referenced, 299 respondents taught elementary
through high school with 140 teaching elementary, 85
teaching middle school, and 74 teaching high school.
Figure 6 shows that 85.8% of the elementary teachers
agreed or strongly agreed that KLT improved their in-
structional practices; whereas 88.2% of middle school
respondents and 73% of high school respondents
agreed or strongly agreed. As shown in Figure 3,
87.1% of teachers with 1-4 years of experience agreed
or strongly agreed that KLT improved their instructional
practices in the classroom. Of the teachers with 5-24
years of experience 79.9% agreed or strongly agreed;
whereas 84.4% of the teachers with over 25 years of
experience felt the same way.
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Question 4: Has KLT improved student learning in my
classroom?

Teacher responses indicated that 75.3% of the
teachers agree or strongly agree that KLT has improved
student learning in their classroom. A total of 299 teach-
ers responded to this question and identified as teach-
ing at the elementary (140), middle school (85), or high
school (74) level. 81.5% of elementary teachers, 85.9%
of middle school teachers, and 56.8% of high school
teachers agreed or strongly agreed that KLT has improved
student learning in their classroom (See Figure 6). Upon
further analysis of the responses by high school teach-
ers, only 9.5% of the 74 respondents disagreed or
strongly disagreed with this statement while 33.8% re-
sponded that they were neutral. With this high percent-
age of respondents indicating a neutral response, it is
theorized that high school teachers do not feel they can
or should determine how students would feel about
their learning. Because the high school percentage was
significantly different than the results of the other groups
of raters and was also significantly different from the
responses to other questions, another analysis was
completed to determine if there was a difference be-
tween the responses of teachers teaching in core aca-
demic areas including language arts, math, social

studies/social science, science, and world languages
and teachers teaching classes more geared toward vo-
cational exploration including PE/health, English Lan-
guage Learner, special education, art/music, career and
technical education and other. Results of this analysis,
as shown in Figure 5, indicated that 20 core academic
teachers agreed or strongly agreed and 22 vocational-
based teachers agreed or strongly agreed with the state-
ment. In addition, 19 core academic teachers responded
as neutral; whereas 9 respondents from the vocational-
based group indicated a neutral response.

Teacher responses to this question based on
years of experience yielded the following results as
seen in Figure 4: 1-4 years, 79.7% agreed or strongly
agreed; 5-24 years, 73% agreed or strongly agreed;
and 25 or more years, 77.9% agreed or strongly agreed.

Discussion

This study suggests that teachers felt that KLT
improved their instructional practice and that KLT has
improved learning for students in their classrooms. In
addition, teachers agreed that formative assessment
is valuable for improving teaching and learning, and it
is important to the work they complete on a daily basis.

Figure 3 - KLT Has Improved My
Instructional Practices In The
Classroom

Figure 4 - KLT Has Improved
Student Learning In My Classroom
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This was true regardless of the number of years a
teacher had been teaching or if they were teaching
elementary level, middle school, or high school.

According to one participant,

“| think this has been the most applicable, user-
friendly, and time-worthy school improvement
model I've participated in. | am strongly in favor
of continuing working with these materials and
this model. It is practical and can be imple-
mented in all settings with all students.”

Similar to the Keeping Learning on Track study,
our study also found that overall, teachers and teacher-
leaders had positive experiences with the KLT professional
development model and using formative assessments
(Thum et al., 2015). One teacher leader had the following
comments:

“l am a KLT leader, so | may be a little biased
because | am 100% vested into this experience,
but | am a firm believer that this program has
helped our school, and more importantly our
students....l love that in KLT, we get to share our
experiences, good and bad with our peer
teachers....Also, in our large group sessions, we
have had such rich discussions about teaching
and learning and how to move our learners for-
ward...”

Limitations

The present study did not involve gathering data
from teachers prior to the use of KLT as a professional
development program. Therefore, it is unknown how the
participants felt about formative assessment prior to par-
ticipation in KLT. In addition, the present study did not take
into account student perceptions regarding the strategies
being used to teach them and the impact they feel it has on
their learning. Future research regarding student percep-
tions and student learning might include student achieve-
ment data prior to and after the implementation of KLT to
further explore the impact of KLT on student achievement.
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Abstract

The purpose of this study was to examine how
graduate students with undergraduate majors in arts, hu-
manities, and social sciences perceived individualized con-
sideration, Student-Professor Engagement in Learning
(SPEL), intellectual stimulation, and student deep learning,
and how these variables predict effective teaching. Asample
of 251 graduate students responded to a survey posted in
two professional associations, and four universities in the
United States and other countries. A structural equation
model analyzed the influence of the independent variables
on the dependent variable, effective teaching. A multiple
regression analysis indicated that individualized consider-
ation, SPEL, and deep learning were significant predictors
of effective teaching. Intellectual simulation was a predictor
of deep learning, which in turn influenced effective teaching.

Introduction

Arts, humanities, and social sciences have provided
an intellectual framework, and context for thriving in the world
(American Academy of Arts & Sciences, 2013). These disci-
plines have taught students how to raise critical thinking
questions, search for abstract answers, and identify what is
most important to students (Pleshakova, 2009). Both scien-
tists and the social scientists have relied upon the human-
istic art of interpretation to make sense of even the most
reliable data (Bloch, 2009). However, recent research re-
ported that students have lost interest in humanities and
social sciences (Barret, 2013). There has been a decline
since the late 1960s when nearly 18 percent of all bachelor's
degrees were earned in humanities. By 2010, the number
of earned bachelor's degrees in these disciplines had fallen
to less than 8 percent (Wilson, 2013). According to Bloch
(2009), economics influenced the shift away from arts, hu-
manities, and social sciences, as funding was allocated for
science. Wilson has argued that the decline resulted from
short attention spans among students, and others held pro-
fessors accountable based on their teaching. Recent re-
search has shown that professors continue to struggle with
conducting research and reflecting on the philosophical prin-
ciples that have guided their teaching practices. Many pro-
fessors have lacked sufficient pedagogical training needed
to teach their courses effectively (Husband, 2013).

Effective Teaching

The term teacher effectiveness has been defined
as the collection of characteristics, competencies, and be-
haviors of teachers at all educational levels that have en-
abled students to think critically, work collaboratively, and
become effective citizens (Hunt, 2009). Teacher effective-
ness has been demonstrated through knowledge, attitudes,
overall performance, and more interaction between students,
and teachers (Regmi, 2013). Teaching effectiveness has
been related to the ways in which students have experienced
learning (Brookfield, 2006). Effective teaching has provided
students with opportunities to explore ideas, acquire new
knowledge, synthesize information, and solve problems
(Hunt, 2009).

Student ratings have been the most widely used
measure of teaching effectiveness in colleges and universi-
ties (Hunt, 2009). At college level, students do not evaluate a
professor's effectiveness solely in terms of technique, rather
students have wanted to feel confident they were learning
something different, and being treated as adults (Brookfield,
2006). As a new generation of learners have entered higher
education classrooms, effective teachers and professors
have adapted strategies to match their student learning styles
(Kraus & Sears, 2008).

Individualized Consideration

Harris (2011) found that professors have demon-
strated individualized consideration by treating each stu-
dent as an individual, and assisting them in their per-
sonal growth. Professors have also shown individualized
consideration by listening to students' needs, and help-
ing them become self-actualized (Boyd, 2009). Profes-
sors have to be willing to establish relationships with stu-
dents that extend far beyond the current time period be-
sides exceeding the official course requirements (Hus-
band, 2013). Additionally, professors have to be willing to
value and validate the perspectives of their students to
improve the overall quality of teaching and learning in their
courses, which in turn can lead to better teacher-student
interaction in particular and enhance teaching effective-
ness in general (Husband, 2013).
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Student-Professor Engagementin Learning

Both professors and students share the responsi-
bility of engagement in the classroom (Sidelinger & Booth-
Butterfield, 2010). Overall, professors must create a learn-
ing environment for students to be academically successful,
and supported. Additionally, professors must build relation-
ships with students, and give students opportunities to build
relationships with one another (Husband, 2013). Profes-
sors must be willing to deconstruct traditional boundaries
between students and professors that position the profes-
sor as the primary source of knowledge in the classroom
(Husband, 2013). Professors should adopt the notion that
students are co-teachers in the classroom. The teaching
and learning process is one in which both teachers and
students co-construct knowledge, and learn from each other
(Husband, 2013). Students are motivated to engage in learn-
ing processes when they view information, activities, and
assignments as relevant, feel emotionally connected to
course content, and experience positive interactions with
their professor (Lukowiak & Hunzicker, 2013).

Intellectual Stimulation

Traditional passive learning environments were
based on lectures, in which students listened, and took
notes without active inquiry or engagement (Bloch, 2009).
Intellectual stimulation in the classroom helps students
challenge assumptions that limit their thinking, by expos-
ing students to opposing viewpoints (Boyd, 2009). Profes-
sors of arts, humanities, and social sciences provided stu-
dents with experiences in which their feelings and emo-
tions were included in the process of learning (Pleshakova,
2009). For these students, learning and teaching patterns
were affected by the way professors stimulated them intel-
lectually. This intellectual stimulation was also associated
with challenging students, encouraging independent
thought, and using an interactive teaching style (Bolkan,
Goodboy & Griffin, 2011).

Deep Learning

The most effective pedagogies that foster students’
deep learning and metacognition included teaching students
how to construct new knowledge, as well as engaging and
motivating students. Learning adapted to individual students’
needs, strengths and experiences, was more substantial
and long lasting (Pang & Ross, 2010). Therefore, profes-
sors have had to move beyond seeing teaching as a pro-
cess of merely transferring knowledge and skills, and move
toward a view of teaching as process of intellectual change
among students (Husband, 2013).

Purpose of the Study

With new research on effective teaching, and stu-
dent learning (Almay & Tooley, 2012) educational institutions
can also be more deliberate and strategic about creating
environments that attract and retain students. Since arts,
humanities, and social sciences have provided opportunities

for integrative thinking, innovation, and citizenship (AAAS,
2013), insights could be gained into professor behaviors
that helped the current generation of students feel connected
and engaged in learning processes. This study will exam-
ine how graduate students with undergraduate majors in
arts, humanities, and social science perceive individualized
consideration, student-professor engagement in learning,
intellectual stimulation, and deep learning as predictors of
effective teaching.

Method

Economos (2013) collected data from 3,232 gradu-
ate business and education students enrolled in face-to-
face and hybrid courses from two professional associations
and four universities in the United States and other coun-
tries. Three hundred and sixty responses were received,
reflecting a response rate of 11 percent. Out of three hun-
dred and sixty respondents, this study focused on 251 stu-
dents who majored in arts, humanities, and social sciences
in their undergraduate programs.

Participants responded to a two-part survey. Part |
of the instrument surveyed demographic information such
age, gender, ethnicity, native language, undergraduate ma-
jor, self-reported grade point average, parental educational
attainment, years in program, enrollment status, learning
environment, and primary professional area of interest.
Part Il of this survey contained 39 questions rated on a
Likert scale (1 = strongly disagree, 5 = strongly agree).
The survey statements were adapted from research lit-
erature with permission from the authors. The statements
were converted into items to measure all of the variables.
A content analysis and axial coding were used to con-
dense categories.

