
 

 

 

 

 

 

 

 

 

 

Copyright 

by 

Antonio Avalos 

August 2015 

 

 



 

 

Urban Hispanic High School Students’ Perceptions of Educational Strategies  

Used During Their Tenth Grade Year in High School 

 

 

 

A Doctoral Thesis Presented to the  

Faculty of the College of Education 

University of Houston 

 

 

 

In Partial Fulfillment 

Of the Requirements for the Degree 

 

 

 

 

 

 

Doctor of Education 

in Professional Leadership 

 

 

 

 

by 

Antonio Avalos 

August 2015 

 



 

 

URBAN HISPANIC HIGH SCHOOL STUDENTS’ PERCEPTIONS OF 

EDUCATIONAL STRATEGIES USED DURING THEIR TENTH GRADE YEAR IN  

HIGH SCHOOL 

 

A Doctoral Thesis for the Degree 

Doctor of Education  

by  

Antonio Avalos 

 

Approved by Doctoral Thesis Committee: 

 

___________________________________ 

Dr. Robert Borneman, Chairperson 

 

___________________________________ 

Dr. Angus MacNeil, Co-Chairperson 

 

___________________________________ 

Dr. Steven Busch, Committee Member 

 

___________________________________ 

Dr. Wayne W. Emerson, Committee Member 

 

___________________________________ 

Dr. Robin McGlohn, Committee Member 

 

___________________________________ 

Dr. Robert H. McPherson, Dean 

College of Education 

 

August 2015 

 



 

 

Dedication 

To Monica, 

God brought you into my life at the time I needed you most. Thank you for your support, 

patience, and unconditional love during the time I faced multiple challenges in 

completing my coursework and dissertation. I love you with all of my heart and look 

forward to spending our lives together.  

 



 

 

Acknowledgment 

 I thank God for the strength He provided me as I completed this challenging 

phase of my life and for the patience He provided my family, who I hope have forgiven 

me for spending time away from home for the past two and half years.  

 Thank you Dr. Borneman for the guidance and encouragement you have provided 

me; you are the best advisor a graduate student could have.  

 Thank you Dr. Busch, Dr. MacNeil, Dr. McGlohn, and Dr. Emerson for your 

guidance and non-judgmental approach in listening to my crazy ideas as I finally 

narrowed down the topic for my dissertation. I appreciate your teachings and philosophy 

involving the research-practitioner; who better to study, research, and identify methods of 

improving public school education than those of us working in the field?  You will all be 

missed.  

 



 

 

 

 

Urban Hispanic High School Students’ Perceptions of Educational Strategies  

Used During Their Tenth Grade Year in High School 

 

 

 

An Abstract 

of a Dissertation Presented to the 

Faculty of the College of Education 

University of Houston 

 

 

 

In Partial Fulfillment 

Of the Requirements for the Degree 

 

 

 

 

 

Doctor of Education 

in Professional Leadership 

 

 

 

by 

Antonio Avalos 

August 2015



 

 

Avalos, Antonio. “Urban Hispanic High School Students’ Perceptions of Educational 

Strategies Used During Their Tenth Grade Year in High School.” Unpublished Doctor of 

Education Dissertation, University of Houston, August 2015. 

 

Abstract 

Census data and research studies have shown that the Hispanic population in the 

United States and in the state of Texas is the subpopulation whose workforce is the least 

educated, has the highest high school dropout rates, has the highest number of individuals 

and households living in poverty, and is projected to be the largest subpopulation (in the 

U.S. and TX) by 2050 (Finn & Sousa, 2014; Kelly, 2005; Murdock, 2014; National 

Center for Education Statistics, 2012b; National Center for Education Statistics, 2014; 

Noguera, 2008). By closing the achievement gap between White and Hispanic high 

school students and improving the high school graduation rate of the Hispanic 

population, Hispanics will be placed in a position of acquiring better employment, 

improving their income, and possibly moving out of poverty status.  

