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Abstract
Background: This study was a quantitative effort noting the rise in school choice,
linking graduation rates to smaller instructional class sizes, differentiated instruction and
college. Purpose: This quantitative study identified the increased graduation rate of
early/middle college graduates and how a multicultural curriculum impacted their student
achievement versus the traditional curriculum of Texas’ first Early/Middle College High
School. This thesis discusses the early/middle college high school reform model in Texas.
This study focused on Goal 2 of the Learn and Earn program which requires that
early/middle college high school serve a diverse student population that reflects the local
school district’s demographics in terms of race, gender, socio-economic status, students
with disabilities, academic ability, and motivation levels. Methods: The study employed
a quantitative approach using the Statistical Package for the Social Science (SPSS)
version 21 which was utilized to conduct various statistical analyses in order to answer
the research questions. Descriptive and inferential statistics were used. Measures of
central tendencies and dispersions were computed and reported for the independent and
dependent variables. To answer the research questions and test the corresponding null
hypotheses, inferential statistical tests such as One-Way Analysis of Variance (ANOVA)
with Post Hoc analyses were computed and tested at the alpha level of .05. Results:
High school students from Early College have significantly higher GPA. High school
students from Early College high schools have significantly higher TSI math scores
compared to students from Middle College and Traditional high schools. Early College
schools have significantly higher graduation rates compared to Middle College.
Conclusion: The types of school management have a significant effect on high school

students’ GPA. High school students who enroll at Early College high schools tend to
have higher GPAs. There is no significant difference between Traditional and Middle
College high school students’ TSI math scores. Early Colleges have the highest graduate
rates followed by Traditional. Middle College high schools tend to have the lowest
graduation rates.
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Chapter I
Introduction
Statement of Purpose
This quantitative study identifies the increased graduation rate of early/middle
college graduates and how a multicultural curriculum impacts their student achievement
versus the traditional curriculum of Texas’ first Early/Middle College High School.
This thesis also discusses the new Learn and Earn Early/Middle College High
School reform model in Texas. Specifically, this study focuses on Goal 2 of the Learn
and Earn program which requires that Early/Middle College High School serves a diverse
student population that reflects the local school district’s demographics in terms of race,
gender, socio-economic status, students with disabilities, academic ability, and
motivation levels (New Schools Project Publication [NSPP], 2004a). The thesis will
provide insight regarding the efficacy of this initiative, the impact on national and state
educational reform efforts to increase student achievement, and the four year graduation
rate for under-represented students. The researcher acknowledges a functionalist
assumption unspoken in the state’s constitution (Shepard & Greene, 2003) that all
students can complete a diploma in a traditional or alternative high school in Texas.
Chapter I discusses research questions and the significance of the study to educational
exploration and to school preparation. Chapter II discusses literature concerning
historical debates about the purpose of public schools, national and state high school
reform efforts, success and sustainability factors, and a limited but growing body of
educational literature about the new Texas middle and early college high school reform
effort. A salient theme in the literature suggests that school reform initiatives have failed
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to address and affirm issues related to race, gender, class, and culture (Banks, 2001;
Delpit, 1992; Korn & Bursztyn, 2002; Ladson-Billings, 1995; Larkin & Sleeter, 1995;
Nieto, 1992; Sleeter & Grant, 2006; Spring, 1994).
More specifically, this thesis will answer the following questions:
1. What Learn/Earn graduation factors were explored for Black and Hispanic
graduates of the Early/Middle College High School for Houston Independent
Schools versus the impact and factors of a traditional curriculum?
2. To accomplish the purpose of this study what significant differences are there in
students’ Texas Success Initiative (TSI) score based on the type of school
management at the high school they attended?
3. How significant are the differences in students’ High School Grade Point Average
(HS GPA) based on the type of school management at the high school they
attended?
4. What are the significant differences in schools’ High School Graduation (HS
Grad) rate based on the type of school management?

Background/Synopsis
The purpose of this quantitative research study was to identify how the Learn and
Earn curriculum impacts academic achievement. These students had been recognized as
potential dropouts who graduated from Houston’s first Early/Middle College High
School. The growing body of literature addresses gaps between White students and
students of color; however, limited studies exist about the efficacy of relatively new early
and middle college high schools in Texas in closing achievement gaps and reducing
student dropout rates. Sellars (2006) and Bruce (2007) are the only scholars to have
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studied these schools which first opened in 2001 in Guilford County, North Carolina and
have now spread across the state (North Carolina High School Reform, 2007). In 2006,
the U.S. Department of Education allocated $2.87 million competitive grant (1 of 5
awarded nationally) for a four-year study of Learn and Earn early college high schools.
This study is a quantitative effort noting the rise in school choice, linking graduation rates
to smaller instructional class sizes, differentiated instruction and college.
In 2005, our nation’s governors committed themselves and their states to doing
something that has never been done in the history of this county: to ensure all students are
prepared for college and the demands of a twenty-first century workforce (Hall &
Kennedy, 2006). Building on the 2001 No Child Left Behind Act, governors recognized
that gains have been made in closing achievement gaps between White and non-White
elementary school students; however, achievement gaps persist in high schools despite
decades of educational reform initiatives (Education Trust, 2006). A review of national
and state high school reform efforts reveal four important notions. First, the review
suggests that there exists a historical tension between Americans’ deep beliefs in
education and the gradual change of educational practices (Edmunds, 2005; Tyack &
Cuban, 1995). Second, high school reforms occur sluggishly, are restricted in nature, and
tend to be unsustainable over a period of time. Third, high school reforms are conceived
within functionalist beliefs about education that adversely affect non-White students and
economically disadvantaged students (Darling-Hammond, 2010; Datnow, 2000;
Desimone, 2002). Fourth, intellectuals advocate that these functionalist school policies
and structures cannot be adequately infused unless school reform and dropout prevention

4

measures address cultural differences among learners and provide culturally relevant
curricula (Delpit, 1995; Ladson-Billings, 1995).
Methodology
The study will employed a quantitative approach based on the variables and
research questions involved.
These analyses include both descriptive and inferential statistics. Measures of
central tendencies and dispersions were computed and reported for the independent and
dependent variables. To answer the research questions and test the corresponding null
hypotheses, inferential statistical tests such as One-Way Analysis of Variance (ANOVA)
with Post Hoc analyses were computed and tested at the alpha level of .05.
Analytical Techniques
Univariate and multivariate statistical analyses were conducted to examine each
variable, as well as each of the null hypotheses. Generated using the Statistical
Processing for Social Sciences (SPSS) version 21 software package, univariate
statistics—means, medians, modes, standard deviations, ranges, range ratios, percentiles,
and t-scores—were used to provide general descriptions of individual variables.
Multivariate statistics—correlations, analyses of variance, factor analyses, various types
of ordinary least squares (OLS) regression analyses, and time series analyses—were used
to describe general relationships among variables, generate scales, explain variability,
and make inferences regarding the analysis of the impact on High School Students’
Academic Achievement.
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Table 1
Research Design: Nonrandomized One-Factor Design
Group

IV1: Type of School Management

DV1

DV2

DV3

(E1)

Early College (X1)

O1

O2

O3

(E2)

Middle College (X2)

O1

O2

O3

(C)

Traditional (X3)

O1

O2

O3

Where (E) = Experimental Group -- Nonrandom Assignment
(C) = Control Group -- Nonrandom Assignment
(X) = Level of Independent Variable -- Nonrandom Assignment
O = Measure of Dependent Variable
DV = Dependent Variables: HS GPA, TSI Score, & HS Grad. Rate
IV = Independent Variable: Type of School Management
Data
This study was conducted with historical empirical data and assessment data provided by
the school district. As such, no first hand data collection occurred. The data was
obtained from the school district’s research and accountability office (see Appendix).
Significance of Study
This study provides significant insight for three important reasons. First, it
provides insight about whether student dropouts and potential dropout data perceive the
reasons for achievement gaps and high dropout rates in ways that are consistent or
inconsistent with various scholars. The literature identifies the achievement gap between
White, Black and Hispanic students and traces the debate regarding causes (Chubb &
Loveless, 2002). They note that the gap was first identified in 1966 and that average
Hispanic or Black secondary school students currently achieve at about the same level as
the average White student in the lowest quartile of White achievement. Many readers are
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aware that Hispanic and Black students are much less likely than White students to
graduate from high school, acquire a college or advanced degree, or earn a middle-class
living. They are also much more likely than Whites to suffer from social problems, have
inadequate or no health care, and to represent other unfavorable circumstances that often
accompany low income (Orfield, Losen, Wald, & Swanson, 2004). Despite these
realities, authors have documented some schools that have produced evidence that the
achievement gap can be narrowed.
The second significance of this study involves providing students with a voice
using numerical data to quantify the alarmingly high dropout rate in Texas. Rather than
continuing to tinker with instructional or disciplinary programs, school leaders and policy
makers can benefit from quantitative data and root causes of student failure. Since the
students in this study had either dropped out of school or were close to doing so, the
notion that students fail because of low motivation, poverty, home problems, popular
culture, poor choices, and other individual circumstances may or may not be quantifiable.
However, numerical data insight about whether the alarmingly high dropout rate is
symptomatic of traditional school curricula, structures, and functionalist assumptions that
all students can succeed in a large, traditional high school or in any reform high school is
evident.
Houston Independent School District (HISD) shares a functionalist orientation
with other school districts across the state due to four characteristics that are prominent in
the literature (Brosio, 1994; Dantley, 2005; Schaefer, 2004): (a) students are ranked
based on performance encompassing standardized criteria as evidenced by end-of-course
testing; (b) students are organized by ability groups that purport to allow more talented
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students to rise to the top of school hierarchies as evidenced by college prep, honors, and
Advanced Placement (AP) classes; (c) the curriculum instills a core set of values, norms,
and beliefs in all students as evidenced by the Texas Essential Knowledge and Skills
(TEKS) and district pacing guide documents for all curricula areas; and (d) it appears to
be widespread agreement that schools are nondiscriminatory places where any student
can excel according to theories of meritocracy.
However, in 2011, the first Early/Middle College High Schools opened in HISD
and began a process of moving toward non-functionalist characteristics by (a) excluding
tracking and enrolling all students in a default college university prep curriculum that
included only advanced placement courses; (b) removing student ranking and
identification of a valedictorian and salutatorian in these schools; (c) providing modest
flexibility in requirements to follow the TEKS and district pacing documents; and by (d)
recognizing that some students require smaller class sizes and a greater investment of
financial and human resources in order to compete with other students (Grier & Peterson,
2007).
The perceptions of these students who either dropped out or considered doing so
is important when one considers that only 60 out of 100 ninth grade students on average
in Texas graduate from high school in four years. One might consider confronting the
assumption in one of two ways. First, one can locate the 40% dropout rate as a problem
inherent in many Texas students or their environment. Or, one might challenge the
assumption that all students can complete their education in public traditional high
schools within existing design structures. Since 2011, newly created middle college high
schools in HISD provide an opportunity to analyze this assumption. These non-traditional
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high schools provide school structures and new lenses to analyze what school leaders
(and teachers) do in redesigned high schools to decrease suspensions and dropouts, to
increase graduation rates, and close the achievement gap.
The third significance of this study is that it provides insight about whether
selected student dropouts and potential dropouts dispel the notion of traditional
curriculum verses Early/Middle College High Schools as an effective strategy for
attacking the persistent dropout problem. It focuses our lenses to note that even though
the dropout rate and achievement gap have been persistent problems for more than 40
years, the high school reform initiative is the first initiative aimed at redesigning and
restructuring high schools in HISD. State leaders have acknowledged reports from The
National Center for Restructuring Education, Schools, and Teaching (Ancess & Allen,
2006) at Columbia University that suggest that Early/Middle College High Schools that
implement the six design principles of the National Middle College Consortium can close
achievement gaps in college performance. Using a sample of 165 students in five
Early/Middle College High Schools around the country, researchers found that college
grade point averages and the number of college credits earned did not differ based on
race, gender, whether the students were born in the United State or abroad, or based on
whether the students qualified for free or reduced priced meals. These promising data
coupled with the expressed belief within the New Schools Project that the traditional high
school is not (and one might argue, never was) designed to serve all students, serve as
impetus for the proliferation of middle and early college high schools across Texas.
Studies are warranted to see if these promising reform initiatives are indeed successful in
closing the achievement gap.