Nine items examined graduate students' per-
ceptions of professor behaviors associated with effec-
tive teaching according to Kane, (2004). Twenty-one
items examined graduate students' perceptions of pro-
fessor behaviors associated with transformational lead-
ership behaviors from the qualitative findings of Bolkan
and Goodboy (2011). Six behavior statements were
adapted to measure graduate students' perceptions of
professor intellectual stimulation. Seven behavior state-
ments were adapted to measure graduate students'
perceptions of professor individualized consideration.
Nine items examined graduate students' perceptions
of professor pedagogical content knowledge from
Shepherd's (2009) dissertation instrument. The items
were adapted from Pintrich's (1988) study. Finally, seven
items examined graduate students' perceptions of pro-
fessor behaviors associated with deep learning from
Nelson et al. (2005). Additionally, the statements were
adapted from The College Student Report, and The
National Survey of Student Engagement's survey instru-
ment (NSSE, 2001-13). Cronchbach's Alpha reliabilities
of the variables and number of items per variable used
in this study are shown in Table 1.



Table 1
Scale Reliability of the ltems

Dimension Number of Items Alpha Coefficient a
Effective Teaching 9 .881
(Pedagogical Content Knowledge)
Individualized Consideration 8 .844
Student-Professor Engagement in Learning 5 .752
Intellectual Simulation 6 776
Deep Learning 6 .825

(Economos, 2013)

Table 2
Pearson Correlation Analysis between Dependent and Independent Variables
Student Professor
Effective Individualized | Deep Engagement in
Teaching Consideration | Learning Learning
r 754 56.85%
Individualized p .000
Consideration N 234
r 743" 55.20% .699**
. p .000 .000
Deep Learning N 237 238
*% 0, *% *%
Student Professor r .834 69.55% .808 .739
Engagement in p .000 .000 .000
Learning N 234 234 237
r Jg78* 60.52% .754** .668™* .938**
Intellectual Stimulation p .000 .000 .000 .000
N 238 237 242 238

*p<0.01.

Data Analysis and Results

A correlation analysis was conducted to determine
the relationship among independent variables and with de-
pendent variable (Table 2). After the correlation analysis, a
structural equation model (Figure 1) was constructed to il-
lustrate the variance accountability percentage, correlation
coefficients, and regression coefficients.

All of the correlations among the variables SPEL,
individualized consideration, deep learning, intellectual
simulation, and effective teaching were statistically signifi-

cant and were greater than .67 in Table 2. Table 2 shows
contribution to effective teaching were, individualized con-
sideration (r? = 56.85%), deep learning (r? = 55.20%), SPEL
(r* =69.55%), and intellectual simulation (> = 60.52%).
The major contribution to effective teaching is from SPEL
(r* = 69.55%). Figure 1 also shows a strong correlation
between intellectual simulation and SPEL (r = .94), intel-
lectual simulation and individualized consideration (r = .75),
and individualized consideration and SPEL (r = .81).
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Figure 1

Structural Equation Model: Predictor of Effective Teaching (N=251)

Student Professor Engagement in Learning

B: =52

Individualized Consideration

Effective Teaching

Ba=67

Bg: 25

$ R2= |45

Deep Learning

Intellectual Stimulation

Researchers proceeded to develop a model us-
ing structural equation modeling concepts. Figure 1 shows
that a combination of three variables, SPEL (B, = .52),
individualized consideration (B, = .17), and deep learn-
ing (B, =.25), accounted for 72% of the variance in effective
teaching (R? = .72). The strongest predictor of effective
teaching among social sciences, arts, and humanities
graduate students was SPEL (B, = .52). In addition, deep
learning was also identified as a dependent variable influ-
enced by intellectual simulation (R? = .45). For that rea-
son, deep learning acted as a modifier of intellectual simu-
lation when researchers predicted effective teaching.

Conclusions

The present research study involved 251 arts,
humanities, and social sciences students to determine
whether individualized consideration, SPEL, intellectual
simulation, and deep learning influenced effective teach-
ing. The results indicated that three of the four indepen-
dent variables were significant predictors of effective
teaching. However, deep learning was dependent on
intellectual simulation, which contributed to more strength
in predicting effective teaching.

The findings of this research study indicated that
SPEL is a predictor of effective teaching. It supported the
findings of previous research, which showed student en-
gagement was closely related to effective teaching
(Lukowiak & Huzick, 2013). It implies that students' abili-
ties to work meaningfully with their teachers determine their
level of learning, and that ability can be honed through
meaningful engagement in humanities and social sci-
ences. Furthermore, Senge (2002) also advocated for a
learning community where the teacher is a designer in
learning processes in which he or she participates with
the learner. This research highlights these alignments,
and can inform educators about best practices for effective
teaching. Likewise, students would have benefited from
learning experiences in the classroom that are relevant to
their realms of experience (Bolkan & Goodboy. 2011). Stu-
dents would also likely gain from professors who keep up
to date with the latest developments in the content area to
promote SPEL in the classroom (Economos, 2013).

The results conclude that deep learning is a strong
predictor of effective teaching. This research suggests that
deep learning depended on intellectual stimulation to in-
fluence effective teaching. This research also suggests
that deep learning is the result of intellectual stimulation,



that leads students to learn, and leads teachers to teach
effectively. The correlation between deep learning and in-
tellectual stimulation supports this finding as deep learn-
ing can develop students' critical thinking skills in the arts,
humanities, and social sciences (Rowland, 2000). Profes-
sors should foster deep learning by encouraging reflective
practices in which students can find ways to consider new
perspectives. Additionally, professors are encouraged to
integrate diverse perspectives such as race, religion, and
politics into their courses, as students will likely obtain a
higher level of deep learning (Economos, 2013).

Since the results indicated a strong influence of
individualized consideration and intellectual stimulation, pro-
fessors are strongly encouraged to incorporate these vari-
ables into their teaching. In previous research, Harris (2011)
concluded that transformational leadership such as intel-
lectual stimulation, and individualized consideration pro-
duced increased performance, and satisfaction. This study
supports these findings, and provides valuable information
regarding teaching effectiveness.

Students would benefit if professors integrate the
following behaviors in their classroom to foster individu-
alized consideration including (a) availability; (b) individual
feedback; (c) verbal immediacy; (d) personalized content;
(e) conveying interest; (f) special considerations; (g) re-
membering student history; and (h) promoting participa-
tion (Bolkan & Goodboy, 2011). Additionally, professors
who include students in the development of the course
syllabus may foster a higher level of individualized con-
sideration (Economos, 2013). If professors take an inter-
est in students' personal lives, they will ultimately facili-
tate deep learning through confirmation behaviors such
as (a) their responses to students' questions or com-
ments (b) showing an interest in students and their learn-
ing and (c) style of teaching (Ellis, 2000) that mediate
intellectual stimulation (Economos).

Limitations and Recommendations

It was unknown if the participants were enrolled in
a teaching or research-extensive university for their under-
graduate or graduate programs. Research must continue
to investigate which professors' behaviors provide the best
achievement possibilities for students (Polk, 2006). Sub-
sequent research should also be conducted to determine
whether the perceptions identified in this study are appli-
cable to other academic disciplines.

The results of this study can be utilized to develop
methods for effective teaching, and professional develop-
ment workshops. Ongoing professional learning for profes-
sors is necessary to improve teaching effectiveness with
respect to college, and career-ready standards (Coggshall
(2012). This research can also be used in order to find ways
to retain students of arts, humanities, and social sciences
in classrooms by providing a teaching environment, which
is based on their needs, interests, and experiences.
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Abstract

There is limited research that investigates parent
perspectives with respect to their early elementary school
children’s home language use. The findings reported in
this article are part of a dissertation study on parent per-
ceptions of bilingualism conducted in Northern California.
To fill the gap in research, this study investigates how first
generation Latino parents create an additive bilingual (En-
glish and Spanish) environment in the home. The findings
include home language maintenance strategies that, in
some cases, contributed to children’s increased use of
Spanish. Limitations to the study include selection of sub-
jects was not random, the number of participants was lim-
ited to six parents, and the study took place in the
researcher’s school.

Introduction

Despite the fact that many Latino (people of Latin
American origin) families in the United States speak Span-
ish at home, first generation immigrant parents are notic-
ing that their children are losing fluency and interest in
their home language (Brodie, Levin, Steffenson & Valdez,
2002). Research suggests that Latino families struggle
to preserve intergenerational communication by incorpo-
rating the use of Spanish in the home (Schecter & Bayley,
2002). Latino immigrant parents have historically under-
stood the necessity to learn English in order to have so-
cial, academic, economic and even personal success in
the United States (Cummins, 2000; Portes & Hao, 1998;
Valdés, 2001). They also want their children to gain com-
petent academic English skills (Fishman, 1991; Schecter
& Bayley, 2002; Suarez, 2002; Wang, 2009; Wiley, 2000;
Wong Fillmore, 1991; Worthy & Rodriguez-Galindo, 2006).

Nonetheless, while research shows that Latino
parents want their children to maintain the home lan-
guage (Fishman, 1991; Lutz, 2006; Wong Fillmore, 1991),
they often receive the message that English is prefer-
able and more valued than speaking Spanish. As sec-
ond and third generation Latino children speak less Span-
ish, while showing a preference for speaking English
(Brodie et al., 2002), the ability and desire to use the
home language begins to recede. This presents an enor-
mous challenge to Latino parents who wish to preserve
the home language and culture.

Background and Need

According to the California Department of Finance,
54% of K-12 public school students in California identified
as Hispanic or Latino in 2015. This data does not speak to
the numbers of families who choose to speak Spanish at
home, but it is significant that the majority of students in
California are Latino. A study conducted by Brodie et al.
(2002), in which 3,000 Latino adults living in the United
States participated, found the following: Aimost three fourths
(72%) of first generation Latinos speak Spanish as their
primary language, but only one in four (24%) are bilingual,
and 4% speak primarily English. “In contrast, second gen-
eration Latinos are mostly divided between those who are
English dominant (46%) and those who are bilingual (47%).
Third generation or higher Hispanics are largely English
dominant (78%)” (p.16). One Mexican born grandmother
living near her children and grandchildren in San Antonio,
Texas lamented:

It would be beautiful for ... my granddaughters to
truly understand what | wanted to say because it
was a way of, getting closer to them and knowing
them, or for them to know me ... And it seems that
it's SWEETER in Spanish, more emotional ...But,
well, they don’t understand me in, in Spanish, well,
how am | going to tell them these things? (Schecter
& Bayley, 2002, p.74)

The yearning for a lifelong, meaningful relation-
ship with her granddaughter heard from this grandmother’s
voice resonates with Latino immigrant families throughout
the United States.