The purpose of this qualitative research study was to analyze data from Hispanic 

students about their perceptions of classroom instructional strategies and factors outside 

of the classroom that enabled or prevented them from being successful in each of their 

core subject courses (chemistry, geometry, English II, world history) during their 

sophomore year in a Texas urban high school. Two focus groups were formed: one group 

which proved to be successful in their chemistry course and a second group of students 

who failed the course.  The data gathered were analyzed using first and second cycle 

qualitative coding methods and organized on tables to determine the frequency in which 

specific instructional strategies were mentioned and identified as being an effective or 

ineffective strategy in learning for each of the two focus groups. Data concerning any 
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perceived outside factors affecting the participants’ success in the core subject courses 

were also gathered, analyzed, and organized on tables. The data gathered from each focus 

group were then compared to each other in order to determine similarities and differences 

in the frequency of effective and ineffective teaching strategies mentioned. Data 

concerning possible outside factors that influenced passing or failing the core subjects 

were also identified and compared, in order to ascertain potential trends within each focus 

group and between the two focus groups. 

The data obtained from this study support research stressing the importance of the 

availability of professional development for teachers in order to improve instructional 

techniques and manage classroom behavior. The results further revealed concerns about 

student preference for direct instruction which limits student exposure to instructional 

strategies that would ultimately develop the 21
st
 century skills needed to compete in 

today’s job market. This further emphasizes the need for campus leaders to develop, 

monitor, and support teachers in an effort to successfully implement best instructional 

strategies in all classes. The study does not support the need for teachers to incorporate 

information related to the history and culture of Hispanic students into classroom lessons 

in order for them to better relate to the material being taught and improve their 

performance in their courses; the findings support a need for teachers and campus leaders 

to become knowledgeable of Hispanic cultures in order to provide Hispanic students with 

the motivation, academic guidance, and emotional support needed to ensure their 

academic success. Finally, analyses of data within and between both focus groups 

revealed that the instructional strategies used by the teachers in the four core subjects 

neither helped nor hindered student performance in any of the four core subjects. 



 

 

Table of Contents 

Chapter              Page 

I.  Introduction .................................................................................................................... 1 

Background of the Problem .................................................................................... 1 

Statement of the problem ........................................................................................ 5 

Purpose of the Study ............................................................................................... 5 

Significance of the Study ........................................................................................ 6 

Research Questions ................................................................................................. 7 

Definition of Terms................................................................................................. 9 

Limitations ............................................................................................................ 12 

II.  Review of the Literature .............................................................................................. 13 

The Achievement Gap .......................................................................................... 13 

School Reform ...................................................................................................... 24 

Campus Leadership ............................................................................................... 40 

Teacher Development ........................................................................................... 47 

Instruction and Classroom Management .............................................................. 53 

Lesson Planning. ....................................................................................... 53 

Effective Instructional Strategies. ............................................................. 57 

Managing Classroom Behavior. ................................................................ 64 

Hispanics, Poverty, and Learning ......................................................................... 72 

III.  Methodology .............................................................................................................. 81 

Research Design.................................................................................................... 81 

Research Questions ............................................................................................... 82 

Setting ................................................................................................................... 85 

Participants ............................................................................................................ 87 

Procedures ............................................................................................................. 88 

Phase I Approvals. .................................................................................... 88 

Phase II Selection. ..................................................................................... 88 

Phase III Data Collection. ......................................................................... 92 

Phase IV Data Analysis. ........................................................................... 93 

Instruments ............................................................................................................ 94 

Limitations ............................................................................................................ 95 

  



x 

 

IV.  Results........................................................................................................................ 96 

Introduction ........................................................................................................... 96 

Data ....................................................................................................................... 97 

Themes ................................................................................................................ 115 

Theme One: Teaching strategies that helped students succeed in their core 

subject courses. ....................................................................................... 115 

Theme Two: Teaching strategies that hindered students from succeeding 

in their core subject courses. ................................................................... 117 

Sub-theme One: Classroom Management. ................................. 119 

Sub-theme Two: Some People Should Not Become Teachers. .. 120 

Theme Three: Outside factors that helped student performance in school.

................................................................................................................. 121 

Theme Four: Outside factors that hindered student performance in school.