9

Limitations
These limitations involve location, sample, and methodology.
1. This study was limited to students who graduated from 15 school sites.
2. This study did not compare the Early/Middle College in HISD with other
Early/Middle College High Schools in the State.
3. This study did not compare the Early/Middle College in HISD with all traditional
high schools in HISD.
4. This study did not compare the Early/Middle College in HISD with other
Early/Middle College High Schools across the state of Texas.
5. This study did not conduct any racial comparisons between student participants
and other traditional high school students in HISD.
6. The researcher assumes that he is a skilled quantitative researcher and that data
subjects provided honest data sets.
Definition of Terms
Achievement Gap: The achievement gap refers to the difference in a number several
educational measures between the performance of students based primarily on
race/ethnicity and socioeconomic status. It generally refers to Black and Hispanic
students who perform at lower levels than White and selected Asian students.
Conflict Theory Perspective: The conflict theory perspective assumes that social behavior
is best understood in terms of conflict or tension between competing groups (not
necessarily violent). An example of how this perspective is reflected in schools is the
creation of global studies themed or magnet schools that seeks to affirm racial and
cultural diversity by teaching a global curriculum.

10

Dropout: A Houston Independent School District student who is enrolled during the
previous school year but is not enrolled on the 20th day of school during the following
year and has not graduated.
Early College: A HISD high school located on a college campus wherein students enroll
in the ninth grade and are expected to complete an associate’s degree or two years of
transferable college credit in four or five years.
Early/Middle College: A high school located on college campuses in Houston, Texas that
incorporates both concepts from the National Middle College Consortium and early
college concepts from the North Carolina New Schools Project (referred to as Learn and
Earn program).
Functionalist Perspective (Functionalism): A sociological theory that emphasizes the
way that the parts of a society are structured to maintain its stability. It holds that social
equilibrium is reached and maintained through socialization of the members of a group
via shared norms and values. The norms and values are considered―colorblind and are
passed down through generations. One effect is that students are homogenized and issues
of race, class, gender, socio-economic status, and culture are de-emphasized. An example
of how this perspective is reflected in schools is state requirements to teach a Eurocentric
standardized curriculum, such as the North Carolina Standard Course of Study.
Grade Point Average (GPA): an indication of a student’s academic achievement at a high
school, calculated as the total number of grade points received over a period divided by
the total number of credits awarded.
Graduation Rate: The percentage of students who enter the ninth grade and graduate
within four years.
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Interactionist Perspective: The interactionist perspective generalizes about everyday
forms of social interaction in order to understand society as a whole. Schools may
construct temporary relations and social processes based on race, class, gender, socioeconomic status, and culture. An example of how this perspective is reflected in some
schools is the celebration and or study of Black History Month or Women’s History
Month.
Middle College: A HISD high school located on a college campus wherein students who
are disengaged, behind in credits, or who do not fit in a traditional high school setting
enroll as juniors or seniors with an option of beginning to take college course while in
high school.
Multicultural Education: An idea, concept, and reform movement that is concerned with
changing schools so that students from all racial, gender, class, and cultural groups have
equal opportunities to learn (Banks, 2001). An example of how multicultural education
can be reflected in schools is the HISD creation of small Early/Middle College High
Schools that are required to serve a diverse student population (that matches local district
demographics), to teach a relevant (and rigorous) curriculum, and to ensure that all
students graduate on time with up to two years of college credit.
Texas Success Initiative (TSI) Assessment (TSIA): is part of the Texas Success Initiative
program designed to help your college or university determine if you are ready for
college-level course work in the areas of reading, writing and mathematics.
Underrepresented groups: Defined as Black students, Hispanic students, and students of
any race who qualify for free or reduced priced meals (breakfast and/or lunch) under the
federal child nutrition program.