Purpose

This study seeks to explore home language main-
tenance strategies used by Latino immigrant parents of
elementary school children at a public charter school in the
San Francisco Bay Area. Specifically, what exactly are Latino
parents doing in the homespace to ensure that their chil-
dren are speaking Spanish in addition to English? More-
over, this study may advise parents of all language back-
grounds who wish to reverse home language loss or re-
sistance. The following research question guides this
study: What are parent perspectives on how to promote
and implement additive bilingualism?
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Reversing Language Shift

Fishman’s theory of Reversing Language Shift
(RLS) is one framework that takes an additive approach to
bilingualism. An additive approach to bilingualism suggests
that the home and dominant languages are both valued as
resources, and are therefore worth preserving. Fishman
(1991) and other researchers in the field of socio-linguis-
tics (Lutz, 2006; Portes & Hao, 1998; Schecter & Bayley,
1997, 2002; Shannon, 1995; Tse, 2001; Wong Fillmore,
1991) have studied speech communities that are in danger
of dying, as well as those whose language is widely used.
Although the language is widely used throughout the United
States, Portes and Hao (1998) argue that second-genera-
tion children of Latino immigrants are speaking less Span-
ish, and prefer to speak English. Therefore, RLS is an ap-
proach that speech communities have successfully utilized.

Subtractive Vs. Additive Bilingualism

Wallace Lambert (1981) first made the distinction
between subtractive and additive bilingualism, noting that
learning a second language can either lead to bilingualism
or monolingualism as the home language erodes. There-
fore, subtractive bilingualism refers to the learning of the
dominant language, which replaces the home language
(Lambert, 1981; Wong Fillmore, 1991). Additive bilingual-
ism, on the other hand, would indicate a process in which
the home language is maintained as the dominant lan-
guage is learned. This approach and attitude allows chil-
dren, not only to learn and develop proficiency in the home
language, but to appreciate their parents and their roles in
society (Cummins, 1994; Lambert, 1981). Lambert stressed
that “mainstreamers” (majority group members) must first
recognize the two faces of bilingualism — subtractive and
additive. There are many effective and researched additive
strategies, but perhaps mainstreamers must also embrace
the attitude that accompanies the essence of these strate-
gies for which Wilder Penfield once argued, “the bilingual
brain is the better brain” (Penfield, 1965).

Family Efforts and Spanish Maintenance

Several researchers have explored effective strate-
gies or approaches that Latino parents use in order to main-
tain the home language, while still supporting proficiency in
English for their children. Schecter & Bayley (2002), who stud-
ied the language socialization practices of Mexican-back-
ground families living in Texas and California, learned that
families in both locales “essentially concur in the view that
school is a place to acquire academic competence in the
dominant societal language ... the responsibility for Span-
ish maintenance rests primarily with the family” (p. 188).
Ultimately, bilingual immigrant families may differ from one
another regarding how outside factors (i.e. school, media,
law) affect their children’s home language maintenance, but
the role of family as vital and central to language mainte-
nance is generally universal. In order to best understand
how parents choose strategies to maintain the home lan-
guage, | explored a variety of qualitative studies that include

Latinos from different regions of North and Central America,
and Puerto Rico. Moreover, the studies incorporated Latino
families that now reside in various parts of the United States,
as well as in Canada.

A study conducted by Worthy & Rodriguez-Galindo
(2006) focused on Latino immigrant parents’ perspectives
about their children’s bilingualism. These 16 parents (all
except one were from Mexico) were involved in their children’s
education and language use, and employed the following
strategies to help their children maintain Spanish: attended
community and religious events held in Spanish; prohibited
the use of English in the home; frequently visited monolin-
gual Spanish relatives; provided opportunities for reading
and writing in Spanish at home. The purposeful strategies
in this study, and in others, would unfortunately not suffice
in every family. Some parents were forced to remain reso-
lute in the face of relatives who criticized the “Spanish Only”
approach in the home, while others cut back significantly
on visits to relatives in Mexico due to financial hardship. The
low socioeconomic status and lack of English proficiency
of all parents forced many to accept any available job op-
portunity, even if it meant losing time to actively enforce the
maintenance of Spanish speaking and culture at home.
This challenge resonates with bilingual families all over
the United States.

Methodology
Research Setting

This study was conducted during the 2011-2012
school year on the campus and in the neighborhood of a K-
8 public charter school in Marin County, approximately 20
minutes outside of San Francisco. The school, where | was
one of two first grade teachers, is in a suburban setting,
serving approximately 250 students at the time of the study.
It is comprised of an ethnically and socioeconomically di-
verse group of families (Education Data, 2012), including
the following percentages reflecting data at the time of the
study: 38% Latino, 31% white, 18% African American, 8%
Asian, and 5% two or more races. Also, 26% of the stu-
dents are English Language Learners, the majority of whom
speak Spanish as a native language. As for economic
makeup, 53% of students receive free and reduced priced
lunch, which is determined by family income.

Participants

The participants were selected from the school’s
pool of parents of English Language Learners (ELL) and
Latino parents of children who are fully English proficient
(FEP). Initially, a brief questionnaire in both Spanish and
English was distributed to all parents of ELL students
(Enstice, 2012, pp.163-165). In order to determine whether
or not parents were eligible to participate they had to fulfill
the following requirements: 1. Born in a Latin American coun-
try 2. Speak Spanish at home with at least one other family
member 3. Available and willing to participate in this study
4. Want their children to learn how to speak, read and write



Spanish. Ultimately, all six participants - three males and
three females - were parents of students in a first grade
class and were born in the following countries: Chile, two
from Nicaragua, Mexico, Guatemala and El Salvador. Two
participants were also co-researchers who assisted with
the following: transcribing selected text in both English and
Spanish in order to identify emergent themes, analyze data
sets once themes were identified, and organize analysis to
align with the research question.

Participatory Action Research

A participatory action research design, with an
emphasis on dialogue and narrative, allows for relation-
ship building, questioning, reflecting on personal experi-
ences, and most importantly, planning for action in order to
address concerns of home language loss. Five group dia-
logues took place weekly or biweekly from January through
March, 2012. During these meetings, the researcher fol-
lowed up on previously asked questions, making time for
written responses and oral sharing. Given the co-research-
ers’ desire to rely more on dialogue and less on written
responses, the latter form of sharing was used sparingly.
In addition to group meetings, three individual interviews
were conducted to clarify questions and to allow for elabo-
ration. The researcher also attended a meeting with the
school’s English Language Advisory Committee (ELAC) and
two of the participants. Finally, field notes were taken through-
out the data collection and analysis period.

Findings

Not surprisingly, participants agreed that their chil-
dren generally preferred to speak English with their peers,
even when the family and the school tried to promote bilin-
gualism. They noted the pervasiveness of English, and
parents would need to have a plan if they aspired to home
language maintenance. The participants agreed that their
six and seven year old children were at an ideal age to
either continue maintaining the use of Spanish at home, or
to reverse the loss of Spanish. The researchers offered six
specific and effective strategies.

Consistent Use of Spanish Only in the Home

Most of the participants had attempted to implement
a Spanish Only rule in the home, however they had varying
degrees of success with the rule. Some participants’ own
family members urged them to speak only English in the home,
while others who came to the U.S. as children spoke mostly
Spanish in their households. Other participants had feared
that their children could be unprepared for school if they spoke
only Spanish for the first three or four years before entering
school. Those who were less strict in enforcing the Spanish
Only Rule, which most had attempted, were seeing different
results with their children. Henriette and Rubén, a married
couple from Nicaragua, were perceived by others as having
lots of success with Spanish maintenance. They encouraged
others to enforce the Spanish Only rule, but to avoid punishing
or criticizing their children when making mistakes.

Visit the Home Country

Some participants had their children visit the home
country as a strategy to connect to their family’s roots, but
also with the intention of maintaining the home language.
Nicolas, for example, explained that after becoming more
strict about the Spanish Only rule in the house since our first
meeting, his daughter “understands a little bit more now and
she speaks a little bit more Spanish. She’s in Mexico now
[visiting a relative with her mom)] ... there nobody speaks
English so she has to speak Spanish” (Enstice, 2012, p.110).
He added that she became more interested in speaking
Spanish after visiting with her extended family in Mexico.

Provide Written Homework in Spanish

Although most participants had not provided home-
work in Spanish to their children, Henriette and Rubén found
that this was a very effective strategy. They emphasized the
importance of age appropriate workbooks and reading ma-
terial in Spanish, creating routines, being creative (i.e. offer-
ing rewards for homework completion) and persistent, of-
fering praise and encouragement, and making learning fun
in Spanish. While only two participants actually utilized this
strategy and found it to be effective, all agreed that this would
certainly help them reverse the loss of Spanish in the home.

Access to Music, Television, Video, and Print Materials in
Spanish

Playing music, watching TV and movies, and read-
ing books in Spanish appealed to all of their children, mak-
ing this strategy somewhat easier to implement. In some
cases their children’s prior teachers had asked participants
to start speaking and reading in English only at home. As-
suming the teacher’s advice was in their children’s best
interest, some participants followed that advice. After learn-
ing about the benefits of bilingualism during our dialogues
and through their own research, all agreed that the teach-
ers’ advice was, in fact, misguided.

Explain the Importance of Bilingualism and Biculturalism

Speaking critically about valuing bilingualism and
biculturalism with children helps them understand why par-
ents speak to them in Spanish. Participants discovered that
their children seemed to embrace the idea of bilingualism
the more they had discussions about it. Explaining that oth-
ers at work, for example, admired Henriette’s bilingual skills
provided a real world connection to her son about the ben-
efits of bilingualism. Nicolas and Gloria, a married couple,
would speak to their daughter after returning from Mexico.
Would it be helpful to be able to speak Spanish to her grand-
mother and other relatives? They found this to be a catalyst
for discussion about bilingualism with their daughter.

Older Children Speak to Younger Siblings in Spanish Only

Participants suggested having a plan in place be-
fore the birth of subsequent children. Henriette explained,
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“I hear from other parents that when you have a second
child, the first one will talk to the little one in English only.
And then with the second child it's going to be harder”
(Enstice, 2012, p.114). Hence, being proactive and having
a plan early would hopefully make home language mainte-
nance with a second child less challenging.

Action in the Community and Recommendations

The co-researchers and participants decided to
share “Parent Perspectives on Strategies for Home Lan-
guage Maintenance for Elementary School Children
(Enstice, 2012, p.170) at a school English Language Advi-
sory Committee (ELAC). As this meeting was small in at-
tendance, it was collectively decided to share again at the
first ELAC meeting of the following school year. The Assis-
tant Head of School offered to include this document — de-
signed by these researchers - in the school’s ELAC Master
Plan. Future studies might address home language loss
amongst elementary school children within other language
groups or geographic locations. Research focusing on the
collaboration between elementary school teachers and
parents who speak their heritage language at home may
generate valuable findings from which parents, teachers
and school administrators could benefit.
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Connecting the Dots for English Language Learners:
How Odds-Beating Elementary School Educators
Monitor and Use Student Performance Data

By Kristen Campbell Wilcox, Ph.D., Karen Gregory,
and Lisa (Fang) Yu

Abstract

This article reports on findings from a multiple case
study investigating the nature of educators' approaches to-
ward monitoring English language learners' (ELLs) perfor-
mance and using data to improve instruction and apply ap-
propriate interventions. Six New York elementary schools
where ELLs' performance was better than predicted (i.e.
odds-beating) based on student assessment data were stud-
ied. The analysis revealed that several strategies were com-
mon among the schools studied and were associated with
the schools' better ELL performance outcomes. These in-
clude: 1) connecting instruction and interventions to "real
time" data based on multiple measures of student perfor-
mance including benchmark and formative assessments;
2) communicating performance via technology among teach-
ers and with family members and legal guardians; 3) col-
laborating through routines among teaching and support
staff as well as school and district leaders. Implications for
district and school leaders and teachers are discussed.
Implications for district and school leaders as well as teach-
ers and other instructional specialists are offered.