................................................................................................................. 123 

Theme Five: Classroom strategies had no influence on student 

performance in their core subjects. ......................................................... 124 

Conclusion .......................................................................................................... 126 

V.  Conclusions and Discussion of Results .................................................................... 127 

Introduction ......................................................................................................... 127 

Discussion of the Results .................................................................................... 130 

Findings As Related To The Review Of The Literature ..................................... 157 

Implications for School Leaders ......................................................................... 163 

Implications for Further Research ...................................................................... 173 

Conclusion .......................................................................................................... 175 

References ....................................................................................................................... 179 

Appendix A Student Questions ....................................................................................... 190 

Appendix B  District Permission Letter .......................................................................... 192 

Appendix C Campus Permission Letter .......................................................................... 195 

Appendix D University of Houston IRB Approval Letter .............................................. 197 

Appendix E Email to Assistant Principals  and Student Invitation ................................ 199 

Appendix F Parental Permission Form ........................................................................... 202 

Appendix G Child Assent Form ..................................................................................... 211 

Appendix H Information Meeting Script ........................................................................ 215 

Appendix I Audio Recordings Transcriptions ................................................................ 218 

 

  



xi 

 

List of Tables 

Table               Page 

1.  NCES Reported Dropout Rates ..................................................................................... 1 

2.  National High School Graduation Rates ...................................................................... 17 

3.  National High School Dropout Rates .......................................................................... 17 

4.  Rate of Enrollment in 2 and 4 Year Colleges .............................................................. 18 

5.  Number of Degrees Conferred to U.S. Residents ........................................................ 20 

6.  Texas and National High School Graduation Rates and Ranks: 2011......................... 22 

7.  Texas and National High School Graduation Rates and Ranks: 2012......................... 22 

8.  State, District, and Campus Graduation/Drop-Out Rates: 2012 & 2013 ..................... 23 

9.  Campus Graduation/Drop-Out Rates: 2012 & 2013 .................................................... 23 

10.  Poverty Rates Among Ethnic Groups in Texas ......................................................... 73 

11.  Campus, District, and State Demographic Information: 2014 ................................... 85 

12.  Campus Performance Data ........................................................................................ 86 

13.  Data for Research Question #1 .................................................................................. 98 

14.  Data for Research Question #2 .................................................................................. 98 

15.  Data for Research Question #3 .................................................................................. 99 

16.  Data for Research Question #4 .................................................................................. 99 

17.  Data for Research Question #6 ................................................................................ 101 

18.  Data for Research Question #7 ................................................................................ 101 

19.  Data for Research Question #8 ................................................................................ 102 

20.  Data for Research Question #9 ................................................................................ 102 

21.  Data for Research Question #11 .............................................................................. 104 

22.  Data for Research Question #12 .............................................................................. 104 

23.  Data for Research Question #13 .............................................................................. 105 

24.  Data for Research Question #14 .............................................................................. 105 

25.  Data for Research Question #16 .............................................................................. 107 

26.  Data for Research Question #17 .............................................................................. 108 

27.  Data for Research Question #18 .............................................................................. 109 

28.  Data for Research Question #19 .............................................................................. 109 

29.  Focus Group 1: Outside Factors That Helped School Performance ........................ 111 

30.  Focus Group 1: Outside Factors That Hindered School Performance ..................... 112 

31.  Focus Group 2: Outside Factors That Helped School Performance ........................ 112 

32.  Focus Group 2: Outside Factors That Hindered School Performance ..................... 113 

 

 

 



 

 

 

Chapter I 

Introduction 

Background of the Problem 

 The achievement gap is the separation of academic success that exists between 

White students and minority students in the United States (U.S.). National and state 

statistics (Texas) show a disparity in academic success between White, Hispanic, and 

African American students. For the 2010-2011 school year, the Texas Education Agency 

(TEA) reported the following drop-out rates throughout the state of Texas for students in 

grades 9-12: White 1.1%, Hispanic 3.0%, and African American 3.6% (Texas Education 

Agency, 2010b). The National Center for Education Statistics (NCES) (2014) lists 

diminishing numbers in the drop-out rates across the U.S. since 1990. The following table 

illustrates the trend of dropout rates throughout three decades for White, Hispanic, and 

African American sub-populations, as reported by the NCES (though reporting practices 

have caused questions about the authenticity of the data).  