Chapter II
Literature Review
Setting high academic standards for schools and students is important but
relatively easy to do. The harder, yet more effective, strategy is to adopt and implement
standards that create optimal conditions for learning (Boykin & Noguera, 2011).
“Throughout the country, school funding policies are characterized by an allocation gap:
we typically spend the most on children from the wealthiest families, and we spend the
least on children from the poorest families (Reed, 2001)” (as cited in Boykin & Noguera,
2011, p. 185).
Subsequently, in 2005, our nation’s governors committed themselves and their
states to doing something that has never been done in the history of this county: ensure all
students are prepared for college and the demands of a twenty-first century workforce
(Hall & Kennedy, 2006). Building on the 2001 No Child Left Behind Act, the governors
recognized that gains have been made in closing achievement gaps between White and
non-White elementary school students (Education Trust, 2006). However, achievement
gaps persist in high schools despite decades of educational reform initiatives (Education
Trust, 2006). To address this imbalance, multicultural educators assert the need to
address the systemic, curricular, and pedagogical impediments to the learning of
traditionally marginalized students (Hanley, 2012). Multicultural education is also a
thoughtful and measured response to the changing demographics of the United States.
According to Banks (1997), by the year 2020, 46% of the students in public
schools will be children of color and 20.1% of all children will live in poverty. There is a
justifiable need to address the various learning needs of such a diverse student
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population. In fact, there is an urgent task faced by American public schools to
adequately prepare students for an increasingly multicultural nation as well as a shrinking
and contentious planet (Hanley, 2012). Twenty-first century living demands people who
are critical thinkers and able to deal with the complexities of multicultural differences.
Multicultural education essentially is about adapting to social change through education
(Hanley, 2012). Hence, the purpose of this quantitative research study was to identify
how a multicultural curriculum impacted academic achievement.
Based on the North Carolina New Schools Project’s (New Schools Project
Publication [NSPP], 2004b) second requirement of providing a rigorous and relevant
curriculum to serve a diverse population of up to 400 students in terms of gender,
ethnicity, socioeconomic status, academic ability, achievement, and motivation (North
Carolina High School Reform, 2007), the researcher assumed that since these students
graduated from high school, the multicultural curriculum both existed and served a
beneficial purpose. The researcher subsequently utilized Banks’ (2001) five dimensions
of multicultural education to investigate student perceptions about the curriculum and the
extent to which this assumption is correct or incorrect. The perception of how the
school’s structure and curriculum addressed multicultural education and how this
impacted student achievement provides researchers, policymakers, and educators with
insight into how issues of race, class, gender, and cultural differences among students
might be addressed in redesigned high schools and how this might impact dropout
prevention efforts. The review of literature highlights an evolving debate among scholars
about high school reform at the national, state, and local levels.
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The research also discusses historical debates among educators, policy makers,
and elites about the purpose of public schools. In the specific literature, the researcher
provides some context to examine why student achievement and dropout rates differ
considerably based on race, class, and gender. To understand these disparities within a
historical context, the researcher presents literature from a scholar about the causes of
minority achievement gaps as well as their view about achievement gap strategies and
solutions. The researcher will discuss a growing body of literature that recommends
multicultural education is a viable, however, underutilized school reform strategy to close
achievement gaps and to reduce dropout rates. The researcher will also identify national,
state, and local dropout reform literature as a backdrop for introducing a quantitative
study of student numeric perceptions of the impact of a multicultural curriculum on their
student achievement in Texas’ first Early/Middle College High Schools.
Historicity & Purpose of Schools
Educators, policymakers, and scholars often disagree on the role schools play in
perpetuating dropout rates, the impact of various dropout reform initiatives, and the
efficacy of multicultural curricula as a dropout reform strategy (Darling-Hammond,
2012; Delpit, 1992; Jerald, 2006; Ladson-Billings, 2001; Malloy, 1997). To
contextualize current efforts to implement relevant, multicultural curricula and to reform
school practices, all must understand the historical development of various dominant
perspectives on the purpose of schools.
Debates (political) raged as early as colonial times about how to educate future
leaders and how to socialize citizens within the American political system. President
George Washington suggested that the country develop a university to serve as a training
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ground for future leaders from all thirteen colonies. Critics alleged that this practice
would lead to elitism and support only the upper social classes. They advocated a
concept often referred to today as “meritocracy.” To elucidate, meritocracy is a social
system that purports to give all members of a social system equal chance of changing
their status in a social hierarchy. President Jefferson extended this concept advocating
for free schooling for all non-slave children for three years. Individuals who performed
and demonstrated the most talent would then receive grammar school education at the
public’s expense. Jefferson envisioned schools that did not teach people how to be good
citizens, but rather that identified the best and brightest leaders (Spring, 1994).
Horace Mann, however, viewed the purpose of public schools in the 19th century
to create public norms and a common creed. Considered to be the father of American
education, Mann believed that all children should attend the same kind of school. Mann
was of the conviction that if children were socialized together in common schools,
religious and class distinctions would gradually diminish. In the 1890s, the result of a
new wave of immigration from southern and eastern Europe, schools (public) throughout
the country focused on teaching patriotism and Americanization. Reciting of the pledge
of allegiance and singing songs would remain a part of many schools until recent years.
Spring (1994) provides a historical overview of conflicts that arose in the early
twentieth century, vis á vis the purpose of public schooling in the United States. During
the outset of the twentieth century, John Dewey advocated progressive education.
Paramount importance to Dewey was the developmental readiness of individual children
and a curriculum that was relevant to each child (Tanner, 1997). Subsequently, Spring
(1994) defined public versus private goals of education as well a social, political, and
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economic purposes of education. Specifically, government financed educational systems
were set up to serve public, not private, interest. The greatest areas of concern in the
early 20th century centered around the goal (political) of molding citizens by teaching
patriotism, reform, social and economic goals of sorting and selecting students in
classrooms for the labor market. These areas impacted school curricula at the building
levels.
Schools as agents of social change. An additional area for debate was social
issue. Schools were a symbol of optimism and hope. Changes were made to the
curriculum in order to advance improvements in social conditions—something that was
often more important than increasing learning. For example, officials focused on
improving attendance, not just for learning, but in order to reduce juvenile delinquency.
Summer schools targeted keeping kids off the street, driver education was introduced to
decrease traffic accidents, and home economics classes were introduced to promote
families and health education (Spring, 1994).
Goodlad (1984) found in his research that the dominant goals in public education
in the 20th century were economic. In his study, all elementary, middle, and high school
teachers ranked vocational goals as least important and ranked intellectual, personal, and
social goals as most important (Goodlad, 1984). Banks (1999) discussed how schools
concentrated on socializing workers, preparing students for the work force, and how
pressures were placed on guidance counselors to provide more vocational guidance. In
spite of this focus on economic goals, Douthat (2010) questioned if meritocracy works.
Douthat (2010) noted less than 6% of Americans obtain college degrees by age 24.
Additionally, only 6% of the students in our flagship colleges and universities are first
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generation college students and only 11% of the graduates come from families in the
country’s bottom economic quartile. These figures confirm that there is a need for
multicultural education to address the achieving gaps in American education.
The shifting foci of schools. As time continues, the specific curriculum in
schools served political, social, and most especially economic purposes. Schools became
factories producing high numbers of dropouts with little attention paid to needs and
culture of individual students. As the United States became an industrial power from
1900 to 1930, public school officials and school board members increasingly adopted the
philosophical underpinning of the industrial revolution. Several officials and school
board members thought that both factories and schools needed scientific managers who
focused on improving efficiency. Heads of districts developed as managers whose
primary responsibilities included budget development, standardizing operations, and
personnel and facility management.
As time progressed, even the design of schools began to follow a factory model
(Lackney, 2005). Facilities (schools) have the behavior and attitudes of those who create
them, as well as those who learn and work inside of them. As the common school
movement grew between 1850 and 1900, multiple one-room urban schools were replaced
with a repetitive and uniform double-loaded corridor of identical size self-contained
classrooms leading to a centralized administrative area. Students were sorted and
segregated by age and grade level. Standardized building designs were coupled with
standardized curricula.
As the century progressed, common schools gave rise to the comprehensive high
school and junior/middle schools. After the birth rate increased following World War II,
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there was an unprecedented need for school construction. Grand school building plans
were replaced with standardized plans that were not optimized for learning. School
design in the 1970s and 1980s experimented with open class/education, it would not be
until beginning of the 21st century that schools began to experiment with small learning
(student-centered) communities.
The Achievement Gap
The average Black or Hispanic secondary school student currently achieves at
about the same level as the average White student in the lowest quartile of White
achievement (Chubb & Loveless, 2002; Education Trust, 2012). Individuals are aware
that Black and Hispanic students are much less likely than White students to graduate
from high school, acquire a college or advanced degree, or earn a middle-class living.
These students are also much more likely than Whites to suffer from social problems,
have inadequate or no health care, and to represent other unfavorable circumstances that
often accompany low income status. The literature on student achievement gaps
(including disproportionate dropout rates and graduation gaps) between White students
and students of color is extensive (Anderson, 2014; Noguera & Wing, 2006; Payne, 2011;
Williams; 2014). This gap was first identified in 1966. Since then scholars have
analyzed student achievement data with differing interpretations of the data.
In order to comprehend why closing student achievement gaps and reducing
dropouts have proven so difficult over the past three decades, one must first understand
student achievement trends in general during the 20th century (Grissmer, Flanagan, &
Williamson, 1998; Kaufman, Kwon, Klein, & Chapman, 2000; Lee, 2002; Lubienski,
2012; Singham, 2003). Following the publication of the Coleman Report in the 1960s,
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scholarship about student achievement among different ethnic groups increased
(Coleman et al., 1966). Several empirical studies were published that highlighted
differences in student achievement among White and non-White students. These studies,
as well as data from the National Center on Educational Statistics, point out that the
achievement gaps between White and Black students and between White and Hispanic
students narrowed significantly during the 1970s and 1980s.
Lee (2002) showed how the gap between White and Black NAEP reading and
math scores fell by 20% to 40% or by 0.2 or 0.5 in standard deviation units. During the
period from 1970 to the late 1980s when states focused on minimum competencies,
White students’ achievement level was fairly flat while Black students made significant
gains. However, between the period of 1986 to1988 when higher standards for learning
proliferated across states, the pattern generally began to reverse and the achievement gap
became wider. White students improved on NAEP scores in the 1990s while Black
students made only small gains (Lubienski, 2012).
Lee (2002) suggested that the gap between White and Black students narrowed in
the 1970s and 1980s due to changes in school curricula and instruction; however, he
cautioned against oversimplifying that low performing minority students benefited from a
state-driven focus on acquisition of basic skills while White students simultaneously
benefited from a focus on higher order thinking skills (Lee, 2002). Lee (2002) is also
critical of previous research studies that tended to assume implicitly that the effects of
certain factors on student achievement are constant across time periods and racial/ethnic
groups. Instead, he suggested the necessity of investigating simultaneous changes across
a broad range of factors from multiple data sources and to examine their interactive, joint
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influences on the achievement gap (Lee, 2002). He further noted that the factors
attributed to narrowing achievement gaps from the 1970s to the late 1980s do not readily
explain why gaps have widened since then (Lee, 2002).
Whereas some scholars make a case that the achievement gaps widened nationally
after the late 1980s, the Council of Great City Schools recently reported that many urban
school districts are making gains reducing achievement gaps in reading and to a lesser
degree in math scores on both state assessments and NAEP assessments. Founded in
1956, the Council of Great City Schools enrolls nearly a third of all students of color in
the United States. These students are twice more likely to be poor or to have limited
English language skills than students who are enrolled in the average school district
nationwide. The Council asserted that math gains are evident at the fourth and eighth
grade levels and reading is improving at the fourth grade level but not for eighth graders.
The Council suggested that academic achievement gains in its 66 city school systems
(from 38 states and the District of Columbia) are the result of working harder and smarter
coupled with high standards, strong and stable leadership, better teaching, more
instructional time, regular assessments, stronger accountability, and efficient
management. The Council, ultimately, pointed out the “difficulty of conclusively
stating” that urban schools are improving academically and are closing achievement gaps.
Re-examining the achievement gap. The findings of Beating the Odds VI are
preliminary and are best viewed with caution (as they were when these data were first
published five years ago). The nation does not have an assessment system that allows for
questions to be answered with certainty. The Council of Great City Schools, however, is
trying to solve this through Trial Urban District Assessment of NAEP. Although scholars
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and the Council of Great City Schools offer different interpretations of student
achievement trends since the late 1980s, a salient theme in their research studies is that
conventional thinking about the causes of, and solutions to, the achievement gap must be
re-examined.
In 1966, J. Coleman, a social relations professor at John Hopkins University
joined with E. Campbell, a Vanderbilt University professor, to publish the landmark
Coleman Report (1966). Title IV of the Civil Rights Act of 1964 commissioned a survey
about the lack of availability of equal educational opportunity because of race, religion,
national origin or any other reason in pubic educational institutions. Coleman studied
600,000 children at 4,000 schools before reported to Congress. In the report, Coleman et
al. (1966) asserted that, although most children attended schools where they were
segregated and where schooling between White and minority schools were similar,
teachers’ training and minority student achievement lagged a few years behind Whites.
Additionally, the gap widened by the time students entered high school. Racial
segregation was believed to be a root cause of the achievement gap so the federal
government introduced a policy of affirmative action to racially integrate schools and to
preventing Black enrollments from exceeding 60% in any school.
Impetus of the achievement gap. Since the publication of the Coleman Report in
1966, a great number of research points to a complex array of achievement gap causes
that are not limited to segregated schools. These causes include school factors, such as
teacher quality, tracking, language, school structures, school funding, segregated schools,
and biased assessments as well as non-school factors that include race, socio-economic
status, and student culture (English, 2012; Lee, 2002; Quintero & Cooks, 2012; Singham,
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2003; Tomasson, 2010). Nonetheless, Lubienski (2012) found that family conditions,
socioeconomic status, youth culture, and student behavior are not sufficient causes of
minority achievement gaps.
Many of these recent studies are different from previous studies because they
place the causes for the achievement gap directly in schools. Suggested school causes
include low teacher expectations, poor teacher quality for the most fragile students,
unrealistic time tables for learning goals, irrelevant curricula, poor teaching methods that
encourage passive, rote rather than active, higher order thinking and learning, assessment
tools that are not authentic, ineffective administrators, and school beliefs and structures
that embolden rather than close achievement gaps (English, 2012; Marzano, 2013;
Stiggins, 2013, 2015). Peske and Haycock (2016) further argue that teacher quality for
poor and/or minority students is the most significant cause of minority achievement gaps.
In an Education Trust report, they suggest three points that support this notion (Peske &
Haycock, 2016). Despite evidence that novice teachers are not as effective as more
experienced teachers, students in significantly high minority schools are twice as likely to
be assigned to new or out of field teachers. Often in high poverty secondary schools,
nearly 70% of math classes are instructed by educators who do not have a college degree
or minor in mathematics.
Additionally, Peske and Haycock (2016) cited research from the University of
Tennessee Value Added Research and Assessment Center that discovered that, on
average, low performing students gained approximately 14 points each year on Tennessee
state tests when taught by less effective teachers, and over 53 points when taught by more
effective teachers. In 2006, the U.S. Secretary of Education required state departments
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for the first time to submit plans confirming that low-socioeconomic and minority
students in their states would not be taught disproportionately by uncertified teachers.
Similarly, many authors look at geographic and racial patterns including the specific
struggle of urban schools (Williams, 2014). They conversed about a range of causal
factors: pedagogy, cultural differences, learning variables, physical and social
environments, and the immediate need to change perceptions of at-risk students to
students with resiliency. More importantly, it is argued that school reform strategies
should address a comprehensive range of issues that affect urban students.
The problem of racial disparities in education is complicated and multifaceted;
however, it is emphatically noted that there are many other issues that have similar global
implications for the achievement gap issue. These include, but are certainly not limited
to, school finance disparities, lack of high-quality teachers, residential segregation, access
to technology, quality pre-school preparation, and home support (Grissmer et al., 1998).
To reiterate, some scholars expose how hidden inequities of schools–cultural
attitudes, tracking, curricular access, and after-school activities sort students and produce
failure. For this reason, there is a growing body of differentiated instruction literature
addressing the role of classroom teachers and school administrators in developing
equitable and excellent schools where all students persist and complete their diploma
requirements (Tomlinson & Allan, 2011; Tomlinson & McTighe, 2016).
The prevalence of the achievement gap. A common theme in the existing
literature about closing the minority achievement gap is that educators need to examine
why reforms have failed or have been unsustainable after the late 1980s. While
practitioners and scholars advocate reform, few studies have actually examined the
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sustainability of reforms over long periods of time, in part because reforms tend not to
last (Datnow, 2015). In view of this fact, one might reconsider the commonly held
assumption in the United States that all students have the potential to graduate from the
traditional, comprehensive American high schools. Several points seem to undergird this
assumption. First, most states require students to attend school until age 16. Second,
high schools are provided to all students free of charge. Third, and until recently, there
were few (if any) non-traditional high schools, except perhaps alternative schools for
students who present discipline problems. In recent years, in part due to federal
legislation, schools have begun to take a closer look at the high school completion and
dropout rates.
The Necessary of the Work: Reform
Multicultural education is an idea, proffering itself as an educational solution,
which is spoken with optimism and discussed for its promissory calls, undergirded by
democratic undertones, to improve education. As the U.S. continues to struggle with the
realization that it is no longer mono-cultural, but rather an amalgamation of many
cultures, much of the overt and covert national conflict about race, ethnicity, social class,
and gender stems in part due to the imbalance of power between the dominant culture and
those who are asked to assimilate or otherwise subjugate (Hanley, 2012). Cultural
differences, if channel properly, enrich rather than diminish society. Hanley (2012)
suggested that the idea and practice of multicultural education is thus a manifested effort
to mine the possibilities of plurality through education. Not surprisingly, Hanley (2012)
described it as an idea which has reached its time.
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As populations of students become more ethnically and economically diverse,
educational centers and schools are forced to reconsider how to effectively teach these
specific students, as well as existing notions about curriculum relevance.
Combating the historical problem of schools as large, impersonal factories of
academic failure for many disadvantaged students, it has been argued for 30 years that
multicultural curricula are viable plans to reform many of the schools nationally (Banks,
2001; Bennett, 1990; Delpit, 1992; Garcia, 1982; Nieto, 1999; Sleeter, 2005).
Intellectuals contended that there must be specific curricular emphasis placed on the
students as individuals to equip them to fully participate in a culturally-diverse
educational community. In this study, they contest traditional, functionalist thinking that
school functions can or should be value-free. Furthermore, scholars dispute that
individuals and their backgrounds are relevant to the creation and delivery of the
curriculum (Darling-Hammond, 2012; Ladson-Billings, 2001).
Multiculturalism as a reformist tool. Specifically, during the 1990s, several
educators began to discuss multicultural education in the context of comprehensive
school reform. Educators revealed that students learned more when the curriculum
related to their life experiences and prior knowledge. Nieto (1992) reasoned that
multicultural education should challenge all forms of discrimination in school structures
and procedures, as well as in classroom instruction, curricula, and relationships. Hilliard
(1992) and Asante (1991) discussed the purposes of Afrocentric curricula in providing
feelings of acknowledgement and self-worth for students in several urban school districts
in the 1980s and 1990s. Some educators claimed that students of color require
acknowledgement and connection with their race, class, and cultural characteristics.
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Delpit (1992) writes that teachers must see their students’ color as a prerequisite for
effectively teaching them.
Despite multicultural research and recommendations for school reforms in the
1980s and 1990s, schools sustained the status quo by focusing on equilibrium in scientific
management, educational systems, and efficiency. The standards movement increased in
the 1990s and gained legs after the passage of the No Child Left Behind legislation in
2002. Intellects communicated that efficiency is often measured by standardized test
scores, a specific area where low socioeconomic and non-White students perform at
lower levels than White students. As English (2012) asserted, functionalists have been
agents of reproducing an unjust social order through a hidden curriculum and
discriminatory testing.
Hence, what we are observing is a clash of two powerful metanarratives in
American education today. One is represented by the view that tests are neutral and
meritocratic tools blind of cultural differences and that when employed to measure school
success, they can do so objectively and efficiently. The explanation offered as to why
demographic and socioeconomic variables skew test results is either left unanswered or
appears in muted forms of outmoded and discredited assumptions regarding human
intelligence as fixed, singular, and linear. The competing metanarrative, which is gaining
ground, is that intelligence is a largely cultural construct, peculiar to class and to the
existing socioeconomic structure. Such a metanarrative is neither stable nor unitary nor
linear. It is permeated with all the cultural artifacts that abound within the class structure,
including linguistic patterns, manners, dress, and attitudes toward formal schooling.
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Indeed, a growing body of multicultural research forces one to reconsider
functionalist notions about public education that fall short of explaining the longstanding
problem of underachieving students. The research provides a context to reconsider the
functionalist assumption that all students can complete a diploma in a traditional or
redesigned high school in states.
Multiculturalism & the functionalist assumption. Information on the
proliferation of students of color in the nation’s public schools united with measures to
reduce dropouts, scholars and some policymakers recognize the existence of a new policy
window for multi-cultural education. In the 1960s, many minorities and women
associated with the Civil Rights and Feminist Movements pushed for multi-cultural
education. One must understand how the political issues involved a clash of values. As
David Easton noted in 1965, politics is the authoritative allocation of values (Watlington,
2008). The multiculturalists’ focus was on various groups’ contributions to society being
included in textbooks. They advocated Karl Marx’s view of politics as a means by which
the ruling class or elite disenfranchise lower classes—in this case by controlling the
curriculum. Whereas the dominant value from 1910 to 1950 was efficiency, in the
1970’s these groups pushed the dominant value of equity. By the 1980’s, there was a
backlash as the dominant value of quality and standards replaced equity.
First, the problem became recognized again as opponents focused on basic
reading, writing, and math skills. Second, policy proposals became more refined as more
parent groups called for censorship of some minority literature such as The Color Purple
by Alice Walker. Third, there was a change in politics stream after the 1980 and 1984
elections. The Reagan/Bush Department of Education published several reports
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including A Nation at Risk which caused many state policymakers to believe that
students were learning a lot of unnecessary material. As a result, profound changes were
made in federal educational policy (Clark & Astuto, 1986). The primary focus became
competition and excellence while equity was deemphasized. The second Bush
administration accelerated this trend after 2002 with the passage of the No Child Left
Behind legislation (Brown & Hunter, 2012).
The issue of multi-cultural education has resurfaced due to concerns relative to
immigration, affirmative action, and the disproportionate number of students of color
who drop out of high school. It follows that an analysis of this policy window (Kingdon,
2010) suggested that one might further analyze the political climate to understand how
and why the window opened. For example, when developing a state or federal policy,
one must understand that the motivations of the Reagan/Bush Department of Education
were quite different from the 1980s. The issue in the 1980s and 1990s increasingly
reveal opposition to the political climate with politics at the margin. As women and
minorities continue to push for inclusion in textbooks, curriculum, and administrative
positions, opponents referred to the disenfranchised as disorderly minorities who
inappropriately continue to push for inclusion in textbook and curriculum. Their voices
have been so loud that even the AFT president, A. Shanker (1994), addressed the issue.
He questioned whether these groups at the margin were eroding too much traditional
American literature and culture by focusing on gender and ethnicity.
Like Shanker (1994), some scholars debate that multicultural education advocates
groups at the margins have taken multiculturalism too far (Ravitch, 1991; Stotsky, 1999).
They accused multicultural scholars of lacking intellectual rigor, of fragmenting
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American society into separate groups along racial and cultural lines, of decreasing
academic rigor in schools, and of diving existing curricula into unmanageable pieces.
Improving Education: The Case of the New Schools Project
In the early 2000s, the original middle college high schools in North Carolina
opened in Guilford County. The Middle College at Greensboro College are independent
public high schools on college campuses that provide students opportunities to take
classes for college credit as well as complete their high school classes and graduation
requirements. The goals of the middle colleges are to reduce the dropout rate, increase
graduation and college attendance rates, and to improve student performance, increase
self-esteem, and help more students make the connection between high school and
college (Grier & Peterson, 2007). The success of these schools in helping the district to
reduce its dropout rate by 50% from 2001-2004 led to the creation of more middle
college high schools in Guilford County (Manzo, 2005; Quindlen, 2006; Sellars, 2006).
They include the Middle College at Bennett College (North Carolina’s only all-female
public high school), the Middle College at NC A&T State University (North Carolina’s
only all-male public high school), and two additional GTCC Middle College High
Schools located on satellite campuses in Greensboro and High Point.
After witnessing the successful creation of middle college high schools in
Guilford County in 2001, North Carolina Governor Mike Easley formed a planning
committee to create more Early/Middle College High Schools statewide in 2002
(Watlington, 2008). Under the umbrella of the North Carolina New Schools Project, the
governor’s staff helped to create a partnership among the governor’s cabinet, the
University of North Carolina, the North Carolina Community College System, SERVE,
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and the Bill and Melinda Gates Foundation (Watlington, 2008). Building on the 1972
Middle College concept (Lieberman, 2004), the governor announced a record $11 million
grant from the Bill and Melinda Gates Foundation for North Carolina to start the New
Schools Project and create new smaller schools that better prepare students for college
and work. The New Schools Project began by launching eight new Health Sciencethemed schools (Watlington, 2008).
Texas High School Project (THSP) mission was to create a systemic approach so
that all Texas students would graduate from high school prepared to attend college or a
career successfully. Texas’ investment was $377.4 million to support the redesign of
existing high schools and new stand-alone schools. All ECHS and MCHS are required to
establish partnerships to offer dual credit courses.
The Texas Early College High School (ECHS) was to increase high school
graduation rates and support enrollment among students traditionally underrepresented in
the college population. The ECHS program does so by providing the students with the
opportunity to simultaneously attain a high school diploma and significant number of
college credit hours (up to and including a 60-credit associate’s degree during a four or
five-year high school program (Evaluation of Texas High School Project [ETHSP],
2011).
The primary experience for ECHS and MC (Middle College) students was taking
college-level courses in high school (ETHSP, 2011). The intent was to create identity of
being a college-student for those who were traditionally underrepresented.
The Texas high School Project funded high school reforms fit within a supportive
state policy context (ETHSP, 2011). In order to stimulate school improvement at the
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secondary level, and college and career readiness for all students, legislature passed
House Bill 1(HB). This bill stated that a four by four would be used. This required four
years of English, math, science and social studies. This HB started to align high school
with the expectations of college. Within HB 1, all districts were required to provide dualcredit. House Bill 3 incorporated college readiness into the Texas accountability system.
Although college campuses are more diverse today than they were 40 years ago,
access to post-secondary education, retention, and graduation rates are still closely
aligned with income, race, and family educational background (Hoffman, 2003).
Early/Middle College High Schools follow six design principles that include power of the
site, teaching and learning, student support, student assessment, democratic governance,
and professional development. The primary focus of this study is goal number two of the
Learn and Earn program which mandates that Early/Middle College High Schools serve a
diverse student body and provide a rigorous and relevant curriculum.
Early college high schools are designed to increase high school graduation rates,
as well as the number of underserved youth who achieve a post-secondary education.
According to a 2003 study by the Manhattan Institute, one-third of all ninth graders will
fail to graduate from high school and two-thirds of those who do graduate will leave
unprepared for college success (Greene & Winters, 2005). Just half of African-American
and Latino youth earn their diploma in four years and fewer than 20 percent of those who
graduate are ready for college.
All of these Early/Middle College High Schools are required to serve a diverse
student population and to adopt the Rigor, Relevance, and Relationships Framework.
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One must understand the origins and components of this framework in order to
understand how a relevant curriculum relates to scholarship on multicultural education.
Conceptual Framework of Study
Intellects have published a new wave of literature on schools that claim to have
reduced their dropout rates and increased student achievement. Bill and Melinda Gates
publicly stated their belief that today’s public high school is obsolete and they committed
millions of dollars for high school students’ reform efforts with the promise to reduce
high school dropout rate (Watlington, 2008). In light of this, the researcher chose to use
Banks’ (2001) five dimensions of multicultural education framework as a lens to gather
and interpret data for this quantitative study. The five dimensions are the knowledge
construction process, prejudice content, integration reduction, equity pedagogy, and an
empowering school culture and social structure. Content integration references how
classroom instructors integrate content and examples of concepts from diverse cultures.
Knowledge construction references how instructors help students recognize and
understand cultural assumptions and bias in curricula. Equity pedagogy references the
extent to which instructors modify instruction to meet the learning styles and needs of
diverse student groups. Empowering school culture and social structure references the
extent to which diverse student groups experience equal status in classrooms and in
schools.
During the process of reviewing literature on multicultural education, the
researcher considered three conceptual frameworks for inclusion in this study. They
include Banks’ (2001) Five Dimensions of Multicultural Education; Nieto’s (1999)
Multicultural Educator Self-Assessment; Duran’s (2002) Equitable School Self Review,
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and North Central Regional Laboratory’s (1995) Multicultural School Checklist. The
researcher selected Bank’s Five Dimensions of Multicultural Education framework for
four reasons. First, this framework represents a seminal piece of multicultural literature
and has been most widely quoted by scholars since first published in 1995. Second, the
framework is comprehensive in that it speaks to pedagogical practices by teachers in all
classrooms, not just content integration in social studies or literature. It also provides a
critical analysis of the specific content that is taught as part of the written and hidden
curriculum, and provides an assessment of the overall school culture. Third, the five
dimensions in this framework (content integration, equity pedagogy, knowledge
construction process, prejudice reduction, and empowering school culture and structure)
are more manageable for this study than the other frameworks that might include more
components.
Summary
The literature noted that the achievement gap was first identified in 1966 (Chubb
& Loveless, 2002). Currently, on average, Hispanic or Black secondary school students
achieve at about the same level as the average White student in the lowest quartile of
White achievement (Chubb & Loveless, 2002). As aforementioned in Chapter I, a salient
theme in the literature suggests that school reform initiatives have failed to address and
affirm issues related to race, gender, class, and culture (Banks, 2001; Delpit, 1992; Korn
& Bursztyn, 2002; Ladson-Billings, 1995; Larkin & Sleeter, 1995; Nieto, 1992; Sleeter &
Grant, 2006; Spring, 1994). This quantitative study identifies the increased graduation
rate of early/middle college graduates; more specifically, traditional versus nontraditional school management analysis of the impact on high school students’ academic
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achievement of Texas’ first Early/Middle College High School. This chapter also
discussed the new Learn and Earn Early/Middle College High Schools reform model in
Texas. Subsequently, this study focused on Goal 2 of the Learn and Earn program which
requires that early/middle college high school serve a diverse student population that
reflects the local school district’s demographics in terms of race, gender, socio-economic
status, students with disabilities, academic ability, and motivation levels (NSP, 2004).
Therefore, based on a review of national and state high school reform efforts, the
study is grounded on four important notions. As aforementioned in Chapter I, this first,
suggests that there exists a historical tension between Americans’ deep beliefs in
education and the gradual change of educational practices (Edmunds, 2005; Tyack &
Cuban, 1995). Second, high school reforms occur sluggishly, are restricted in nature, and
tend to be unsustainable over a period of time. Third, high school reforms are conceived
within functionalist beliefs about education that adversely affect non-White students and
economically disadvantaged students (Darling-Hammond, 2010; Datnow, 2015;
Desimone, 2012). Fourth, intellectuals advocate that these functionalist school policies
and structures cannot be adequately infused unless school reform and dropout prevention
measures address cultural differences among learners and provide culturally relevant
curricula. In effect, the researcher acknowledges a functionalist assumption unspoken in
the state’s constitution (Shepard & Greene, 2003) that all students can complete a
diploma in a traditional or alternative high school in Texas.
In short, the literature reviewed the achievement gap between White students and
Black and Hispanic students and traced the debate regarding causes (Chubb & Loveless,
2002). Multicultural education is expected to play an important role in address this
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imbalance (Hanley, 2012). At its core, multicultural education requires deep and critical
thinking, imagination, and commitment to a better tomorrow, where the wealth of all of
our stories and peoples are esteemed and value equally (Hanley, 2012). Essentially,
multicultural education is another progression of the continuous human journey toward
justice as it pushes us toward the fulfillment of the promises of democracy (Hanley,
2012). Multicultural education, as Hanley (2012) elegantly described online, “harbors a
place for a multitude of voices in a multicultural society and a place for many dreams.”