How Odds-beating Elementary School Educators Monitor
and Use Student Performance Data

New York is one of the top 15 states with the high-
est density of English language learners (ELLs) in its schools
(Ruiz Soto, Hooker & Batalova, 2015); in the 2015-16 school
year more than 200,000 students comprising over 8% of the
total school population were identified as ELLs'. This num-
ber has increased 20% over the past ten years (New York
State Education Department, n.d.) and reflects a nationwide
trend toward more linguistically diverse classrooms (U.S.
Department of Education, n.d.).

This study presents data which was gleaned in a
larger study conducted in the 2015-16 school year in six
odds-beating elementary schools identified for ELLs' above-
predicted performance. The researchers focus on ways edu-
cators in odds-beating schools approached monitoring and
using ELL's performance data since this was found to be an
important factor related to better outcomes. Other findings

'see https://data.nysed.gov/enrollment.php?year=2016&state=yes

and full case studies of the schools are available on the
project website (see, Authors, n.d.).

While some ELLs arrive in school well-prepared
to succeed, others have a variety of needs, social/emo-
tional, physical, academic, and otherwise, that need close
monitoring and appropriate and timely responses by teach-
ers, as well as specialists and school and district leaders.
By examining "odds-beating" schools (i.e. those with rela-
tively better ELL performance outcomes taking into account
school demographics such as poverty and diversity), this
study sought to identify promising practices that support ELLSs'
success in school.

Related Literature

For this study the researchers briefly discuss the
monitoring and use of data to improve instruction and inter-
ventions for ELLs. Performance data for ELLs falls into three
main categories: language proficiency assessments, con-
tent knowledge assessments, and classroom-level assess-
ments. Bailey and Carroll (2015) argue that "macro-level as-
sessments," (i.e. standardized assessments that measure
English language proficiency or content knowledge) are not
meant to be used for instructional purposes and are inad-
equate for guiding instructional decisions. Rather, school-
wide and district-wide processes and practices that system-
atize teachers', specialists’, and school and district leaders'
use of formative data are associated with better student out-
comes for all students (Authors, 2013: Stosich, 2016).

While macro-level assessments are necessary
and fulfill particular needs for inter-school comparisons
and trend analyses, research studies have indicated that
formative assessment data is essential in facilitating teach-
ers' use of effective instructional strategies and application
of appropriate interventions for ELLs. As a number of schol-
ars have expressed, (Abedi, 2010; Heritage, Walqui &
Linquanti, 2013, Bailey & Carroll, 2015; Duran, 2008, Heri-
tage & Heritage, 2011) frequent formative assessment are
particularly important for ELL students as many undergo
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significant change in their language competencies as com-
pared to their monolingual peers in relatively short periods
of time. Younger ELLs, in particular, may experience the
language learning and socialization process especially
quickly, requiring teachers to assess and adjust instruc-
tion frequently. In a study of four districts, Hakuta (2000)
and her colleagues found that ELL students' oral proficiency
improved much faster from grade one to grade three, than
from grade three to grade five. A number of studies sug-
gest that in general elementary-aged ELLSs' learning pat-
terns require teachers to pay close attention to their devel-
opment by providing instruction based on constant moni-
toring of their performance (Hawkins, 2004, 2005; Oga-
Baldwin & Nakata, 2014).

For formative assessment to be useful, research
shows that several factors need to be considered. First,
formative assessments, like all assessments, should be
free of linguistic and cultural biases to provide an accurate
measure of ELL's competencies and knowledge (Abedi,
2010). Second, English Second Language (ESL)/English
New Language (ENL) teachers as well as mainstream class-
room teachers and specialists need to understand how to
create and use such formative assessments as well as

provide feedback to ELLs that focuses on content and qual-
ity versus an over-emphasis on "surface" level language
competencies (i.e. those that do not affect understanding of
the intended message) (Alvarez, Ananda, Walqui, Sato, &
Rabinowitz, 2014; Bailey & Carroll, 2015).

Research Methods

In this multiple case study we utilized a replicated
"unusual case" design to identify patterns in schools char-
acterized by relatively better elementary ELL outcomes
(Yin, 2014, p.57). Quantitative methods, specifically, regres-
sion analyses, were used to identify the sample.

Sample Selection

Schools were identified based on performance
outcomes as well as a variety of other demographic crite-
ria. Performance outcome measures included the 2012-
13 and 2013-14 New York State Mathematics and English
Language Arts assessments across grade levels. Schools
classified as "odds beating" are ones in which ELLs ex-
ceeded expected average performance in ELA and math-
ematics at grade 3 through grades 5 or 6 on the two state

Table 1.
Demographics of the Odds-Beating Schools *
Total % Economically

School Enrollment Urbanicity % ELL Disadvantaged’ PPE’
Catskill 760 Rural 3 62 $24,032
Schuylerville 718 Rural 2 31 $17,884
Fostertown 637 Urban 11 61 $21,878
Van Rensselaer 622 Urban 8 73 $19,870
Guilderland 548 Suburban 1 18 $17,995
Blue Creek 482 Suburban 6 24 $18,457
NYS average N/A N/A 8 54 $21,812

2Data are from the 2014-15 State report cards.

30ne measure of poverty, and the one used here, is economic disadvantage (see definition at

https://data.nysed.gov/glossary.php?report=reportcards).

42013-14 districtwide total expenditures per pupil.



assessments. Using Statistical Package for the Social Sci-
ences (SPSS) software, an expected average performance
level was generated for each subject at each grade level. By
comparing expected to actual average performance, schools
could then be classified as "odds beating" if the difference
between expected and actual performance was close to one
standard deviation greater than the mean difference for all
schools in the state. Of 1,378 schools serving grade 3
through grades 5 or 6 outside of New York City, 127 schools
were identified as potential "odds-beaters."

The sample was then investigated to identify only
those schools in "good academic standing" for ELL per-
formance and further winnowed into three categories:
rural, suburban, and urban schools and those serving
more or less economically disadvantaged and/or ethni-
cally diverse student populations, favoring both higher
poverty and higher diversity in the final sample to meet
the criteria of "odds-beating." Finally, schools whose per-
pupil expenditures, combined wealth ratio, and percent-
ages of expenditures on instruction were above the norm
were eliminated from the sample such that only schools
with average to above average demographic challenges,
yet higher than predicted performance would be studied
(see Table 1).

It is important to note that the schools in this study
are not the highest performing with regard to their ELLs' per-
formance in NY state, but rather defy the typical performance
pattern taking into account poverty and diversity. As displayed
on the histogram in Figure 1, the case study schools are

above the mean for ELLs' performance in comparison to
other schools in the state taking into account school demo-
graphics such as poverty and diversity.

Data Collection

Once schools were chosen and site visits arranged,
the research team, trained in using the instruments and in
human subjects research, visited each school to collect docu-
mentary evidence and conduct interviews with the focal stu-
dents, teachers, principals and other building leaders, and
district administrators. Also, we also conducted focus groups
with teachers and conducted classroom observations. In-
terviews and focus groups, which were audiotaped and then
transcribed, followed a semi-structured protocol guided by
the research questions. Documentary evidence included les-
son plans, student work, curriculum maps, and other in-
structional materials. Class observations were guided by
an observation protocol that prompted description of teach-
ing and learning activities as well as a brief interview with
teachers about the intent of their lessons. Before and during
site visits researchers kept interpretive memos cataloguing
questions raised, notes for follow up, and beginnings of
interpretations.

In total, 25 administrators, 41 teachers, 7 support
staff, and 17 student focus group or interview transcripts,
as well as 28 classroom observation notes were collected
and coded inductively using a constant-comparison
method utilizing the qualitative software program
HyperResearch (Strauss & Corbin, 2008). Using typical
cross-case procedures, code reports by
theme related to the research questions

| \ﬁ

to other schools in New York.

Figure 1. Odds-beating school ELLs’ performance on ELA and
Mathematics state assessments in 2013 and 2014 as compared

were produced and a matrix comparing
themes was utilized to identify key patterns
among the schools (Yin, 2014). The re-
search team then engaged in axial coding
in order to chunk major themes and their
relationships as they related to the re-
search questions (Strauss & Corbin, 2008).
This was facilitated again through the use
of HyperResearch and data matrices in
Excel (Miles, Huberman, & Saldafia, 2014).

Findings

“You can't get somewhere if you don't know
where you're going.” - Fostertown ETC prin-
cipal

This study was foregrounded in lit-
erature that highlights the relationships be-
tween effective monitoring and use of ELL
performance data and ELL performance
outcomes. Through the analysis of inter-
view, focus group, observation, and docu-
mentary evidence data the researchers
identified a combination of performance
monitoring processes and practices common
among the odds-beating schools studied.
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Figure 2. Fostertown ETC data analysis and planning sheet

Three characteristics of ELL progress monitoring in odds-
beating schools were identified: (1) connecting instruction
and interventions to "real time" data based on multiple mea-
sures of student performance including benchmark and for-
mative assessments; (2) communicating performance via
technology; and (3) collaborating on instructional and other
interventions ELLs' need through routines among teaching
and support staff as well as school leaders.

Connecting Instruction and Interventions to "real time" data

In schools with odds-beating ELL performance,
teachers and leaders pointed to the weaknesses of relying
upon state assessment and the New York State English as
a Second Language Achievement Test (NYSESLAT) assess-
ment data to inform instruction and interventions for their
ELL students, as they do not provide actionable information
needed to help their students grow and learn in real time.
Instead, they reported relying upon frequent formative as-
sessments, benchmark assessments and other data to in-
form them. Figure 2 shows Fostertown ETC's "Data Analy-
sis and Planning Sheet," which includes a list of seven dif-
ferent types of assessments that inform teachers about ar-
eas of concern, used to generate goals and specific teacher
actions to meet those goals. Fostertown ETC's educators
meet in Professional Learning Communities (PLCs) to dis-

cuss student performance and work together to develop les-
sons and materials to address the gaps in learning as dis-
played by the data. Response to Intervention (RTI) is also
linked to this collaborative data analysis. When Tier 1 inter-
ventions are not producing any change, "real-time" class-
room data informs teachers' next steps in referring students
to a Tier 2 intervention.