Table 1 

NCES Reported Dropout Rates 

Sub-Population 1990 2000 2010 

White 9% 6.9% 5.1% 

Hispanic 32.4% 27.8% 15.1% 

African American 13.2% 13.1% 8.0% 

(National Center for Education Statistics, 2014) 

 

Although national statistics show drop-out rate percentages decreasing for the three major 

sub populations (White, Hispanic, and African American) since 1990, in 2010 Hispanics 

continue to experience the highest dropout rates in the U.S. At the end of the 2008-09 
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school year, 177,701 Texas students in Grades K-12 were retained. African American 

and Hispanic students had higher retention rates than White students in all grades except 

kindergarten. At the end of the 2009-2010 school year, White, Hispanic and African 

American students had gains in most subject areas tested by the Texas Assessment of 

Knowledge and Skills (TAKS). Despite these gains, the passing rates for White students 

were higher than those for African American and Hispanic students in all 27 subject area 

tests and for all tests taken at all grade levels, by as much as 26-28 percentage points in 

some areas. The greatest difference in passing rates between Hispanic and White students 

were in all tests taken at grades 8 and 10, but particularly in tenth grade science where the 

passing rates differed by 21 percentage points (Texas Education Agency, 2010a). 

 “It is a common cliché to say that the youth are our future, but if this is the case 

for Latinos in the United States, then we have good reason to be worried” (Noguera, 

2008, p. 43). Noguera’s (2008) research shows that Latinos are overrepresented in the 

negative categories of academic performance (e.g. enrollment in special education and 

remedial programs, the number of students who are suspended or expelled), 

underrepresented in the positive categories (e.g. honors and advanced placement courses, 

gifted and talented programs), and an increasing number of Latinos are dropping out of 

high school and are unable to matriculate into college (Noguera, 2008).  

 Improving classroom instructional strategies to meet the needs of the Hispanic 

population will help in making them successful in high school.   

In science, while studying plants, children can research the origins of plants, such 

as beans, corn, potatoes, and squash. Many of these plants’ origins are from Latin 

America, and thus, have cultural implications for Hispanic children. When 
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students can relate to the information being presented, they are more likely to 

understand academic concepts and experience success in school. As with all 

students, Hispanic students are most successful when schools honor and value 

them. (Mechaca, 2001, p. 19) 

At times, it may also be necessary to educate Hispanic parents about the importance of an 

education and attempt to change some of their cultural views so that their children are 

able to prosper when receiving an education. In a newspaper article in the Orange County 

Register, Martindale (2011) writes, “More Hispanic parents must be educated about early 

childhood development and the important role they play in their children's schooling” 

(Mechaca, 2001, para. 1). This article also describes a school administrator opinion of 

how instead of encouraging their children to attend college, Latino parents tell their 

children they will not be successful in college and should go to work.  

 The signing of No Child Left Behind (NCLB) by President George W. Bush took 

place in 2002. At that time, it was understood that there needed to be an emphasis on 

improving the teaching of math and reading in order to assist low performing students in 

school. However, very little was known about the need in changing and improving the 

teaching strategies in science (Sclafani, 2002). In a study by the Wallace Foundation to 

determine the necessary steps for school reform, the authors determined that school 

leadership is second only to teaching among school-related factors in its impact on 

student learning (Leithwood, Louis, Anderson, & Wahlstrom, 2004). Marzano, Waters, 

and McNulty (2005) stated, “Leadership has been intimately linked to the effective 

functioning of complex organizations throughout the centuries. Given the perceived 



4 

 

 

importance of leadership, it is no wonder that an effective principal is thought to be a 

necessary precondition for an effective school” (p.5). 

 During the process of school reform, a vast number of approaches in developing 

curriculum, improving teacher quality and classroom instruction became the emphasis in 

improving public school education. Researchers such as DuFour and Marzano believe 

that student learning is best determined by the effectiveness of instructional strategies 

used by teachers. 

Certainly student discipline, parental involvement, and staff morale are important 

issues and should be a part of a school’s comprehensive improvement effort. But 

it is imperative that these initiatives also consider what happens in the heart of the 

school’s enterprise - the classroom. (DuFour & Robert, 1998, p. 9) 

Marzano, Pickering, and Pollock (2001) indicated that teacher influence on student 

learning and the examination of effective teaching was first noticed in the 1970’s. A 

meta-analysis study done by researchers at Midcontinent Research for Education and 

Learning (McREL) analyzed selected research studies on instructional strategies that had 

a high probability of enhancing student achievement. From this study, a list of nine 

categories of highly effective instructional strategies was created.  Four of the strategies 

included in the list are: reinforcing effort and providing recognition, nonlinguistic 

representation, setting objectives and providing feedback, and generating and testing 

hypotheses (Marzano, Pickering, & Pollock, 2001). A strategy used to help students learn 

is through inquiry based lessons. A research study conducted by the National Council of 

Teachers of Mathematics showed how the development of two elementary math teachers 

using classroom-based inquiry as both the content and the means of professional 
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development helps them make meaningful changes to their instruction (Ebby, Ottinger, & 

Silver, 2007). Research over the past 30 years has shown that use of differentiated lessons 

or approaches in providing instruction helps students learn. Researchers also believe that 

sociocultural awareness by the instructor is also needed in order for minority students to 

be successful in school (Gay, 2010). As research continues to help instructors develop 

appropriate teaching strategies, data continue to show that there is an extensive 

achievement gap between minority and White students across the country and in Texas. 