Chapter III
Research Methodology
The minority achievement gap has been a persistent phenomenon in American
schools. Over the years many research studies have explored this issue, yet the issue still
persists. As such, it is essential that school leaders and scholars study the achievement
gap phenomenon from multiple perspectives. Accordingly, the purpose of this causalcomparative quantitative research was to explore the influence of the type of school
management on high school students’ academic achievement in a southeastern urban
school district in Texas. Specifically, this research answered the question: What
differences exist among successful schooling characteristics between high school
graduates who participated in Early/Middle College High Schools and high school
graduates who participated in traditional high schools? Using quantitative methods to
investigate this research question, according to Schenker and Rumrill (2004), is an
effective way to investigate whether differences exist in the dependent variables based on
the independent variables which are participation in a traditional high school,
participation in an Early College, and participation in a Middle College. This section
provides a detailed description of the methodology for this study. This section also
includes the research context, research design, research questions and null hypotheses,
analytical techniques, and summary.
Research Context
The population of this study consists of all high school students in a southeastern
urban school district in Texas (N = 46,559). This school district is among the 10 largest
school districts in the United States with 283 schools—10 early childhood, 153
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elementary, 37 middle, 40 high, and 43 combined/other serving some 215,157 students.
The school district’s racial breakdown includes 62.1% Hispanic, 24.9% African
American, 3.6% Asian, and 8.2% White. Further, the school district consists of about
75.5% economically disadvantaged students. A random sample of 15 high schools was
selected to participate in this study. There were five traditional high schools, five Early
College high schools, and five Middle College high schools. All students from the
graduating class of 2015 from these 15 high schools comprised the sample for this study
(n ≈ 1,500). The data from only one academic year was selected to ensure that strategic
changes made from one school year to another would not affect the variance of the
variables. This study used historical data gathered annually on each high school by the
school district; therefore, an instrument was not needed to conduct this study. The data
contained specific demographic data and students’ academic achievement records, such
as GPA, TSI scores, and school graduation rates. Variables from the data were extracted
and used to test the null hypotheses and answer the research questions in order to make
any significant interpretations about the effect of type of high school management on
students’ academic achievement.
Research Design
As stated earlier, there exists a vast body of knowledge regarding the educational
achievement gap between White students and students of color (Anderson, 2004;
Noguera & Wing, 2006; Payne, 2001; Williams; 2014). However, more research is
needed regarding the differences of school management types in closing the
aforementioned achievement gap. Research reveals that the larger, less personal class
settings of traditional high schools are not effective instructional environments for
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underrepresented and underserved populations (Molnar et al., 1999). Learning in smaller
class sizes is one of the foundational tenets of early and middle college high schools.
Also, the support services offered by colleges and universities have a positive effect on
the academic performance of college students (Grant-Vallone, Reid, Umali, & Pohlert,
2003). Traditional high schools lack these services, while middle and early college high
school provide the services. Further, academic rigor is considered to have a positive
effect on academic achievement (Daggett, 2005). Early and middle college high schools
both offer rigorous academic programs, while many traditional high schools offer
academic programs with comparatively less academic rigor. Consequently, this study
employed a causal-comparative design to determine if differences exist among successful
schooling characteristics between the types of school management. Causal-comparative
research attempts to determine relationship between independent and dependent variables
after an event has already occurred (Gay, Mills, & Airasian, 2006). For example, a
researcher may attempt to determine whether those who differ by geographic location
(independent variable) also differ by test scores (dependent variable). For this study, the
researcher attempted to determine a relationship between the type of school management
(independent variable) and several academic achievement measures (dependent variables)
for high school graduates. Specifically, the dependent variables were: (1) students’
Cumulative High School GPA (HS GPA) which ranges from 0 to 4.0, (2) students’ Math
TSI Score (TSI Score) which ranges from 0 to 400, and (3) schools’ High School
Graduation Rate (HS Grad. Rate) which ranges from 0 to 1. The independent variables
were: (1) Type of School Management (Traditional, Early College, & Middle College).
Table 2 illustrates the research design.
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Table 2
Research Design: Nonrandomized One-Factor Design
Group