Educators at Fostertown ETC and other odds-beat-
ing elementary schools analyze data for causes of students'
poor performance and seek solutions. In Blue Creek ES, for
example, a district leader described how the principal is
"constantly looking and using her faculty meetings for [shar-
ing data analysis]. 'Okay, here's a problem that | identified
because of the data. What are some things that we can try?'
For example, the principal noted gaps in attendance at open
houses and parent teacher conferences and then engaged
in an intervention. A district leader described the principal's
approach:

She [the principal] was looking at who is coming
to open-house night, who's coming to confer-
ences, who's not, and realizing which subpopu-
lations and which families weren't able to get to
those. So she worked with the transportation di-
rector to get a school bus to go to some of these



populated apartment complexes and bring the
people, because they didn't necessarily have a
way to get a ride to school for these things.

Complementing these strategies, Blue Creek
teachers also gather a variety of benchmark and formative
assessments, the same assessments as their non-ELL
peers, with reading benchmarks administered in Septem-
ber, January, and May. These are used to identify, "sight word
growth, letter sounds, knowledge of letters, and . . . progress
with reading," according to a classroom teacher. In math,
Blue Creek ELLs take chapter tests and a middle and end-
of-year computerized assessment, at which time they are
offered the accommodation of question read alouds. Alto-
gether, these formative assessments provide teachers with
a variety of information about ELLs' growth in language and
content and allow educators to intervene in an appropriate
and timely fashion so that each learner can make progress.

Collaborating through routines among teaching and sup-
port staff

Importantly, leaders in the odds-beating schools and
districts valued teachers' desires to collaborate around in-
struction, assessment, and intervention for ELLs. As in the
other schools studied, Fostertown ETC's educators benefit
from a variety of opportunities to collaborate. Scheduled
grade-level meetings are used to analyze students' perfor-
mance data. In these meetings, principals, teachers, and
specialists focus on classroom-level assessments as they
believe them to be more meaningful for guiding instruction.
A school leader explained how this is done:

We went into using data protocols during meet-
ings to really guide the meetings. We only have
thirty-five minutes, so we need to be laser fo-
cused. So we started using data protocols and
we're doing student work. A lot of the discussion
| had with teachers when | first came in is, "How
do you use data? How do you use data in your
classroom, as a grade level or per building?
And we have the over-arching New York State
data assessments and those achievements,
but what is real-time data? State data just tell
us at the end of the year if you have mastered
the state-level standards. But what is going on
in your classroom in real time?" So we put pro-
tocols in place as far as reviewing student work.
So the teachers bring in either exit tickets that
they've done with their kids or any kind of work
or problem sets they want to go over.

In addition, Fostertown ETC educators benefit from
collaborative processes and practices centered on progress
monitoring at the district level. The Superintendent initiated
the practice of "DataCon" or "Data Conversations" in which
all building and district leaders meet to discuss the results
of local and state assessment data for each school. At this
meeting, each principal is called to the table to discuss a
variety of data points. All of the cabinet members and central

office administrators as well as all building principals are
present and encouraged to ask questions of each principal
in "the hot seat." A district leader described it as "a fishbowl
conversation" that is "both evaluative and supportive in na-
ture," as it often inspires new ideas for principals to try in
their own buildings. This practice encourages consistency
across the large urban district and holds building and dis-
trict leaders accountable for making the best use of multiple
measures of student performance.

Likewise in suburban Blue Creek Elementary,
teachers provide "benchmark profile sheets" to the principal
and upload their letter grades to the online portal that allows
for the sharing of data district-wide. A reading specialist ex-
plained how classroom and ENL teachers collaborate by
sharing their assessment data:

Usually once we do assessments, we record
all of our students on a class form and return it
to the teacher, and usually at some point we
end up touching base with the ENL teacher in
person or through email to let her know about
student progress.

In the smaller schools studied, some with only one
ENL teacher in the school building, collaboration is less
formal, but nonetheless recognized as essential to meet
ELLs' learning needs. For example, because there are not
many ELLs in the school and one ENL teacher in
Schuylerville, the ENL teacher monitors the progress of ELLs'
language development most closely. Yet, classroom teach-
ers and ENL teachers say they keep each other informed of
areas in need of more attention consistently. According to a
Schuylerville teacher,

We (classroom teachers) are monitoring all the
time, whether it's regular assessments on tests
or things like that. We're always doing informal
assessments, just walking around and check-
ing, and then I'm assessing them by collaborat-
ing with the service providers, the ENL, and the
special ed teacher.

Through both formal and informal processes and
practices that encourage collaboration around progress
monitoring educators work synergistically to meet ELLS'
academic needs.

Communicating Performance via Technology

Communication among mainstream classroom
teachers, ENL teachers, special education teachers, and
AIS teachers via technologies allow for communications to
occur in a timely manner. Such data management systems
as "Infinite Campus" or "School Tool" allow educators to
share formative, benchmark, and assessment data with
one another. For example, Blue Creek teachers use their
school management system, "Infinite Campus," to com-
municate student performance on benchmark exams with
the school principal. In addition, all grades and other data
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(e.g. attendance) are stored there so that educators can
easily share data with one another.

Similarly, in other schools like Guilderland ES,
School Tool was identified as facilitating district-wide data
analysis of ELLs' performance and also as a way to com-
municate with family members and legal guardians.
Through an information night, Guilderland parents are in-
vited to the school to learn how to use features of School
Tool such as accessing their children's grades and state
test scores, as well as other important school information.
According to a teacher, the school district has worked hard
at "communicating with parents to [use the program]. The
ability to disseminate student data to families of ELLs was
described as beneficial in developing a positive and open
relationship between families and the school. Because
"many families [of ELLs] believe very highly in education and
they're very strong on their students," one school leader ex-
plained, "School Tool provided an effective avenue to learn
about their children's progress without having to come to

school or schedule a meeting with teachers".
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In addition, instructional technologies such as
clickers, Chromebooks, and apps (see Figure 3 for ex-
ample of app offerings in Blue Creek ES), were reported to
be used frequently to provide immediate feedback to stu-
dents and formative assessment data to teachers. These
data inform teachers as to the strengths and weaknesses
of students so that differentiated instructional strategies
can be planned as a next step.

Systematizing the communication of ELL student
performance via technology allows principals, specialists,
classroom teachers, and ENL teachers to provide a consis-
tent and informed program of instruction for ELLs. In addi-
tion, sharing data with parents and guardians encourages
families and legal guardians to participate actively in the
education of their children and establishes a connection
between home and school.

Recommendations

Although this study is limited to data culled in only
six schools, and is thus, not generalizable to all schools in
the state of New York, it suggests a few considerations for
practice related to data monitoring and use, namely:

> Provide systems to carefully monitor the progress
of ELLs using multiple measures- both formative
and summative, connected to systems of interven-
tions for students who need more support.

> Provide systematic progress reporting and com-
munication/dissemination routines for all educa-
tors and specialists who interact with ELLs as well
as their families

>  Ensure that adequate ENL expertise is within each
school building and that collaboration among ENL
teachers, mainstream classroom teachers, and
specialists across the school and district can oc-
cur on a regular basis.

Conclusion

While the number of ELLs in New York schools and
in other states around the nation continues to increase, trou-
bling trends of ELLs falling behind as they progress from
elementary to secondary school persist (U.S. Department
of Education, n.d.). Indeed, children's experiences of suc-
cess in elementary school have been found to strongly cor-
relate to their trajectories in secondary school and beyond
(Akiba, LeTendre, & Scribner, 2007; Suarez-Orozco, Gaytan,
Bang, Pakes, O'Connor, & Rhodes, 2010).

In some New York elementary schools, ELLs are
beating the odds with better than expected performance out-
comes. The findings from this study demonstrate that what
educators do to monitor and use performance data can re-
late to better performance outcomes.
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Abstract

The purpose of this study is to evaluate how the
five variables that measure servant leadership (Altruistic
Calling, Emotional Healing, Persuasive Mapping, Organi-
zational Stewardship, and Team Learning) impact on teach-
ers' perception of principal Wisdom. Participants were
from fifteen moderate-need elementary schools located
in southern New York State counties. One hundred and
sixty-two teachers responded to a 36 item survey instru-
ment. A structural equation model was used to evaluate
which of the variables influenced wisdom. It was found
that Altruistic Calling served as a mediator of Team Learn-
ing and Emotional Healing. Wisdom is predicted by Altru-
istic Calling (B =.331), Persuasive Mapping (B =.195), and
Organizational Stewardship (B =.424). The three variables
accounted for 81.4% of teachers' perception of principal
wisdom. It is recommended that organizations that are
interested in developing principal wisdom invest their de-
velopmental efforts into Altruistic Calling and Organiza-
tional Stewardship.

Purpose

A principal strong with wisdom is likely to recognize
the importance of his/her improvement in any of the other
variables. Coupled with wisdom is the principal's ability to
self-monitor and self assess one’s own sense of their
strengths/weaknesses.

A school leader will naturally assume at least one
style of leadership. Before gaining wisdom, the school leader
needs to learn how to lead. The type of leader that needs to
be present to gain wisdom is the servant leader. A servant
leader is someone who wants to lead by helping others first
and by placing oneself last.

The purpose of the study is to analyze how five vari-
ables of servant leadership (Altruistic Calling, Emotional
Healing, Persuasive Mapping, Organizational Stewardship,
and Team Learning) influence principal wisdom as reported
by elementary teachers. Wisdom plays a major role in deci-
sion-making. It also serves as an umbrella for each of the
other variables.

Elementary Principal Wisdom:
Teacher Perceptions of Leadership

By Christopher Peterson, Paul J. DeSimone, Jr.,
Thomas J. Desmond, Brian Zahn, Ed.D.,
and Elsa-Sofia Morote, Ed.D.

Research Question

To what extent do the five principal servant leader-
ship characteristics of altruistic calling, emotional healing,
persuasive mapping, team learning, and organizational stew-
ardship have an impact on the sixth servant leadership char-
acteristic of wisdom?

Literature Review

Research and practice confirm that there is little
chance of creating and sustaining a high-quality learning
environment without a skilled and committed instructional
leader to shape teaching and learning.

The modern day servant leadership movement was
started by Robert Greenleaf when he published his 1970
essay, "The Servant as Leader." (Zahn, 2011). In his 1970
essay, Robert Greenleaf coined the phrase "servant-leader,"
which led to the modern day servant leadership movement
(Zahn, 2011). Robert K. Greenleaf (1970) once said, "The
servant-leader is servant first... It begins with the natural
feeling that one wants to serve, to serve first". A servant
leader is someone who wants to lead by helping others first
and by placing oneself last. Robert K. Greenleaf (1970) de-
scribed several functions that are critical for servant leaders:
listening and understanding, language and imagination, ac-
ceptance and empathy, foresight, awareness and percep-
tion, persuasion, conceptualizing, healing, and community
building.

An essential part of leading a school through the
lens of a servant leader is the use of team learning. Team
learning is not a direct characteristic of servant leadership,
but an associate characteristic. Team learning is vital to a
servant leader within a school because it will guide the work
of professional learning communities. The use of profes-
sional learning communities is a method to form collabo-
rative learning within a school or any other organization.
Professional learning communities have been used to fos-
ter change and improve school climate and culture (Senge,
et al.,, 2000).