Statement of the problem 

 A research study revealed that paying attention to sociocultural factors in the 

classroom leads to improved academic achievement in five African American males in 

high school (Brand, Glasson, & Green, 2010). This allows readers to consider the 

possibility that more issues may be involved in closing the achievement gap between 

African American and White students besides improving teaching strategies. 

Unfortunately most of the research and data involved with the learning processes of 

minority students in high school involves African American students, not Hispanic 

students. Due to this lack of data, researchers and educators find themselves applying 

data of African American students to issues involving Hispanic students. In order to close 

the achievement gap between Hispanic and White students, there is a need to understand 

why a large percentage of Hispanic students are not successful in high school across the 

U.S.  

Purpose of the Study  

 TEA reported in 2010 the greatest achievement gap between White and Hispanic 

students existed in tenth grade Science (Texas Education Agency, 2010a). The purpose of 
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this qualitative research study was to analyze data from nine Hispanic students about 

their perception of classroom instructional strategies and factors outside of the classroom 

that enabled or prevented them from being successful in each of their core subject courses 

(chemistry, geometry, English II, world history) during their sophomore year in high 

school. Two focus groups were formed: one group which proved to be successful in their 

chemistry course and another group of students who failed the course. Each focus group 

was created with assistance from the school’s associate principal of instruction, who 

identified the students based on their grade point average in chemistry, and were 

interviewed and audio recorded separately from each other. This qualitative study 

involved the participants having the opportunity to elaborate on the instructional 

strategies they felt helped or did not help them be successful with each of their core 

subject courses during their tenth grade year in high school. The subjects who took part in 

this study attended a large urban high school, located in Southeast Texas, which consisted 

of an Hispanic population of 50.6% (Texas Education Agency, 2015a). 

Significance of the Study  

 The knowledge gained from this study may provide important information that 

can be used in the planning of professional development sessions for teachers working 

with Hispanic students. This information could help change how teachers instruct their 

Hispanic students in an effort to help them improve their success rate on their state 

assessments and in passing their courses in high school. The data obtained from this 

study may also assist school districts in designing curriculum programs that will capture 

the interest of Hispanic students. The data from this study may help identify factors to 

help motivate Hispanic students who are struggling in their classes as well. Success in 



7 

 

 

high school, particularly in English, math, science, and social studies, is important in 

order to close the academic achievement gap between Hispanic and White students, 

which in turn will help prepare the Hispanic workforce with the 21
st
 century skills 

(critical thinking, communication, collaborative, and creative skills) needed for them to 

be successful and contribute to the Texas and U.S. economy. In order to help improve 

Hispanic high school dropout rate, improve their level of college completion, and to 

ensure a higher income among the Hispanic work force, data must be acquired to help 

identify ways to improve learning among Hispanic high school students and assist them 

in graduating from high school on time. 

Research Questions  

1. What teaching strategies do Hispanic students who passed chemistry report most 

influenced their performance in chemistry? 

2. What teaching strategies do Hispanic students who did not pass chemistry report 

most influenced their performance in chemistry? 

3. What teaching strategies do Hispanic students who passed chemistry report least 

influenced their performance in chemistry?  

4. What teaching strategies do Hispanic students who did not pass chemistry report 

least influenced their performance in chemistry?  

5. What are the similarities and differences between the responses Hispanic students 

who passed and did not pass chemistry reported as most and least influential in 

their performance in chemistry? 

6. What teaching strategies do Hispanic students who passed chemistry report most 

influenced their performance in geometry? 
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7. What teaching strategies do Hispanic students who did not pass chemistry report 

most influenced their performance in geometry? 

8. What teaching strategies do Hispanic students who passed chemistry report least 

influenced their performance in geometry? 