IV1: Type of School Management

DV1

DV2

DV3

(E1)

Early College (X1)

O1

O2

O3

(E2)

Middle College (X2)

O1

O2

O3

(C)

Traditional (X3)

O1

O2

O3

Where (E) = Experimental Group -- Nonrandom Assignment
(C) = Control Group -- Nonrandom Assignment
(X) = Level of Independent Variable -- Nonrandom Assignment
O = Measure of Dependent Variable
DV = Dependent Variables: HS GPA, TSI Score, & HS Grad. Rate
IV = Independent Variable: Type of School Management
HS Grad. Rate (DV1) was selected as a dependent variables because graduation
rate is an indicator used by the state of Texas to determine high school performance
(Education Commission of the States, 2017). According to the Alliance for Excellent
Education (2009), postsecondary readiness test scores are also viable high school
performance indicators. Therefore, TSI Score (DV2) was selected as a dependent. The
Alliance for Excellent Education (2009) states that course success has emerged as a high
school performance indicator. Success in courses is articulated through grades which
translate into a grade point average. For this reason, HS GPA (DV3) was selected as a
dependent variable. In addition, Ancess and Allen (2006) posit that middle and early
college high schools can close achievement gaps in college performance. Both programs
offer a challenging curriculum which results in increased student learning and
performance. Also, both the Early and Middle College models offer the opportunity to
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earn college credit in high school which is an incentive for underserved and
underrepresented students to select schools with these management types. Furthermore,
Middle and Early College High Schools are designed to increase high school graduation
rates, attract student students to higher education, and ease the transition from secondary
to postsecondary education. The Middle College model provides intense peer and group
counseling with a high ratio of counselors to students, while the early college model
utilizes the student support services of the college. By contrast, traditional high schools
offer a curriculum that focuses on simply earning the high school diploma and fails to
prepare students for college and career readiness. Also, the traditional high school model
is highly impersonal and offers very little in the area of student support services. Because
of the differences in the educational models between the types of schools, the Type of
School Management (IV) was selected as the independent variable for this study.
Therefore, the study was conducted by collecting the grade point averages, TSI scores,
and graduation rates of students from a traditional high school, an Early College, and a
Middle College. Comparisons were made between the averages for each academic
achievement measure to determine if differences existed between the groups.
Research Questions and Hypotheses
To accomplish the purpose of this study, the following research questions and
corresponding null hypotheses and alternative hypotheses were explored:
1. Are there significant differences between students’ HS GPA based on the type of
school management at the high school they attended?
H01: There are no statistically significant differences in students’ HS GPA based
on the type of school management at the high school they attended. H01: 1   2  3
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HA1: There are statistically significant differences in students’ HS GPA based on
the type of school management at the high school they attended. HA1: 1  2  3
2. Are there significant differences between students’ TSI Score based on the type of
school management at the high school they attended?
H02: There are no statistically significant differences in students’ TSI Score based
on the type of school management at the high school they attended. H02: 1   2  3
HA2: There are statistically significant differences in students’ TSI Score based on
the type of school management at the high school they attended. HA1: 1  2  3
3. Are there significant differences between schools’ HS Grad. Rate based on the
type of school management?
H03: There are no statistically significant differences in schools’ HS Grad. Rate
based on the type of school management. H03: 1   2  3
HA3: There are statistically significant differences in schools’ HS Grad. Rate
based on the type of school management. H03: 1  2  3
Analytical Techniques
The study employed a quantitative approach because of the types of variables and
research questions involved. Statistical Package for the Social Science (SPSS) version 21
was utilized to conduct various statistical analyses in order to answer the research
questions. These analyses included both univariate and multivariate statistics. Frequency
data for gender, economic status, at-risk status, and ethnicity was reported for the
independent variables. To answer research question one, a One-Way Analysis of
Variance (ANOVA) with Post Hoc analyses was computed and tested at the alpha level
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of 0.05 using GPA as the dependent variable and school management type the
independent variable. To answer research question two, a One-Way Analysis of
Variance (ANOVA) with Post Hoc analyses was computed and tested at the alpha level
of .05 using TSI Assessment scores as the dependent variable and school management
type the independent variable. To answer research question three, a One-Way Analysis
of Variance (ANOVA) with Post Hoc analyses was computed and tested at the alpha
level of 0.05 using high school graduation rate as the dependent variable and school
management type the independent variable.
Ethical Considerations
This study used district-wide high school historical data provided by the school
district without any students’ identifying information. The data was analyzed in a nonidentifiable way assuring that students’, schools’ and school district’s demographic and
assessment data remained confidential. Since the study examined historical data, there
were no perceived potential benefits or risks to human participants (students). However,
all accessible data was kept secure with the highest level of confidence. After procuring
prior IRB approval from the University of Houston, consent for the study was obtained
through a letter addressed to the superintendent and the school board governing the
school system selected in order to obtain approval (see Appendix).
Limitations
This study, which investigated the impact of the type of school management on
student academic achievement, had some limitations that may prevent generalization of
the findings. This study was limited to students who graduated from 15 school sites in
Houston Independent School District. Complete data sets for the other high schools
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within this district and the state were unavailable. Also, the study did not compare the
selected Early/Middle College High Schools with other Early/Middle College High
Schools in the state. The mean academic achievement measures of the Early and Middle
College High Schools used in this study may differ from the mean academic achievement
measures of all Early and Middle College High Schools in the state. Further, the study
did not compare the selected Early/Middle College High Schools with all traditional high
schools in state. The mean academic achievement measures of the traditional high
schools used in this study may differ from the mean academic achievement measures of
all traditional high schools in the state. In addition, the study did not conduct
demographic comparisons between the students from each type of high school.
Differences in demographic characteristics such as race and socioeconomic status may
affect the academic achievement measures used in this study.
Summary
The minority achievement gap has been a persistent phenomenon in American
schools for several decades. It is essential that school leaders and scholars study the
achievement gap’s phenomenon from multiple perspectives. Consequently, the purpose
of this causal-comparative quantitative research was to explore the impact of type of
school management on high school students’ academic achievement in a southeastern
urban school district in Texas.
This chapter discussed the research method and design for this investigation. In
this chapter, the purpose of the study, research questions, null hypotheses, research
method, research design (i.e., independent and dependent variables), target population,
sampling of population, sampling procedures, data-gathering procedures, and summary
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were all discussed. The study was conducted in a southeastern urban Texas school
district. Consent for the study was obtained through a letter addressed to the
superintendent and the school board governing of the high schools selected to obtain
approval (see Appendix). Data provided and analyzed was utilized in a non-identifiable
way, assuring confidentiality. Both descriptive and inferential statistics were calculated
in order to test the null hypotheses and answer the corresponding research questions.

Chapter IV
Results and Findings
Introduction
The purpose of this causal-comparative quantitative research was to explore the
impact of the type of school management on high school students’ academic achievement
in a southeastern urban school district in Texas. Using quantitative methods in research,
according to Schenker and Rumrill (2004), is an effective way to investigate whether
differences exist in the dependent variables based on the independent variables. This
chapter contains the results of the analyses of the data based on the three research
questions that were used to examine the effect of type of school management (Early
College High School, Middle College High School, and Traditional High School) on high
school students’ academic achievement. The research questions and corresponding null
hypotheses were:
1. Are there significant differences in students’ HS GPA based on the type of school
management at the high school they attended?
Ho1: There are no statistically significant differences in students’ HS GPA based
on the type of school management at the high school they attended. Ho1: µ1 = µ2 =
µ3
2. Are there significant differences in students’ TSI Score based on the type of
school management at the high school they attended?
Ho2: There are no statistically significant differences in students’ TSI Score based
on the type of school management at the high school they attended. Ho2: µ1 = µ2 =
µ3
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3. Are there significant differences in schools’ HS Grad. Rate based on the type of
school management?
Ho3: There are no statistically significant differences in schools’ HS Grad. Rate
based on the type of school management at the high school they attended. Ho3: µ1
= µ2 = µ3
To address these research questions and test the corresponding null hypotheses, a
quantitative approach was employed because of the types of variables and research
questions involved. Statistical Package for the Social Science (SPSS) version 21 was
utilized to conduct various statistical analyses in order to answer the research questions.
These analyses included both descriptive and inferential statistics. Inferential statistical
tests, One-Way Analysis of Variance (ANOVA) with Post Hoc analyses, were computed
and tested at the alpha level of .05 to answer the research questions and test the
hypotheses.
Descriptive and Initial Analysis for Majority Participants
To describe the sample population, several descriptive statistical tests were used.
The results of these manipulations are presented in Tables 3-8 and Figures 1-5 which
describe the various elements of the sample population by the three types of school
managements explored. Table 3 and Figure 1 present the frequency for type of
management. The majority of the sample population was students from Traditional High
Schools (48.9%) and Early College High Schools (39.4%). Only a small portion of the
sample was from Middle College High Schools (11.6%).
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Table 3
Frequency for Type of Management
Frequency Percent Valid Percent Cumulative Percent
Early College

403

39.4

39.4

39.4

Middle College

119

11.6

11.6

51.1

Traditional

500

48.9

48.9

100.0

1022

100.0

100.0

Total

Figure 1. Frequency for type of management
Table 4 and Figure 2 display that the sample population was majority female (n =
534, 52.3%). This distribution of majority females to males was the same for the Early
College and Middle College High Schools (females >50%). For Traditional High
Schools, the participants were majority male (males > 50%). 6.2% of participants did not
identify their gender.
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Table 4
Frequency for Type of Management by Gender
Gender
Did not identify Female
Early College

Count

Total

245

Total

158

403

% within Gender

.0%

45.9% 37.2%

39.4%

% of Total

.0%

24.0% 15.5%

39.4%

Middle College Count

Traditional

0

Male

18

69

32

119

% within Gender

28.6%

12.9%

7.5%

11.6%

% of Total

1.8%

6.8%

3.1%

11.6%

45

220

235

500

Count
% within Gender

71.4%

41.2% 55.3%

48.9%

% of Total

4.4%

21.5% 23.0%

48.9%

Count
% within Gender
% of Total

63

534

425

1022

100.0%

100.0% 100.0% 100.0%

6.2%

52.3% 41.6% 100.0%
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Figure 2. Frequency for type of management by gender
Further, Table 5 and Figure 3 display the distribution of students’ ethnicities by
type of school management. Explicitly, the majority of the students in the sample
population were either Hispanic (56.4%) or Black (23.5%). This majority distribution of
Hispanic and Black students was the same across the Early College, Middle College, and
Traditional High Schools.