Within a school, a servant leader can have a posi-
tive impact on school climate, school culture, and all



stakeholders. |If teachers believe that their school leader
has their best interest, then teachers will support or "buy in"
to new initiatives and changes. The hardest part of being a
servant leader is building trust within a school building, but
once trust is gained, the servant leader builds wisdom.

Wisdom is defined by Webster (1961) as the faculty
of making the best use of knowledge, experience, and un-
derstanding by exercising good judgment. School leaders
strive towards positive goals by gaining wisdom from all
members of the school community. Leaders who display
high levels of wisdom are very observant and anticipatory
across all settings (Bierly et al., 2000). By being observant
and anticipatory, school leaders can adapt and modify their
plan towards shared school visions and/or goals.

Does knowledge and wisdom come hand in hand?
The relationship between knowledge and wisdom is com-
plex. Generally speaking, knowledge is necessary but not
sufficient for wisdom. One would not be considered wise if
one is not knowledgeable, but knowledge does not always
make one wise (Bierly et al., 2000).

Before examining wisdom as it pertains to the prin-
cipal himself/herself, current research emphasizes Wis-
dom as an attribute of an organization. In Mark Hanson's
article, Institutional Theory and Educational Change (2001),
cultivating "smart" organizations is one way to attain posi-
tive educational reform. Throughout this work, Hanson used
the term "knowledge acquisition" (p. 639). He likens an
organization to a person and references George Huber's
work regarding the term. Huber commented "An entity learns
if, through its processing of information, the range of its
potential behaviors is changed" (1991, p. 89). Here, both
authors are noting the importance of gaining knowledge.
Each writes about administrators and organizations inter-
changeably, highlighting the common thread that a strength
in one area will undoubtedly, positively impact the other.
Numerous times throughout each of their works, Hanson
and Huber describe both the human and the organization
gaining knowledge. Hanson also refers to the "human
capital of people with the necessary expertise to exploit the
intellectual capital effectively." (p. 638). This, in turn, illumi-
nates the essential role that the administrator plays in an
organization.

If a principal's strength is in the area of Wisdom,
how exactly can this benefit a school organization? One way
is to improve hiring practices. Baker and Cooper (2005)
hypothesized that administrators who attended highly se-
lective undergraduate colleges would be likely to hire teach-
ers with a similar educational background.

Their conclusions were that this is especially true
for high-poverty schools. They reported "Principals in high-
poverty schools who attended highly or the most selective
undergraduate institutions were 3.3 times more likely to hire
teachers who attended similar institutions." (Baker, Cooper,
2005, p. 468). This is linked with the trend that they also
discovered in their research "The distribution of principals

by undergraduate preparation is quite similar to that for
teachers...principals with stronger academic preparation are
less likely to work in high-poverty or otherwise more difficult
work environments" (2005, p. 453). If high-poverty schools
attract principals of weaker academic preparation and they
tend to hire teachers of a similar education, then it could be
worth examining hiring practices.

Strauss (2003) is sure to note that the hiring pro-
cess itself holds the potential to positively impact student
achievement. The administrator's impact on this is indirect;
he/she plays a role in the process but is not the most direct
cause of the positive effect on students. Other variables
related to the principal surely have an impact on his/her per-
formance. According to an analysis by Papa, Lankford and
Wyckoff (2002), there are a number of trends that began to
emerge when examining some urban schools in the New
York City area. They found that "urban schools are much
more likely to have less experienced principals, and princi-
pals who received their bachelor's degrees from lower ranked
colleges." Experience is also likely to play a major role in
numerous facets of a principal's responsibility, including hir-
ing new teachers.

Definition of Variables:

Altruistic Calling - Altruistic calling describes a leader's deep
desire to have a positive influence and make a positive dif-
ference in others' lives. Leaders high in altruistic calling will
put others' interest ahead of their own. An altruistic leader
will go beyond the call of duty to meet others needs. Their
ultimate goal is to serve (Barbuto & Wheeler, 2006).

Emotional Healing - Emotional healing refers to a leader's
ability to be highly empathetic and an exceptional listener,
thus making the leader able to facilitate a healing process.
The leader "creates environments that are safe for employ-
ees to voice personal and professional issues" (Barbuto &
Wheeler, 2006, p. 318). The leader has a commitment to
and is skillful in fostering recovery from hardship (Barbuto &
Wheeler, 2006).

Organizational Stewardship - Organizational stewardship re-
fers to the "extent that leaders prepare an organization to
make a positive contribution to society through community
development, programs, and outreach" (Barbuto & Wheeler,
2006, p. 319). Leaders who display high levels of organiza-
tional stewardship strive to leave the organization better off
than it previously was and seek to leave a positive legacy.
Additionally, the well-being of the community is the driving
force behind decisions made in the organization.

Persuasive Mapping - Persuasive mapping describes the
"extent that leaders use sound reasoning and mental frame-
works" (Barbuto & Wheeler, 2006, p. 319). Leaders who dis-
play high levels of persuasive mapping are able to conceptu-
alize and visualize greater opportunities and are able to clearly
articulate these opportunities to others. Additionally, these
leaders offer compelling rationales for others to do things.
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Servant Leadership - Servant leadership is defined as an
understanding and practice of leadership that places the
good of those led over the self-interest of the leader. Servant
leadership promotes the valuing and development of people,
the building of community, the practice of authenticity, the
providing of leadership for the good of those led and the
sharing of power and status for the common good of each
individual, the total organization and those served by the
organization (Laub, 1999).

Team Learning - Team learning is defined as "a discipline of
practices designed, over time, to get a team of people think-
ing and acting together" (Senge et al., 2000, p.73). Where
team learning is found to be present, efforts will move in a
common direction, group members will understand and
support one another completely, respect one another, and
develop a sense of shared meaning and common purpose
(Senge et al., 2000).

Trust - According to Nyhan (as cited in Hermann et. al., 2000),
trust is the level of confidence that one individual has in
another's competence and his or her willingness to act in a
fair, ethical, and predictable manner.

Wisdom - When awareness of surroundings and anticipa-
tion of consequences are combined, leaders become able
to pick up cues from the environment and understand their
implications. Leaders who display high levels of wisdom
are very observant and anticipatory across all settings (Bierly
etal., 2000). Principal wisdom is defined as how a principal's
faculty and staff view them as being a wise individual.

Methods, Techniques, or Modes of Inquiry

This study came from a larger study prepared by
Zahn (2011). Participants were from fifteen moderate-need
elementary schools located in southern New York State coun-
ties. One hundred and sixty two teachers responded to a
thirty six item survey instrument.

The researchers used specific instruments such
as Google Drawing, Google Docs, and Microsoft Word. To
determine the evidence of validity and reliability, the research-
ers used SPSS and supporting research articles.

The research question sought to examine the rela-
tionship/effect five of the characteristics of principal servant
leadership had/influenced the sixth wisdom. The research-
ers assert that wisdom is the most important characteristic
necessary to be an effective principal. Therefore, our hope
is that by exploring which variables have the greatest posi-
tive correlation with wisdom we can develop/look for those
characteristics in current or aspiring principals.

This study was conducted in fifteen suburban, south-
ern New York State elementary Schools. Subjects for this
study were the five hundred and one licensed teachers (Zahn,
2011). Permission to complete the study by the Dowling
College Institutional Review Board was granted prior to con-

ducting the research. All five hundred and one teachers who
held a valid New York State teaching certificate in each of the
fifteen schools were given the opportunity to complete the
survey instrument. School principals did not complete the
survey instrument.

An initial correlation analysis determined a corre-
lation between principal wisdom and five other character-
istics of principal servant leadership. The researchers pre-
dicted that wisdom utilizes five variables, Altruistic Calling,
Emotional Healing, Persuasive Mapping, Organizational
Stewardship, and Team Learning. A correlation table
showed that altruistic calling was a mediator. Additionally,
a partial correlation was used with the remaining pieces
(persuade/organizational stewardship). A structural equa-
tional model shows how these variables predict wisdom
(See Figure 1).

Results

When analyzing the intercorrelation among ser-
vant leadership characteristics, altruistic calling was found
to be a mediator variable to predict principal wisdom. A
partial correlation was applied to evaluate this phenom-
enon. After this, we performed two multiple regressions.
One multiple regression was used to predict Altruistic Call-
ing using Team Learning and Emotional Healing. The sec-
ond regression was used to predict Principal Wisdom us-
ing Altruistic Calling, Persuasive Mapping, and Organiza-
tional Stewardship. Figure 1 shows that Altruistic Calling
(R squared = 66.9%) was influenced by Team Learning (B
= 0.168) and Emotional Healing (B = 0.750). Of the two
variables, Emotional Healing is the stronger influence on
Altruistic Calling. The data showed that Wisdom is con-
nected to Organizational Stewardship, Persuasive Mapping
and Altruistic Calling. A Multiple Regression analysis was
used to determine that persuasive mapping, organizational
stewardship and altruistic calling influenced wisdom, show-
ing an effect size of 81.4%. Organizational stewardship
has the greatest influence on Wisdom, as evidenced by a
Beta value of .424.

Educational/Scientific Importance of the Study

This study can be used to inform principal prepara-
tory courses. Surely, if the credentials of the undergraduate
university cannot be a factor, course content can include
information related to hiring practices. Especially in high-
poverty areas, it may be helpful to outline important factors/
attributes of teaching candidates that are likely to positively
influence student learning.

Individuals responsible for hiring practices within
a district can leverage these findings. Baker and Cooper
(2005) shared that "educational leadership programs might
be wise to (a) recruit candidates from more rigorous aca-
demic undergraduate institutions and (b) pay more atten-
tion to test scores and other indicators of general intelli-
gence." (p. 470).
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Figure 1: Correlation between Servant Leadership Characteristics

Additionally, professional development within an
organization can build these skills in existing teaching staff.
If the attributes sought after are effective for school leaders,
then it will also be likely to benefit any teachers in that school.
Future research can be done to further examine Organiza-
tional Stewardship and Altruistic Calling. By dissecting each
of these broad areas, a researcher may be able to identify
more specific facets of each variable that can be largely
attributed to the development of Wisdom. These findings
can help to further enhance the aforementioned areas of
principal preparatory courses, professional development
and hiring practices.

Within a school, a servant leader can have a posi-
tive impact on school climate, school culture, and all stake-
holders. If teachers believe that their school leader has
their best interest, then teachers will support or "buy in" to
new initiatives and changes. The hardest part of being a
servant leader is building trust within a school building, but
once trust is gained, the servant leader can focus on the
development of collective wisdom.
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Influence Of Self-Concept, Study Habit and Gender
on Attitude and Achievement of
Secondary School Students in Mathematics

By Professor Usman Kamoru, and
Olosunde Gbolagade Ramon, Ph.D.