9. What teaching strategies do Hispanic students who did not pass chemistry report 

least influenced their performance in geometry? 

10. What are the similarities and differences between the responses Hispanic students 

who passed and did not pass chemistry reported as most and least influential in 

their performance in geometry? 

11. What teaching strategies do Hispanic students who passed chemistry report most 

influenced their performance in English II? 

12. What teaching strategies do Hispanic students who did not pass chemistry report 

most influenced their performance in English II? 

13. What teaching strategies do Hispanic students who passed chemistry report least 

influenced their performance in English II? 

14. What teaching strategies do Hispanic students who did not pass chemistry report 

least influenced their performance in English II? 

15. What are the similarities and differences between the responses Hispanic students 

who passed and did not pass chemistry reported as most and least influential in 

their performance in English II? 

16. What teaching strategies do Hispanic students who passed chemistry report most 

influenced their performance in world history? 
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17. What teaching strategies do Hispanic students who did not pass chemistry report 

most influenced their performance in world history? 

18. What teaching strategies do Hispanic students who passed chemistry report least 

influenced their performance in world history? 

19. What teaching strategies do Hispanic students who did not pass chemistry report 

least influenced their performance in world history? 

20. What are the similarities and differences between the responses Hispanic students 

who passed and did not pass chemistry reported as most and least influential in 

their performance in world history? 

21. What outside factors do Hispanic students who passed chemistry report most 

significantly helped and/or hindered their performance in school?  

22. What outside factors do Hispanic students who did not pass chemistry report most 

significantly helped and/or hindered their performance in school?  

23. What are the similarities and differences between the outside factors those 

Hispanic students who passed and did not pass chemistry reported as helped 

and/or hindered their performance in school?  

Definition of Terms  

1. Achievement Gap: the disparity in academic performance that exists between 

White students and Hispanic students and White students and African American 

students. 

2. Sub populations 

 Hispanic: pertaining to students and parents of Latin origin (e.g. Mexico, 

Central America, South America, and Spain), interchangeable with Latino. 
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 White: pertaining to students of Anglo origin. 

 African American: pertaining to students of African descent.  

3. Minority Students: refers primarily to Hispanic and African American students, 

but includes Asians and Other subpopulations.  

4. At-risk Students: referring to students who are less likely to transition 

successfully from middle school to high school and who are identified as facing 

factors which could cause them to drop out of high school or prevent them from 

graduating from high school on time.  

5. Sociocultural Awareness: the understanding of the culture of various ethnic 

minority groups and its influence their lives.  

6. Dropout: a student who was enrolled in a public school, grades 7-12, does not 

return to the public school the following fall within the school start window (i.e. 

by the last Friday in September), was not expelled, did not graduate, receive a 

GED, continue school outside of the public school system, begin college, or die.  

7. Dropout Rates: the percentage of high school students who dropout from school 

during one school year. 

8. Graduation Rates: the percentage of high school students who graduate from high 

school during one school year. 

9. K-12: kindergarten through 12
th

 grade.  

10. Adequate Yearly Progress (AYP): is the accountability component of No Child 

Left Behind whereby each state is to define a standard that each district and 

school are required to meet and show appropriate student educational growth 

within a scholastic school year.  
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11. Texas Education Agency (TEA): the governing body of public school education 

in the state of Texas. 

12. Academic Excellence Indicator System (AEIS): a report provided by TEA for 

every district and campus which includes performance data, student and staff 

demographics, and budget expenditures. This format of reporting existed prior to 

the 2012-2013 school year. 

13. Texas Academic Performance Report (TAPR): a report provided by TEA for 

every district and campus which includes performance data, student and staff 

demographics, and budget expenditures. This format of reporting came to 

existence starting in the 2012-2013 school year. 

14. Texas Assessment of Knowledge and Skills (TAKS): previously used Texas state 

standardized test used in grades 3-8 and 9-11 which assessed skills in reading, 

writing, math, science, and social studies; based on state standards. 

15. Curriculum: the subjects comprising a course of study in a school.  

16. Instructional Strategies: techniques used by teachers when delivering learning 

information/material to students.  

17. Leadership (in education): involves working with key staff and community 

members toward improving the educational process, environment, and academic 

achievement on campus.  

18. School/Educational Reform: the process of using research strategies in order to 

improve campus procedures, culture, and academic achievement.  