50

Table 5
Frequency for Type of Management by Ethnicity
Ethnicity
Did not
identify Asian
Early
College

Middle
College

Count

8

63

28.6% 26.3%

Total

308

0

5

19

403

53.5%

.0%

41.7%

18.6%

39.4%
39.4%

% within
Ethnicity

.0%

% of
Total

.0%

.8%

6.2%

30.1%

.0%

.5%

1.9%

Count

18

1

45

52

0

0

3

% within 28.6%
Ethnicity

3.6%

18.8%

9.0%

.0%

.0%

2.9%

11.6%

% of
Total

1.8%

.1%

4.4%

5.1%

.0%

.0%

.3%

11.6%

45

19

132

216

1

7

80

500

Traditional Count

Total

0

Two or
American
More
Black Hispanic Indian Ethnicities White

119

% within 71.4%
Ethnicity

67.9% 55.0%

37.5%

100.0%

58.3%

78.4%

48.9%

% of
Total

4.4%

1.9%

12.9%

21.1%

.1%

.7%

7.8%

48.9%

Count

63

28

240

576

1

12

102

1022

100.0%

100.0%

100.0% 100.0%

.1%

1.2%

10.0% 100.0%

% within 100.0% 100.0% 100.0% 100.0%
Ethnicity
% of
Total

6.2%

2.7%

23.5%

56.4%
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Figure 3. Frequency for type of management by ethnicity
Additionally, Table 6 and Figure 4 present the frequency of economically
disadvantaged students by the type of school management. Overall, the results indicate
that majority of the sample (67.6%) were classified as economically disadvantaged
students. This distribution of majority economically disadvantaged students was the
same across the Early College, Middle College, and Traditional High Schools.
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Table 6
Frequency for Type of Management by Economically Disadvantaged
Economically Disadvantaged (EconDis)

Early College

No

Yes

Total

88

315

403

% within EconDis

28.3%

48.6%

42.0%

% of Total

9.2%

32.8%

42.0%

25

76

101

% within EconDis

8.0%

11.7%

10.5%

% of Total

2.6%

7.9%

10.5%

Count

198

257

455

% within EconDis

63.7%

39.7%

47.4%

% of Total

20.6%

26.8%

47.4%

311

648

959

% within EconDis

100.0%

100.0%

100.0%

% of Total

32.4%

67.6%

100.0%

Count

Middle College Count

Traditional

Total

Count
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Figure 4. Frequency for type of management by economically disadvantaged
Finally, Table 7 and Figure 5 show the frequency of at-risk students by the type of
school management. Overall, the results indicate that majority of the sample (60.1%)
were classified as at-risk students. This distribution of majority at-risk students was the
same across the Early College, Middle College, and Traditional High Schools.
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Table 7
Frequency for Type of Management by At-risk Status
At-risk Status

Early College

Count

Total

Yes

Total

191

212

403

% within At-risk 49.9% 36.8%

42.0%

% of Total

42.0%

Middle College Count

Traditional

No

19.9% 22.1%
26

75

101

% within At-risk

6.8%

13.0%

10.5%

% of Total

2.7%

7.8%

10.5%

Count

166

289

455

% within At-risk 43.3% 50.2%

47.4%

% of Total

47.4%

Count

17.3% 30.1%
383

576

959

% within At-risk 100.0% 100.0% 100.0%
% of Total

39.9% 60.1% 100.0%
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Figure 5. Frequency for type of management by at-risk status
Research Questions 1
The goal of this research question was to assess whether high school students
from different types of school management (Early College, Middle College, and
Traditional High Schools) tend to have different GPAs. Moreover, if high school
students from different types of school management tend to have different GPAs, then the
goal of this research question was to determine the high school students from which type
of school management system tend to have the highest or lowest GPA when compared to
other types of school management.
The descriptive statistics for GPA are presented in Table 8. The mean GPA of
high school students from Early College (𝑀 = 3.252, 𝑆𝐷 = 0.670) is the highest
compared to Middle College (𝑀 = 2.795, 𝑆𝐷 = 0.871) and Traditional High Schools
(𝑀 = 2.925, 𝑆𝐷 = 0.851). According to the descriptive statistics, students from

56

Traditional High Schools tend to have the lowest GPA among other types of school
management.
Table 8
Descriptive Statistics for GPAs by School Management Type

95% Confidence Interval for Mean
N

Mean

Std.
Deviation

Std.
Error

Lower
Bound

Upper
Bound

Min.

Early College

403

3.252

0.670

0.033

3.186

3.317

1.769 4.677

Middle College

119

2.795

0.871

0.080

2.637

2.953

1.149 4.441

Traditional

500

2.925

0.851

0.038

2.851

3.000

0.958 4.827

Total

1022 3.039

0.806

0.025

2.990

3.088

0.958 4.827

To examine the significance of these differences, a one-way ANOVA statistical
manipulation was conducted to verify if there were significant differences in high school
students’ GPA among different types of school management. The results suggested that
there was a significant effect of type of school management on high school students’
GPA [𝐹(2, 1019) = 25.644, 𝑝 < 0.001 − 𝑠𝑒𝑒 𝑡𝑎𝑏𝑙𝑒 9]. The assumption of
homogeneity of variance of the ANOVA was tested using Levine’s test for homogeneity
of variances [𝐹(2, 1019) = 13.377, 𝑝 < 0.001], which suggested a violation of the
homogeneity of variances assumption. Furthermore, due to the violation of the
homogeneity of variance assumption in the ANOVA test, Brown-Forsythe test was
computed to correct for the skewness of dependent variables by using deviations from
group medians [𝐹𝑎𝑠𝑦𝑚𝑝 (2, 403.519) = 24.221, 𝑝 < 0.001]. The Brown-Forsythe test

Max.
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revealed the same results as the results of the one-way ANOVA test. Thus, the results
indicated that at least one of the school management types has different students’ GPA
compared to the other types.
Table 9
ANOVA Test Results for GPA
Sum of Squares

df

Mean Square

Between Groups

31.787

2

15.893

Within Groups

631.554

1019

0.62

Total

663.341

1021

F

Sig.

25.644 0.000

To verify which type of school management have significant higher or lower high
school students’ GPAs compared to others, Post hoc multiple comparison tests were
conducted. Due to the violation of homogeneity of variance assumption and unbalanced
group design, the Dunntt T3 test was used and the results are presented in Table 10. The
results suggested that high school students from Early College have significant higher
GPA compared to Middle College (𝑀𝐷 = 0.457, 𝑝 < 0.001) and Traditional High
Schools (𝑀𝐷 = 0.326, 𝑝 < 0.001). However, there was no significant difference in
high school students’ GPA between Middle College and Traditional High Schools
(𝑀𝐷 = 0.130, 𝑝 = 0.369). The effect of types of school management on high school
students’ GPA is presented in Figure 6, with means of GPA plots for school management
types.
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Table 10
Post Hoc Tests: Dunnett T3 Multiple Comparisons Results for GPA
95% Confidence Interval
(I) Type of
Management
Early College

Middle College

Traditional

Mean
Difference
(I-J)

Std.
Error

Sig.

Lower
Bound

Upper Bound

Middle
College

0.457*

0.0865

0.0000

0.2480

0.6654

Traditional

0.326*

0.0506

0.0000

0.2054

0.4475

Early College

-0.457*

0.0865

0.0000

-0.6654

-0.2480

Traditional

-0.130

0.0885

0.3690

-0.3435

0.0830

Early College

-0.326*

0.0506

0.0000

-0.4475

-0.2054

0.130

0.0885

0.3690

-0.0830

0.3435

(J) Type of
Management

Middle
College

Note: *. The mean difference is significant at the 0.05 level.
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Figure 6. Means plots for GPA by school management types

The results suggested that the type of school management have a significant effect
on high school students’ GPA. Specifically, high school students who enrolled at Early
College High Schools tend to have significantly higher GPAs compared to students
enrolled at Middle College and Traditional High Schools.
Research Questions 2
The goal of the second research question was to explore whether high school
students from different types of school management (Early College, Middle College, and
Traditional High Schools) tend to have different TSI math assessment scores. Further, if
high school students from different types of school management tend to have different
TSI math scores, the goal of the research question also is to determine which type of
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school management tends to have the highest or lowest TSI math scores compared to
other school types.
The descriptive statistics are presented in Table 11. The mean TSI math scores of
high school students from Early College (𝑀 = 356.07, 𝑆𝐷 = 9.55) is the highest when
compared to Middle College (𝑀 = 339.17, 𝑆𝐷 = 17.05) and Traditional High Schools
(𝑀 = 344.18, 𝑆𝐷 = 14.25). According to the results of the descriptive statistics, high
school students from Middle College tend to have the lowest TSI math scores and largest
score variation among students from other types of school management.
Table 11
Descriptive Statistics for TSI Math Score by School Management Type
95% Confidence Interval for Mean
N

Mean

Std.
Deviation

Std.
Error

Lower
Bound

Upper
Bound

Min. Max.

Early College

152 356.07

9.55

0.77

354.54

357.60

328

383

Middle College

18

339.17

17.05

4.02

330.69

347.65

310

384

Traditional

438 344.18

14.25

0.68

342.85

345.52

310

390

Total

608 347.01

14.32

0.58

345.87

348.15

310

390

To further assess the significance of these differences, a one-way ANOVA was
first computed to verify if there were significant differences in high school students’ TSI
math scores according to different types of school management. The results suggested
that there was a significant effect of type of school management on high school student’s
TSI math score [𝐹(2, 605) = 48.116, 𝑝 < 0.001 − 𝑠𝑒𝑒 𝑡𝑎𝑏𝑙𝑒 12].
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Table 12
ANOVA Test Results for TSI Math Score

Sum of
Squares

df

Mean
Square

Between
Groups

17086.234

2

8543.117

Within
Groups

107418.724

605

177.552

Total

124504.959

607

F

Sig.

48.116 0.000

The assumption of homogeneity of variance of the ANOVA test was examined
before interpreting the ANOVA results, using Levene’s test for homogeneity of variances
[𝐹(2, 605) = 10.646, 𝑝 < 0.001 − 𝑠𝑒𝑒 𝑇𝑎𝑏𝑙𝑒 13], which suggested a violation against
the homogeneity of variances assumption of the ANOVA test.
Table 13
Test of Homogeneity of Variances
Levene Statistic

df1

df2

Sig.

10.646

2

605

0.000

Due to the violation of homogeneity of variance assumption, the Brown-Forsythe
test was computed to correct for the skewness of dependent variables by using deviations
from group medians [𝐹𝑎𝑠𝑦𝑚𝑝 (2, 35.124) = 41.945, 𝑝 < 0.001 − 𝑠𝑒𝑒 𝑇𝑎𝑏𝑙𝑒 14]. The
results from Brown-Forsythe test also supported the results of the one-way ANOVA test.
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Thus, the results indicated that at least one of the types of school management has
different students’ TSI math scores compared to the others.
Table 14
Robust Tests of Equality of Means

Brown-Forsythe

Statistic*

df1

df2

Sig.

41.945

2

35.124

0.000

Note: *Asymptotically F distributed.

To verify which type of the school management have significantly higher or lower
high school students’ TSI math scores, a Post Hoc multiple comparison test was
computed. Due to the violation of homogeneity of variance assumption and unbalanced
group design, the Dunntt T3 test was computed and the results are presented in Table 15.
The Post Hoc test results suggested that high school students from Early College have
significantly higher TSI math scores compared to students from Middle College (𝑀𝐷 =
16.91, 𝑝 = 0.002) and Traditional High Schools (𝑀𝐷 = 11.89, 𝑝 < 0.001). Moreover,
there is no significant difference between Traditional and Middle College High School
students’ TSI math scores (𝑀𝐷 = 5.02, 𝑝 = 0.537). The effect of type of school
management on student’s TSI math scores is presented in Figure 7, with means of TSI
math scores plots for school management types.
Table 15
Post Hoc Tests: Dunnett T3 Multiple Comparisons Results for TSI Math Scores
95% Confidence
Interval
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(I) Type of
Management
Early College

Middle College

Mean
Difference
(I-J)

Std.
Error

Middle College

16.91*

Traditional
Early College

(J) Type of
Management

Traditional
Traditional

Early College
Middle College

Sig.

Lower
Bound

Upper
Bound

4.094

0.002

6.20

27.61

11.89*

1.031

0.000

9.42

14.36

-16.91*

4.094

0.002

-27.61

-6.20

-5.02

4.077

0.537

-15.70

5.66

-11.89*

1.031

0.000

-14.36

-9.42

5.02

4.077

0.537

-5.66

15.70

Note: *. The mean difference is significant at the 0.05 level.