Abstract

This study examined the relationship between
self-concept, attitude of the students towards mathemat-
ics, and math achievement. Also, this study investigated
the influence of study habits on achievement; study habits
on attitude of students to mathematics. The influence of
gender and self-concept and study habit group on achieve-
ment and attitude towards mathematics were separately
investigated. The method adopted was correlation design.
Two hundred (200) Senior Secondary School 2 students
(Male = 74 Female =126) were used in the study. They
were selected from six secondary schools from Ibadan Me-
tropolis. Random sampling was used to select the local
government, while stratified sampling technique was used
to select 200 students, (male and female) used in the six
schools. Data were collected using 20 items Mathematics
Self Concept Questionnaire (MSCQ r= 0,86) and 20 items
Mathematics Study Habit Questionnaire (MSHQ, r = 0.70)
and 30 items multiple-choice Mathematics Achievement
Test (MAT, r= 0.76) respectively and analyzed using Pearson
Product Moment Correlation (PPMC) and t-test statistics
tested at 0.05 level of significance. The result showed that
there was a positive relationship between students' atti-
tude and mathematics (P,,, = 0.976; P< 0.05), study habit

and academic achievement (P,,, = 0.563; P< 0.05) for both
self-concept and study habit groups. Also, there was no
significant difference in gender for both self-concept and
study habit group. However, it was suggested that teachers
should develop in their students a positive self-concept to-
wards Mathematics including good study habits and pleas-
ant teaching experience to enhance higher self-concept,
good study habit and better performance in Mathematics.

Introduction

In the field of education and psychology, learn-
ing has been described as a highly complex process.
Several researchers have tried to explain it differently
and the description of each is partially true. Practices of
teachers, counselors, psychologist and school admin-
istrators as well student dispositions of self-efficacy, self
concept, study habits, state of health, motivation, anxiety,

a conducive environment for studying, availability of text-
books, and well-equipped libraries were designated as
perceived factors for poor academic performance among
Nigerian students (Oke, 2005).

As recent as 2012, the West African Examination
Council (WAEC) stated academic performance has been
very low among secondary school students in Nigeria (WAEC,
2012). This trend in low academic performance has been
attributed to certain factors including social, economic, re-
gional and psychological factors in which self-concept plays
arole (Largea, Sanni and Brew, 2014). Bandura's studies of
self concept among students in the United States estab-
lished self concept as a major factor contributing to stu-
dents' academic performance (Bandura, 1997).

Other researchers established a link between high
school students' level of engagement in school, self-efficacy
and goal orientation (Caraway, Trucker, Renike & Hall, 2003).
Also, students' fears of failure in a variety of academic situa-
tions contributed to low effort while social supports, such as
parents and teachers, could provide positive reinforcement
for students' success and increase overall involvement in
student learning activities to reduce negative feelings to-
wards school (Lashawn, Catrice & Baco, 2011).

Another concept that influences student learning is
study habit which combines study method and study skill.
According to Gbore (2006) study habit refers to predisposi-
tions which students have developed towards private read-
ings through a period of time. According to him, study habit is
a gateway to successful achievement in studies.

QOdiri (2015), observed that the study habits of stu-
dents vary from one student to the other and from one place to
another. It is an important aspect of learning because student
achievement in school depends greatly on their study habits.
Adeyemo (2005) and Gbore (2006) investigated study habits.
They argued that study habits have strong relationships with
the academic performance of students and certain study hab-
its influence student learning more than others.
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Constantine and Blackmon (2002) examined the
relationship between Black American adolescent student
self-esteem and academic performance by demonstrat-
ing how students with low self esteem tend to denigrate
academic performance. Often, students may place differ-
ent levels of importance on academics based on perceived
personal or societal limitations, thus leading to dimin-
ished academic outcomes. Constantine and Blackmon
(2002) identified characteristics of a person's self con-
cept based on specific situations and experiences. They
described self-concept as: a) organized or structured self
perceptions based upon experiences and meanings as-
sociated with those experiences, b) multifaceted feelings
and events in different areas of an individuals' life such as
personal, familiar and societal and c) stable or estab-
lished viewpoint.

Several researchers reported the relationship be-
tween gender and self-concept and consequently aca-
demic achievement (Skaalvik & Rankin, 1994, Wingfield &
Ecceles, 1994). They reported that boys seem to have a
more positive self-concept in a number of dimensions
than girls in Mathematics. Meanwhile, researchers work-
ing in the areas of gender issues have not resolved the
debate on gender difference in Mathematics.

This research into student low performance in
mathematics indicates that many students fail mathemat-
ics because they have low self-concept and poor study
habits and poor attitudes towards the subject.

In Nigeria today, almost all courses of study in
universities require mathematical skills. The increasing
failure rate of students in these subjects challenges re-
searchers to understand and explain student mathemat-
ics self-concept, and their study habits in secondary school
within Oyo State, Nigeria.

The following research questions guided this study:

RQ1: What is the relationship between students' self-concept
and study habit group on attitude and their achievement in
mathematics?

RQ;: What is the relationship between students' study habit
and achievement in mathematics?

RQjs: What is the relationship between self-concept and the
students' achievement in mathematics?

RQ4: How do male and female students differ for attitude
toward mathematics?

Methodology

This study adopted a correlational design. The
population for the study comprised all the secondary
school students in Ibadan metropolis, Oyo state. Out of
the population, a total of two hundred (200) students were
randomly drawn from six secondary schools class (SS2).
Also these students were stratified along gender (74 male
and 126 female).

A standardized self-concept instrument and
study habit was validated by researcher using a
Cronbach reliability method with (MSCQ, r=0.84) and
(MSHQ, r=0.70) respectively. Also, Mathematics Achieve-
ment Test (MAT) was validated using KRyg with (r=0.76).
MSCQ, MSHQ and MAT were administered on sampled
students for the study. The exercise was carried out in
each of the selected schools. The cooperation of the
Mathematics teachers in each of the sampled schools
facilitated the administration with the proper supervision
of the researcher, research assistants and teachers.
There were no reports of loss items and a 99% return
rate was achieved.

in Mathematics.

Table 1: Relationship between self-concept and study habit group on student attitude and achievement

Variable N Mean SD R Sig
Students attitude 200 76.45 1.678
Students performance 200 67.79 2912 0.976 .000

Table 2: Relationship between student self-concept and study habit group on academic achievement.

Variable N Mean SD R Sig
Students study habit 200 59.98 5.342
Students achievement 200 67.79 4.657 0.794 .042




Table 3: Relationship between self-concept and math academic achievement.

Variable N Mean SD R Sig
Students self-concept 200 45.59 4.546
Students achievement 200 67.79 2.786 0.563 .049

Table 4: Showing mean scores of the attitude of male and female students to mathematics.
Variable N Mean SD T Sig
Male 74 73.78 10.143 -0.295

Female 126 72.72 10.989 NS

Data Analysis

The study adopted Pearson Product Moment Cor-
relation (PPMC) and student gender comparisons for the
analysis of data on the study.

RQ;: What is the relationship between students'
self-concept and study habit group on attitude and their
achievement in Mathematics?

Table 1 displays the results of the relationships of
the student attitude and their academic performance in Math-
ematics. The result (r200= 0.976; p<0.05) indicates that there
was a positive relationship between students' attitude and
performance in mathematics which is significant at 0.05.
The value of r which is 0.976 implies that their relationship
between the two variables is strong.

RQ,: What is the relationship between students’
study habits and achievement in Mathematics?

Table 2 shows the results of the Pearson Prod-
uct Moment (PPMC) between the students' study habits
and academic achievement in Mathematics (rygo= 0.794;
p<0.05) indicating that there is a positive relationship
between students' study habit and performance in Math-
ematics which is significant at 0.05. The value of r which
is 0.794 implies that the relationship between the two
variables is strong.

RQ;: What is the relationship between self-concept
and the students' achievement in Mathematics?

Table 3 presents the results of the Pearson Prod-
uct Moment (PPMC) between the students' self-concept and
academic performance in Mathematics. The result (rzgpo=
0.563; p<0.05) indicates that there was a positive relation-
ship between students' self-concepts and performance in

Mathematics which is significant at 0.05. The value of r
which is 0.563 shows a moderate relationship between
the two variables.

RQ,: How do male and female students differ for
attitude toward mathematics?

Table 4 displays the results of the independent
t-test of the attitude of students towards mathematics by
gender (tz00=-0.295; p>0.05). The results indicated that
although male students had a slightly higher mean
(X=73.78) in their positive attitude toward mathematics
than female students with the mean of (X=72.72), the
mean difference was not statistically significant.

Discussion of Results

The first Research question of this study reveals
that there was a positive relationship between students' atti-
tude and performance in Mathematics. This corresponds
with the findings of (Hackett & Benz, 1989; Tella & Tella 2005)
that there was a significant relationship between attitude
toward mathematics and performance in mathematics.

Several studies support the belief that self-con-
cept tends to produce a commensurable change in aca-
demic achievement and attitude towards mathematics
(Yara, 2010 & Adeyemo, 2005) which the findings of this
study support. Othe studies by Adeyemo, (2005) and Gbore,
(2006) demonstrated that study habits have a strong rela-
tionship with the academic achievement of students. The
implication is that a student who cultivates certain study
habits will perform differently from a student who has a
different and less effective set of study habits.

Secondly, this study reveals that there was a rela-
tionship between study habits and self concept which was
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significant at 0.05. Adeyemo (2005) and Gbore (2006) re-
vealed a significant relationship between mathematical study
habits and good performance in mathematics.

Moreover, there was a significant relationship be-
tween student self concept and performance in mathemat-
ics. The findings of this study support those of previous re-
searchers in other cultures (Bandura, 1997; Largea, Sanni
and Brew, 2014; Lashawn and Bacon, 2011) the direct effect
of Mathematics self concept on mathematical performance.

Also, the findings of this study revealed that the atti-
tude towards mathematics of the male and female respon-
dents was not statistically significant. Although Pajares
(1996); Tella and Tella (2005) and Oke (2005) report that
boys and men tend to be more confident than girls and
women in academic areas related to Mathematics, science
and technology, there was no difference in attitude towards
mathematics for these male and female secondary students
in the selected schools. Further research on these students'
performance in math, their attitudes toward mathematics,
their self concept and their math teachers' attitudes and family
support seems warranted at this time.

Based on the various findings on this study, it
seems reasonable to recommend that secondary school
students should be encouraged to view math as a subject
they can master, and that their teachers should promote
positive academic self concepts in their students. It is when
students have the notion of their own personal worth and
strong capacity to learn in their conscious and subcon-
scious mind that they can begin to do well in a subject.

Mathematics teachers in Nigerian secondary
schools are also called upon to always make Mathematics
classes very interesting and engaging for students. By so
doing, self-concept, good study habits and performances of
the students in Mathematics will no doubt improve.

References

Adeyemo, B.J. (2005). Effect of study habit modification and
test taking strategies on academic performance. Unpub-
lished Ph.D thesis, Ekiti State University.

Ayodele, O.J. (2011). Self-concept and performance of sec-
ondary school students in Mathematics. Journal of Educa-
tional and Developmental Psychology 1(1), 176-184.