19. Workforce: the working group of individuals in any subpopulation between the 

ages of 25-64.  
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20. Socioeconomic Status (SES): is the measure of a person’s or family’s economic 

and social position compared to other members of society, based on occupation, 

level of education, and income.  

21. Poverty Rate: the percentage of people or families, who are living below poverty 

guidelines, determined by each state and takes into consideration the number of 

working individuals and the total income per household.  

Limitations  

 The results of this study relied on the subjective opinions provided by the 

participants; the researcher assumed the participants were open and honest about their 

responses. Bias by the associate principal of instruction may have played a role in this 

qualitative study, such as in the selection of successful/unsuccessful students who 

completed the chemistry course. In studying the data, the researcher may have played a 

role in the study’s limitations by misunderstanding the information being provided by the 

students. As a final point, the number of participants, questioning strategy, and the 

quality of questions (i.e. the design of the questions asked) could have limited the data’s 

significance.  

  

 



 

 

 

Chapter II 

Review of the Literature 

The Achievement Gap 

There is a large concern for the lack of achievement among students in secondary 

education in the United States (U.S.). Contributing writer Paul E. Peterson expresses his 

concern: 

The American high school is troubled. Not only do U.S. high school students’ 

performances trail those of students in most other industrialized nations, but there 

are few signs of improvement within the United States. While pupils in fourth 

grade have made striking gains over the past couple of decades, the gains 

attenuate by eighth grade and disappear altogether in high school. Even the most 

talented high school students don’t always do well…Approximately 1.7 million 

college students must take remedial courses, a clear indication that high school 

graduates have not acquired a minimum set of cognitive skills. (Finn Jr. & Sousa, 

2014, p. 119) 

Contributing writer Herbert J. Walberg expresses his own concerns and believes that the 

traditional American public school system has not met the new international achievement 

standard and indicates in the latest international achievement survey, “U.S. students 

ranked twenty-seventh in mathematics and twenty-first in science” (Finn Jr. & Sousa, 

2014, p. 72). In his chapter, Walberg includes that 70 percent of American eighth graders 

cannot read proficiently, 1.2 million students drop out of high school each year, and 44 

percent of dropouts younger than twenty-four are unemployed. Except for Luxembourg, 
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Walberg adds, the U.S. recently had the highest per-student spending in the world among 

advanced economies and illustrates the following:  

With poor performance and high spending, American public schools are grossly 

inefficient. They are grossly unfair, because poor families are typically confined 

to the worst schools in big cities…Citizens’ abilities and knowledge are deciding 

factors in a nation’s wealth, scientific progress, and economic freedom. The 

world’s wealthiest nations have sustained strong intellectual traditions that result 

in notable accomplishments in engineering, mathematics, technology, and basic 

and applied science. (Finn Jr. & Sousa, 2014, p. 72) 

In 2005, The National Center for Public Policy and Higher Education announced 

in their Policy Alert, “If current trends continue, the proportion of workers with high 

school diplomas and college degrees will decrease and the personal income of Americans 

will decline over the next 15 years” (Kelly, 2005, p. 1). This report further states that 

unless states improve the level of education being provided and raise the educational 

level of all ethnic groups, there will be a drop in the average level of education of the 

U.S. workforce in the next two decades which will cause a lower personal income level 

for Americans, decreasing the nation’s tax base. The Policy Alert explains that these 

effects are due to:  

1. A large increase in the population growth in the U.S. workforce taking place 

among the ethnic groups with the lowest level of education.  

2. The upcoming retirement of the baby boomer generation, the mostly highly 

educated generation in U.S. history.  
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3. Widening educational gaps between Whites and all minority groups except for 

Asian-Americans (Kelly, 2005).  

 Between 2000 and 2010, the Hispanic population grew by 15.2 million, 

accounting for more than half of the overall 27.3 million increase of total population in 

the U.S. (Ennis, Rios-Vargas, & Albert, 2011). Hispanics are located in different 

concentrations throughout the U.S. In 2010, 41 percent of Hispanics were located in the 

West, 36 percent in the South, 14 percent in the Northeast, and nine percent in the 

Midwest with 75 percent of all Hispanics living in eight states: California, Texas, Florida, 

New York, Illinois, Arizona, New Jersey, and Colorado. In 2010, California contained 

27.8 percent of the total Hispanic population, Texas contained 18.7 percent, Florida 

contained 8.4 percent, and New York contained 6.8 percent (Ennis et al., 2011). 