Figure 7. Means plots for TSI math scores by school management types
The results suggested that the type of school management have a significant effect
on students’ TSI math scores. Specifically, high school students who enrolled in Early
College High Schools tend to have significantly higher TSI math scores compared to high
school students who enrolled in Middle College and Traditional High Schools.
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Research Questions 3
The goal of the third research question was to explore if there are significant
differences in high school graduation rates based on different types of school
management (Early College, Middle College, and Traditional High Schools).
Furthermore, if different types of school management tend to have different graduation
rates, then the goal of the research question is also to determine the type of school
management that is more likely to have higher graduation rates compared to other types
of schools management.
The descriptive statistics are presented in Table 16; data are presented in
percentages. The mean of Early College High Schools’ graduation rate (𝑀 =
94.938, 𝑆𝐷 = 2.934) is the highest compared to Middle College (𝑀 = 86.592, 𝑆𝐷 =
5.712) and Traditional High Schools (𝑀 = 91.530, 𝑆𝐷 = 3.160).
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Table 16
Descriptive Statistics for Graduation Rate by School Management Types
95% Confidence Interval for Mean
N

Mean

Std.
Deviation

35
8

94.93
8

2.9342

0.155
1

94.633

95.243

89.8

97.6

Middle
College

73

86.59
2

5.7126

0.668
6

85.259

87.925

82.3

97

Traditional

50
0

91.53
0

3.1601

0.141
3

91.252

91.807

82.3

97.6

Total

93
1

92.45
3

4.0892

0.134

92.19

92.716

82.3

97.6

Early College

Std.
Error

Lower
Bound

Upper
Bound

Min
.

Max
.

Middle College High Schools tend to have the lowest graduate rates and largest
variation among other types of school management. To assess the significance of these
differences, a one-way ANOVA was first computed to verify if there were significant
differences in high school graduation rates among different types of school management.
The results suggested that there was a significant effect of type of school management on
high school graduation rate [𝐹(2, 928) = 229.392, 𝑝 < 0.001 − 𝑠𝑒𝑒 𝑇𝑎𝑏𝑙𝑒 17].
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Table 17
ANOVA Test Results for Graduation Rate
Sum of
Squares

df

Mean
Square

F

Sig.

Between
Groups

5144.694

2

2572.347

229.392

0

Within
Groups

10406.364

928

11.214

Total

15551.058

930

The assumption of homogeneity of variance for the ANOVA test was examined
using Levene’s test for homogeneity of variances [𝐹(2, 928) = 86.169, 𝑝 < 0.001 −
𝑠𝑒𝑒 𝑇𝑎𝑏𝑙𝑒 18], which suggested a violation of the homogeneity of variances assumption
for the ANOVA test.
Table 18
Test of Homogeneity of Variances
Levene Statistic

df1

df2

Sig.

86.169

2

928

0.000

Due to this violation of homogeneity of variance assumption for the ANOVA
manipulation, the Brown-Forsythe test was computed to correct for the skewness of
dependent variables by using deviations from group medians [𝐹𝑎𝑠𝑦𝑚𝑝 (2, 126.123) =
128.626, 𝑝 < 0.001 − 𝑠𝑒𝑒 𝑇𝑎𝑏𝑙𝑒 19]. The results from Brown-Forsythe test also
support the results of the one-way ANOVA test. Thus, the results indicated that at least
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one type of school management has different graduation rates compared to the other type
of schools.
Table 19
Robust Tests of Equality of Means

Brown-Forsythe

Statistic*

df1

df2

Sig.

128.626

2

126.123

0.000

Note: *. Asymptotically F distributed.

To further examine which type of the school management have significantly
higher or lower high school students’ graduation rates compared to others, a Post Hoc
multiple comparison test was computed. Due to the violation of homogeneity of variance
assumption and unbalanced group design, the Dunntt T3 test was conducted and the
results are presented in Table 20. The results suggested that Early College High Schools
have significantly higher graduation rates compared to Middle College (𝑀𝐷 =
8.346, 𝑝 < 0.001) and Traditional High Schools (𝑀𝐷 = 3.408, 𝑝 < 0.001). Moreover,
Traditional High Schools have significantly higher graduation rates compared to Middle
College High Schools (𝑀𝐷 = 4.938, 𝑝 < 0.000). The effect of type of school
management on high school graduation rate is presented in Figure 8, with means of
graduation rates plots for school management types.
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Table 20
Post Hoc Tests: Dunnett T3 Multiple Comparisons Results for Gradation Rate

95% Confidence
Interval
(I) Type of
Management

(J) Type of
Management

Early College

Middle
College
Traditional

Middle College

Traditional

Mean
Difference
(I-J)

Std.
Error

Sig.

Lower
Bound

8.346*

0.686
4

0.000
0

6.6740

10.0190

3.408*

0.209
8

0.000
0

2.9060

3.9100

0.000
0

10.019
0

-6.6740

Upper
Bound

Early College

-8.346*

0.686
4

Traditional

-4.938*

0.683
4

0.000
0

-6.6040

-3.2720

-3.408*

0.209
8

0.000
0

-3.9100

-2.9060

4.938*

0.683
4

0.000
0

3.2720

6.6040

Early College
Middle
College

Note: *. The mean difference is significant at the 0.05 level.
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Figure 8. Means plots for graduation rate by school management types

The results suggested that the type of school management have a significant effect
on high school graduation rates. Specifically, Early College High Schools tend to have
the highest graduate rates followed by Traditional High Schools and Middle College
High Schools tend to have the lowest graduation rates.
Summary
The purpose of this causal-comparative quantitative research was to explore the
impact of the type of school management on high school students’ academic achievement
in a southeastern urban school district in Texas. Specifically, three research questions
were explored to examine the effect of type of school management (Early College High
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School, Middle College High School, and Traditional High School) on high school
students’ academic achievement, as measured by students’ GPA, TSI math score, and
high school graduation rate. The research questions and corresponding null hypotheses
were:
1. Are there significant differences in students’ HS GPA based on the type of
school management at the high school they attended?
Ho1: There are no statistically significant differences in students’ HS GPA
based on the type of school management at the high school they attended. Ho1:
µ1 = µ2 = µ3
2. Are there significant differences in students’ TSI Score based on the type of
school management at the high school they attended?
Ho2: There are no statistically significant differences in students’ TSI Score
based on the type of school management at the high school they attended. Ho2:
µ1 = µ2 = µ3
3. Are there significant differences in schools’ HS Grad. Rate based on the type
of school management?
Ho3: There are no statistically significant differences in schools’ HS Grad.
Rate based on the type of school management at the high school they
attended. Ho3: µ1 = µ2 = µ3
Three ANOVA statistical manipulations with Post Hoc multiple comparisons
using historical data were computed and tested at the alpha level of .05 to answer the
research questions and test the corresponding null hypotheses.
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For the first research question, the results suggested that high school students
from Early College have significantly higher GPA compared to students from Middle
College (𝑀𝐷 = 0.457, 𝑝 < 0.001) and Traditional High Schools (𝑀𝐷 = 0.326, 𝑝 <
0.001). However, there was no significant difference in high school students’ GPA
between Middle College and Traditional High Schools (𝑀𝐷 = 0.130, 𝑝 = 0.369). Thus,
type of school management has a significant effect on high school students’ GPA.
Specifically, high school students who enrolled at Early College High Schools tend to
have significantly higher GPAs compared to students enrolled at Middle College and
Traditional High School. As such, the first null hypothesis was rejected.
For the second research question, the results suggested that high school students
from Early College High Schools have significantly higher TSI math scores compared to
students from Middle College (𝑀𝐷 = 16.91, 𝑝 = 0.002) and Traditional High Schools
(𝑀𝐷 = 11.89, 𝑝 < 0.001). Moreover, there is no significant difference between
Traditional and Middle College High School students’ TSI math scores (𝑀𝐷 = 5.02, 𝑝 =
0.537). Consequently, type of school management has a significant effect on students’
TSI math scores. Specifically, high school students who enrolled in Early College High
Schools tend to have significantly higher TSI math scores compared to high school
students who enrolled in Middle College and Traditional High Schools. Consequently,
the null hypothesis was rejected for this research question.
Finally, for the third research question, the results suggested that Early College
High Schools have significantly higher graduation rates compared to Middle College
(𝑀𝐷 = 8.346, 𝑝 < 0.001) and Traditional High Schools (𝑀𝐷 = 3.408, 𝑝 < 0.001).
Additionally, Traditional High Schools have significantly higher graduation rates
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compared to Middle College High Schools (𝑀𝐷 = 4.938, 𝑝 < 0.000). Therefore, type
of school management has a significant effect on high school graduation rates.
Specifically, Early College High Schools tend to have the highest graduate rates followed
by Traditional High Schools and Middle College High Schools tend to have the lowest
graduation rates. Consequently, since these differences in graduation rates are
statistically significant, again, the null hypothesis was rejected for this research question.

Chapter V
Discussion
Introduction
The purpose of this study was to examine the impact of school management on
the academic achievement of high school students. The results of this study may provide
significant insight in the closing of the achievement gap between underserved,
underrepresented students and majority students. To examine the impact of school
management on academic achievement, three measures of academic achievement were
compared with respect to the school management types of traditional high school, Early
College High School, and Middle College High School. The grade point averages, Texas
Success Initiative Assessment scores, and graduations rates of students by school were
compared to determine the impact of management type. The students from Early College
High Schools outperformed the students from the Traditional High Schools and Middle
College High Schools in each of the three academic achievement areas. This chapter
contains implications for research with regard to the achievement gap, teacher
expectations, and school management. Policy implications involving compliance with
federal and state law are also presented. In addition, implications for practice with regard
to curriculum, pedagogy, and student support are identified. Finally, a summary of the
chapter and recommendations for future study are presented.
Implications for Research
This study will add the body of knowledge of educational achievement
specifically, by the revelation of its findings regarding the achievement gap. The
achievement gap among students of different demographic groups is documented from as
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early as the 1960’s (Coleman et al., 1966). Decades later scholars such as Ogbu (1994),
Peng and Hill (1995), and Jencks and Phillips (1998) published noted studies regarding
the achievement gaps between Whites and their non-White counterparts. An
achievement gap still exists today, primarily between ethnic groups, despite tireless
efforts to eliminate the gap. The disparity of academic achievement between ethnic
groups has produced countless studies on the achievement gap based on race alone.
However, the achievement gap has proven to be a much more complex problem than
initially assumed by most scholars. Other causes of the achievement gap can be
attributed to, cultural differences, language barriers, school structures, school funding,
teacher quality, biased assessments, socioeconomic status of the student, family
conditions, etc. (English, 2002; Lee, 2002; Quintero & Cooks, 2012; Singham, 2003;
Tomasson, 2010). This study focused on school structures as a root cause of the
achievement gap. The traditional high school model of large student body populations
who are prepared only to graduate from high school have proven to be obsolete.
Breaking large high schools into smaller academies has helped high schools become
more relevant to students and productive with regard to college preparation (Quint,
2006). The emergence of Early College and Middle College Programs as alternatives to
the traditional high school model has helped school districts accomplish this goal by
becoming schools within schools that address the achievement gap by providing
underprepared students with more academic rigor and the support services necessary for
such students to experience academic success.
This study will also impact research by adding to the body of knowledge
involving teacher expectations. A study conducted by Rosenthal and Jacobson (1968)
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found that if teachers expected enhanced performance from their students, then the
students’ performance was enhanced. The study involved students from an elementary
school in California who were given IQ tests; however, the results of the test were not
revealed to their teachers who were told that a random group of students would
academically outperform their classmates. The names of the students who were to
academically outperform their classmates were revealed to the teachers. At the end of the
study, all students were tested again with the same IQ test. The first and second grade
students who a part of the group of who were to outperform their classmates showed
statistically significant gains in their IQ test scores when compared to the control group.
The results suggested that teacher expectations can influence student academic
achievement. This phenomenon, known as the Pygmalion Effect, has been validated by
several studies subsequent to the original study conducted by Rosenthal and Jacobson
(1968). Smith, Jussim and Eccles (1999), found that teacher expectation in middle school
students predicted student academic achievement six years later. Boser, Wilhelm, and
Hanna (2014) found that high school students whose teachers had higher expectations
about their future success were more likely to graduate from college. A Metlife study
(Markow & Pieteres, 2009) found that even teachers themselves believed high
expectations were important for student academic achievement. Jussim and Harber
(2005) found that teacher expectations have a stronger effect for marginalized groups.
This study also validates the Pygmalion effect by its findings of increased academic
achievement for underprivileged and underserved students who were previously believed
to be incapable of handling the academic rigor associated with college preparatory
coursework.
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This study also adds to the body of research knowledge regarding school
management. In recent years, the field of education has adopted organizational and
management approaches from the field business. The contingency theory of management
is one approach that has proven necessary to educate students for a global economy. The
contingency theory states that there is no best way to organize, lead, or make decisions
with regard to an organization. For decades, educational leaders and those who shape
policy have either directly or indirectly endorsed the traditional model of schooling for all
students, despite the struggles of certain demographic groups with the traditional model.
The findings of this study which demonstrate the differences of Early College High
Schools, especially for marginalized groups, support the idea that the contingency theory
can and should be applied in the field of education. Policy makers and educational
leaders have long recognized the effect of areas such as culture and socioeconomic status
on the academic achievement of students. Application of the contingency theory would
require educators to make meaningful changes to the educational system specific to the
population they serve, including curriculum modification and providing both cognitive
and non-cognitive support to the their respective student populations.
Policy Implications
The findings of this study will assist school districts with compliance with the
Every Student Succeeds Act (ESSA), the federal policy that currently governs elementary
and secondary education. This federal legislation replaced the No Child Left Behind Act
of 2001, allowing states to make key decisions regarding public school accountability
(Ladd, 2017). One of the most important changes NCLB to ESSA is the nature of the
accountability system which must include multiple factors as opposed to the reliance on
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assessment results. The factors include the academic achievement of students, student
growth, graduation rates, progress, in English proficiency, and at least one indicator of
school quality or student success (Ladd, 2017). Potential indicators of school quality or
student success include access to and completion of advanced coursework, postsecondary readiness, and educator engagement (Ladd, 2017). The Learn and Earn
Early/Middle College High School Reform Model was adopted by the Texas Education
Agency (TEA) almost a decade before the passing of ESSA, but can serve as a means to
meet the accountability standard of school quality by allowing at risk access to advanced
coursework and preparation for post-secondary readiness. The Learn and Earn
Early/Middle College High School Reform Model employs four strategies intended
prepare students for a knowledge economy. The strategies include rigorous curriculum,
effective teachers, building leadership, and multiple pathways. The Early College and
Middle College programs offer college credit for coursework completed while still
enrolled in high school. “The goal of Early and Middle College Programs is to ‘minimize
the barriers between high school and college’” (Glick, 2006, as cited in Jennings,
Locasio, Buller, & Sartain, 2007). The findings of this study support the differences of
Early and Middle College Programs potential ability to assist TEA in meeting the
accountability standards of school quality and student success.
More specifically, the findings of this study have far-reaching implications for
educational policies established by TEA. Texas, as many other states, has experienced
attrition rates among first time, full-time freshman in its public colleges and universities.
Scholars and educational leaders juxtapose that the failure among this particular group
can be attributed to the educational gap that exists between the twelfth grade and the first