Bandura, H. (1997). Self-efficacy, the exercise of control. New
York, Freeman.

Caraway, K. Trucker, C.M. & Hall, C. (2003). Self-efficacy, goal
orientation and fear of failure as predictor of school students.
Psychology in the School 40(1).

Constantine, M.G. & Blackmon, S.M. (2002). Black adoles-
cent racial socialization at home, school and peer esteem.
Journal of Black Studies 32(1).

Gbore, I. (2006). Cognitive entry characteristics of study habit
and self concept as predictor of academic achievement of
University Undergraduate in Southern Nigeria. An Unpub-
lished Ph.D thesis, Ekiti State University, Ekiti State, Nigeria.

Kaalwik, E.M. & Ramkim, R.J. (1994). Gender differences in
Mathematics and verbal Achievement. British Journal of Edu-
cational Psychology 64(1).

Largea, J.E., Sanni, A.l. & Brew, E.D. (2014). Influence of
students self-concept on their academic performance in the
Elmna township. European Journal of Research and Re-
flection in Educational Science 2(4).

Lashawn, C. B. (2011). Academic Self concept and academic
achievement of African American student transitioning from
urban to rural schools. Univeristy of lwa, IOWA Research
Online, summer, 2011

Odiri, O.A. (2015). Relationship of study habits with Math-
ematics achievement. Journal of Education Practice 6(10),
168-172.

Oke, D.I (2005). Socio-psychological factors of academic
self-efficacy and achievement among secondary school
students in Ondo State, Unpublished M.Ed. thesis UI.

Skaadvik, E.M. & Rankin, R.J. (1994). Gender differences
in Mathematics and verbal achievement. Journal of Edu-
cational and Developmental Psychology 1(1), Dec 2011.

Tella, A.l. & Tella A. (2005). Self-efficacy and locus of control
as predictor of academic achievement among secondary
school students in Osun state university. Oyo Journal of Edu-
cational Psychology 1(1).

WAEC (2012). West African Examination Reports on SSCE
result, Yaba, Lagos.

Windfield, A. & Eccles, J.S. (1994). Children's competence
beliefs, achievement in values and general self-esteem,
change across elementary and middle schools. Journal of
Early Adolescence 14(1).

Yara, P.O. (2010). Students self-concept and Mathematics
achievement in some secondary schools in South-Western
Nigeria. European Journal of Social Science 13(1) 127-132

Prof. Usman Kamoru is a Provost, Federal College of Education (spe-
cial) Oyo, Oyo State, Nigeria. P M B 1089, Oyo, Nigeria.

Dr. Olosunde Gbolagade Ramon is a Deputy Director, Degree
and Diploma Programs, Federal College of Education (special)
Oyo, Nigeria, PMB 1089, Oyo, Nigeria.



BOSTON
UNIVERSITY

Be Prepared to Change Lives

Your path to becoming a life-changing teacher, researcher, administrator,
counselor, or coach starts here.

bu.edu/sed

Boston University School of Education

Boston - Online
Undergraduate - Master's - Advanced & Doctorate - Professional Development

LEADER IN EDUCATION

Advance your career and share your passion and inspire students to love learning. LIU Post
offers education programs in core areas and in-demand specialty areas:

Master’s Degrees Educational Leadership and Administration
Communication Sclences and Dizorders = Master of Science and Advanced Certificate
* Master of Arts in Speech Language Pathology in Educational

Counszsling and Development » Leadership and School District Business Leader

+ Master of Science in School Counseling Speclal Education and Literacy
. Master of Science in Clinical Mental = Master of Science in Special Education
Health Counseling = Master of Science in Literacy
Palmer School of Library and Informatlon Sclence = Master of Science in Special Education-Autism

+ Master of Science in Library and Information Science Doctoral Degrees

Educational Leaderzhip and Adminlstration
« Advanced Certificate in Archives and Records = Ed.D. in Interdisciplinary Educational Studies
Management

« Master of Science in School Library Media

Palmer School of Library and Informatlon Sclence
« Advanced Certificate in Public Library Administration * Ph.D. in Information Studies

Apply today to see if you qualify!
Visit llu.edu/post/education or call 516-299-2900 to learn more.
FLIUPOST W@LIUPOST @@LIUPOST

uononusu] pue diysiapes Joj fewnop 710z ‘Bunds

[&)]
w



Spring, 2017  Journal for Leadership and Instruction

[6)]
x

Stony Brook University's Educational Leadership (EDL)
post-master’s certificate prepares educators for
advancement to positions at both the school district and
school building levels. The 36-credit curriculum comprises
9 content courses, internships and a research project. To
meet the demands of busy educators, the program is
offered completely online or on-site in cohorts at
teachers centers throughout the region.

Stony Brook has been a leader in teacher education since
its beginnings as a teacher's college. The NCATE-
accredited institution now consistently ranks as one of the
top 100 universities in the nation and one of the top 50
public universities by UL.5.News & World Report.

The University’s Office of Distributed Teacher and Leader
Education (D-TALE) owversees the EDL and 31 other
undergraduate and graduate programs that lead to
certification. In addition, the University is also an approved
CTLE provider, and offers myriad workshops, institutes and
other professional development opportunities.

Y is an affirmative aclion equal ukkb'.‘.;‘f empioyer and

ioyment informaton & hitps.Yeoo. gl hAc!

DISCOVER MORE

e stonybrook.edu/
edleadership

o educational_leadership
@stonybrook.edu

@ 631-632-7067

o spdstonybrock

Q

Stony Brook
Umversﬂ:y




Tomorrow'’s
Opportunities

Start Here:
St. Joseph’s College

Stand out In an exciting, in-demand field with a degree from
St. Joseph's College, one of the most affordable private colleges
on Long Island. We offer innovative programs in hospitality
and tourism management, nursing, journalism and new media
studies, accounting and more. Qur programs are designed to
meet industry demands — and fuel your success.

No wonder more students are choosing SJC Long Island than
ever. Make today the day you discover why.

! ® C
The highest graduation A 27% increase in new Ranked #7 “Best Bang for the Shx-time Skyline

rate of any public or rr'waie- undergraduate enrollment Buck” college in the Northeast Conference Presidents
institution on Long Island. in the last year alone. by Washington Monthly. Cup athletics champlons.

UNDERGRADUATE PREVIEW DAYS

St.]OSﬁph‘s TRADITION.

. e INNOVATION. sjeny.eduf/long-island
g}%ﬂ?ge %  EXCELLENCE. 877.731.5856

uononusu] pue diysiapes Joj fewnop 710z ‘Bunds

[$)]
a



Spring, 2017  Journal for Leadership and Instruction

[$)]
[«

JESDEC

New England School Development Council

ARRRRR

Celebrating over seventy years of service fo education

Planning and Management

Executive Search

Professional Development

Legal Services

Human Resource Support Services

Research and Development

Supporting School Districts as
High-Performance Organizations

28 Lord Road
Marlborough, MA 01752
Phone: (508) 481-9444

www.nesdec.org

@ NSDC

National School Development Council



EpucatioNAL LEADERSHIP FOR DIVERSE
Learning CommuniTies (Ed.D.)

WHY
OLLOY?

Components of our
Signature Pedagogy include:

o Focus on advocacy for equitable
education supporting diverse
populations

» Field-based, practitioner-oriented
research addressing contemporary
educational topics

» Inquiry-driven, ethical leadership
responding to current educational trends

o Multiple mentorship including a cohort

advisor and dissertation mentor
E

#1 VALUE ALLSTARR B ericncs end oty
IN THE NATION® &

-

For more information contact Dr. Andrea Honigsfeld,
Associate Dean and Director of the Ed.D. Program

516.323.3164 | ahonigsfeld@molloy.edu
www.molloy.edu/eddprogram

*Frorn MDHET Magazing, Asgust X166 186 Tima inc. Brad usdir Bosmsa, AKTMEY 2 T1ME nc. ans mok affilaiad with

uononusu] pue diysiapes Joj fewnop 710z ‘Bunds

a
\‘



Spring, 2017  Journal for Leadership and Instruction

[$)]
o8]

Learn, then Lead.

Are you considering a career in education?
Or are you looking to enhance your career as an
experienced educator?

Hofstra University’s School of Education offers a broad range of graduate and advanced
certificate programs for certified teachers and those new to the field, including:

* Applied Behavior Analysis * Higher Education ® Leadership and Policy Studies # Literacy Studies
® Special Education ® STEM-Elementary Education ® Teacher Education
Scholarship opportunities and support services for field placement

and certification are also available.

Visit hofstra.edu/gradeducation or call 516-463-4723 to learn more.

4
HOFSTRA

UNIVERSITY.

Soeooa. o Foucaron




ST. JOHN’S ~ U.S. News &World Report 2016
UNIVERSITY “Ranked in the top Graduate

RFECTIO

qﬂewus
o,

CH

"e

THE SCHOOL OF EDUCATION Schools 1 the Nation”

Advance your career through one of our several
graduate programs at our Qakdale location:

Doctoral program in Educational Administration and Supervision
Exemplary Leaders Doctoral Cohort, 2 year accelerated program for current administrators

Graduates of Stony Brook Educational Leadership Program receive 30 transfer credits
towards their Ed.D. at St. John’s University

Advanced Certificate m School Building and School District Leadership. This P.D. Program
allows you to transfer 30 of 33 credits into the Doctoral Program (Masters degree in Education
1S a pre-requisite)

Master of Science i Teaching Literacy (B-6) or (5-12)

TESOL (Teaching English to Students of Other Languages) (K-12)

Special Education

Bilingual Extension Certification

ESL Certification (I'TT)

Career Change Early Childhood, Childhood and Adolescent Education

For Information Contact:

Dr. Anthony Annunziato Associate Professor and Coordinator
Graduate School of Education

St. John's University

500 Montauk Highway

Oakdale, New York 11769

631-218-7709 annunzia@stjohns.edu

uononusu] pue diysiapes Joj fewnop 710z ‘Bunds

[¢)]
©



Mr. George L. Duffy (

Executive Director Phone: 631-360-0800

SCOPE Education Services S CO P E FAX: 631-360-3882
100 Lawrence Avenue Education Services www_scopeonline.us

Smithtown, NY 11787 w@m_ of Ser JJ“

OGP Seresnle:

Child Care-Before and After School
Programs, Employee Day Care

Pre-K, UPK Classes

Enrichment Programs

SAT/PSAT/ACT Prep Courses

Outdoor Education Programs & Camps
Summer Environmental Adventure Program
Services for Employment and Certification
Conferences

Management Services

Mediation Services

Workshops/Speakers Bureau

Professional Development/Inservice Courses

¢
O
o
¢
O
¢
O
O
¢
¢
¢
¢

Publications:
Directory of Suffolk County Public Schools
Directory of L_1. Private & Parochial Schools
Directory of Mid-Hudson Public Schools
Directory of Capital Region Public Schools
Baby Friendly Long Island
Journal for Leadership and Instruction
SCOPE Education Forum