78

year of college. First-year college students struggle with the expectations of college
professors, the change from dependent learning to independent learning, and the
difference in the academic rigor between the two educational systems. The findings of
this study reveal that the academic performance of Early College students exceeds the
academic performance of Middle College and Traditional High School students in the
areas of high school grade point average and Texas Success Initiative Assessment Scores,
indicating a higher likelihood of success for Early College students when compared to
Traditional and Middle College High School students. According to Belfield and Crosta
(2012), high school grade point average is the best predictor for success in higher
education. Also, Belfield and Crosta (2012) found that students who are declared
academically college-ready upon entering college as a first-time, full time freshman are
more likely to succeed in the first year of college and to persist to graduation. Currently,
Texas has employed a three-tier system of classifying its high school students.
Individuals who exhibit the high levels of academic proficiency are placed in the track
that results in a student earning distinguished diploma upon graduation. These students
are considered able to perform academically at colleges and university that are known to
be academically rigorous. Students who exhibit average levels of academic proficiency
are placed in the track that results in the students earning a recommended diploma upon
graduation. This group of students is considered able to perform academically at most
colleges and universities. Students who exhibit academic deficiencies are encouraged to
complete high school using the track that results in students earning a minimum diploma.
These students are not considered able to handle the academic rigor of a four-year college
or university. Texas state law does not allow a student who has earned a minimum high
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school diploma to enroll in a four-year college or university. This group of students can
only enroll in a two-year or community college for at least one year and earn a minimum
of 24 credit hours with a cumulative 2.0 grade point average before given the opportunity
to transfer to a four-year college and university. The findings of this study suggest that
students who initially classified as at-risk can enroll in an Early College program while in
high school and increase their chances of graduating with the necessary diploma that will
allow them to enroll in a four-year college or university immediately after graduation.
The findings of this study also suggest that students who participated with in the Early
College programs earned higher grade point averages and were classified as collegeready at a higher rate as students who matriculated through a traditional high school.
Consequently, one can expect students from Early Colleges to experience more success
in higher education. Ultimately, findings of this study can help to alter educational
policies of Texas by being the basis for attempting to make at-risk high school student
college-ready before high school graduation as opposed to only relying on two-year or
community colleges to prepare such students for the academic rigor of four-year colleges
and universities.
Implications for Practice
The findings of this study suggest a shift in practice needed in critical areas of the
elementary and secondary educational system in the United States. Educational leaders
must consider the inherent need for a change in the curriculum that must include
multicultural education as a part of its reform. Several studies suggest that students learn
more when curriculum relates to their prior knowledge and life experiences (Boggs,
Watson-Gegeo, & McMillen, 1985; Cazden, John, & Hymes, 1985; Gay et al., 2006).
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Hilliard (1992) and Asante (1991) suggested that Afrocentric curricula would provide
feelings of acknowledgement and self-worth for students in urban school districts.
Despite these and other studies, school systems in the United States have centered the
curricula on the objectives of standardized tests that gained popularity upon the passing
of the No Child Left Behind Legislation of 2002. Early College and Middle College
Programs which allow high school students to earn college credit while still in high
school either through dual credit courses or concurrent courses, provide students of color
and other marginalized groups to enroll in courses that would provide them with feelings
of acknowledgement and self-worth. Policy makers and educational leaders could also
make curriculum changes in traditional high schools as well, in courses such as
Government and History, or by adding more relevant courses such as Sociology or
Philosophy. In a state such as Texas that is growing more ethnically diverse, the cultures
and histories of more than one group of people must become a staple of the curriculum.
With such changes, students of color will feel more engaged and likely more willing to
learn the curriculum in other subjects.
Another area of practice in which this study suggests reform within the U.S.
elementary and secondary educational systems is in pedagogy which, according to Csibra
and Gergely (2006) is the explicit manifestation of generalizable knowledge by an
individual and the interpretation of the knowledge content by another individual. A key
point in this definition is the dichotomous nature of pedagogy—there must be both
teaching and learning. Current pedagogical practices in elementary and secondary
education emphasize the manifestation or teaching of knowledge. There can be inherent
biases involving the pedagogical process when only the manifestation or teaching of
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knowledge is emphasized. Educational leaders and policy makers must consider the
interpretation of the knowledge by all potential learners. Consequently, the delivery of
knowledge content must be conducive to the interpretation of both majority and minority
groups. According to Delpit (1992), teachers must consider a student’s ethnicity as a
prerequisite for effective instruction. Hilliard (1992) and Asante (1991) suggest that
students of color require acknowledgement and connection with their race, class, and
cultural characteristics before fully accepting the instruction from a teacher. Thus,
practice to employ would be to require pre-service teachers either to take a course in
Cultural Diversity while earning the Baccalaureate degree or make cultural diversity a
learning objective in teacher certification courses. This study supports such changes in
the elementary and secondary education as a tenet of both Early Colleges and Middle
Colleges to utilize highly motivated teachers, counselors, and staff who treat students
with care and respect students as individuals.
Yet another area in which practical changes can be made in elementary and
secondary education systems based on the findings of this study is in academic and social
support services. For most elementary and secondary schools, tutoring is simply an
additional class session conducted by a teacher at some point during the instructional day.
One must question the commitment level of the teacher for tutoring when so much is
required of the teacher in a normal instructional day. Early College and Middle College
High School students enjoy the same academic support services as the college students
on the postsecondary campus with which the partnership exists. Many colleges and
universities also have centers that dedicate part of their operation to tutoring. Some
colleges and universities also provide teaching assistants to professors, providing an
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additional layer of support for students who need further assistance. Increasing the
number of Early Colleges and Middle Colleges would increase the academic support
provided to students. Educational leaders and policy makers can also consider a
complete overhaul of student academic support services by creating tutoring departments
for schools using the college and university model. In addition, based on this and other
similar studies, elementary and secondary schools should consider a bolstering of its
social support for underprivileged students. In particular, a counseling staff similar to
those utilized on college and university campuses can be implemented to assist students
with the management of social and familial issues that are prevalent in the lives of
underprivileged students. Of course, funding would be a barrier to the implementation of
such a system. However, a significant amount of school resources are committed to
extracurricular activities that could be repurposed for school reform. Also, the sharing of
facilities between the Early College and Middle College High Schools could help high
schools maintain existing budgets while providing more support to critical need areas.
Summary
The purpose of the study was to determine the impact of the type of school
management on the following academic achievement measures: high school grade point
averages, Texas Success Initiative Assessment scores, and graduation rates. A
comparison of these measures was made for Traditional High Schools, Early College
High Schools and Middle College High Schools. The results of the study may become a
significant area of the body of knowledge of research in this area and result in the
creation of or change in educational policy and practice. The findings of this study,
which were intended to provide insight regarding educational reform, validated several
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existing theories related to areas of concern for all stakeholders of the elementary and
secondary educational process.
The study findings may provide insight into the management of educational
institutions. The academic success of the Early College students suggests that certain
models of schools may be more effective for certain populations of students. Such results
support the contingency theory which states that there is no best way to organize, lead, or
make decisions with regard to an organization. Also, the results of the study may provide
insight into the closing of the achievement gap by initiating major changes in the school
structure. The traditional high school model of large student populations who are
prepared only to graduate from high school are now obsolete. The results of this study
suggest that a model more reflective of the collegiate model with smaller departments
utilizing relevant curriculum may be more effective for marginalized groups. In addition,
this study suggests that teachers’ expectations of students have a significant impact on the
academic achievement of the students. In this study, students who participated in the
Early College model outperformed students from both the traditional and Middle College
models in all three academic measures. The curriculum of the Early College model
contained more rigor, yet students previously classified as at-risk were able to manage the
more rigorous curriculum.
The findings of this study can produce changes within the federal and state
policies of elementary and secondary educational systems. First, the Early College and
Middle College school management types assist schools with compliance to the Every
Student Succeeds Act which is the federal policy that currently governs public in
education in the United States. One of the factors in the accountability system of ESSA
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is school quality or student success which includes access to and completion of advanced
coursework. Both the Early and Middle College school management types allow
students both concurrent and dual course enrollment, allowing for better preparation for
college coursework which usually results in persistence in and graduation from college.
Also, the findings of this study can be the basis for a shift in educational policy within the
state of Texas by providing a means to make at-risk high school students college-ready
before graduation as opposed to relying on the awarding of minimum diplomas or
remediation while enrolled in college.
Finally, this study may initiate a shift in practice for both elementary and
secondary schools. The results suggest a change in curriculum that is more inclusive and
reflective of a population that is becoming more culturally diverse. The college courses
available to Early College and Middle College students allow for enrollment in courses
that acknowledge both majority and minority groups. Also, changes in pedagogy can
occur as a result of the findings of this study. Teachers can improve their instruction by
learning the cultural norms of from the different racial and ethnic groups enrolled in their
classes. Embedding cultural diversity courses in teacher preparation programs may
improve the learning of students who typically experience challenges with or resist the
educational process. In addition, the improvement of student support services can occur
based on the findings of this study. The specialized services provided at Early Colleges
would benefit students who attend Traditional or Middle College High Schools who most
certainly require more effective academic and social support.
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Recommendations for Further Research
Based on the literature review, results of the study, and the discussion, the
following recommendations for further research are provided in attempt to provide
insight regarding the impact of Early College and Middle College High Schools on the
national and state educational reform.
1. It is recommended to replicate the study using unequal sample sizes to reduce the
potential of heterogeneity of variance.
2. It is recommended that more robust statistical techniques are used to analyze data
related to school management type and student academic achievement due to the
nested structure of the data. Also, hierarchical linear regressions can be used to
analyze the data to determine the effect of selected predictor variables on the
dependent variables.
3. It is recommended that a longitudinal study is conducted to determine the impact
of Early Colleges and Middle Colleges over time. Using a longitudinal research
design will enable the researcher to describe changes within and between each
school management type beyond the term of one cohort of students.
4. It is recommended that the study is replicated in the future when sufficient data
exists for the Middle College school management type. A comparison of Texas
Success Initiative Assessment scores was conducted only for the traditional and
Early College management types because students enrolled in the Middle College
schools selected for the study had not taken the Texas Success Initiative
Assessment when the study was conducted.
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5. It is recommended that further research is conducted to explore the effect of other
variables on the variation between school management types. Other variables
such as funding, teacher efficacy, class size, etc. may also have an effect on the
dependent variables used in this study.
6. It is recommended that this study is replicated in a different region of the country
to determine the results are generalizable to other populations.
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