Currently, 37 percent of the U.S. population is comprised of minorities and by 2060, 57 

percent of the total U.S. population will consist of minorities (the cross over to take place 

in 2043) (Ennis et al., 2011). It is projected that the U.S. Hispanic population will more 

than double from 53.3 million in 2012 to 128.8 million in 2060, increasing from 17 

percent of the U.S. population in 2012 to 31 percent in 2060 (United States Census 

Bureau, 2012).  

 Kelly (2005) indicates that the greatest population increase among the U.S. 

workforce (ages 25-64) is occurring in minority groups with the lowest level of education 

while those reaching retirement age are predominantly White, who have the higher levels 

of education. Kelly (2005) further reports that from 1980-2000, Asian-Americans made 

the most progress in education by obtaining a bachelor’s degree or higher (36-46%), 

followed by Whites (20-30%). In 2000, Whites were twice as likely to have a bachelor’s 
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degree compared to African-Americans (15%) and three times as likely as Hispanics 

(11%). The Policy Alert data show the lowest educational achievement among the 

working-age population (ages 25-64) to be among the Hispanic sub-population where the 

educational gap between Whites and Hispanics with a bachelor’s degree or higher to have 

increased from 12 percent in 1980 to 19 percent in 2000 (Kelly, 2005).  

The single largest barrier to college entrance for African-Americans and 

Hispanic/Latinos appears to be high school completion…About 50% of African-

American and Hispanic/Latino 9
th

 graders do not become eligible to enter college 

after four years of high school because they have not completed high school. 

(Kelly, 2005, p. 4) 

Marked with low achievement scores and high drop-out rate, Caldwell and Siwatu 

(2003) believe that navigational skills are needed much more than cognitive skills in 

order to motivate and retain the small percentage of Hispanic students who are interested 

in college. The National Center for Education Statistics (NCES) (2009, 2012) provides 

the following data on nationwide high school graduation trends. White students show a 

steady rise in graduation rate from 2001 (75%) to 2006 (80.3%), then continues to rise in 

2009 (82%) to 2012 (85%). African American students show a steady rise in graduation 

rate from 2001 (49%) to 2006 (59.2%), continues to rise in 2009 (63%) to 2012 (68%). 

Hispanics show a steady rise in national high school graduation from 2001(53%) to 2006 

(61%), continuing to rise in 2009 (65%) to 2012 (76%). This information is displayed in 

table 2. NCES data concerning the national high school dropout rate (ages 16-24) is 

illustrated in table 3.  
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Table 2  

National High School Graduation Rates 

Year White African American Hispanic 

2000-2001 75% 49% 53% 

2002-2003 78.7% 59.4% 65.9% 

2005-2006 80.3% 59.2% 61.0% 

2008-2009 82% 63% 65% 

2009-2010 83% 66% 71% 

2011-2012 85% 68% 76% 

(National Center for Education Statistics, 2009, National Center for Education Statistics, 

2012b) 

Table 3  

National High School Dropout Rates 

Year White African American Hispanic 

1990 9% 13% 33% 

1995 8% 14% 28% 

2000 7% 13% 29% 

2005 6% 12% 24% 

2010 5% 8% 16% 

2012 4% 8% 12% 

(National Center for Education Statistics, 2009, National Center for Education Statistics, 

2012b) 

As seen from the data in table 3, Whites display a decreasing high school dropout trend 

from 1990 (9%) to 2000 (7%) to 2012 (4%). African-American high school dropout rates 

remained the same from 1990 (13%) to 2000 (13%) but displayed a decreasing trend in 

2012 (8%). Hispanics exhibit the highest national dropout rates as seen in 1990 (33%), 

through 2000 (29%) and continuing in 2012 at 12%. The data illustrated on tables 2 and 3 

show two areas of large concern involving the large achievement gap between Whites 

and Hispanics in the U.S. 
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Information about the percentage of high school completers who are enrolled in 

two and four year colleges, by race and ethnicity from 2000 to 2012 was obtained from 

the National Center for Education Statistics (2013) and is exhibited on table 4.  

Table 4  

Rate of Enrollment in 2 and 4 Year Colleges 

 2000 2009 2012 

Hispanic 52.9% 59.3% 70.3% 

White  65.7% 71.3% 65.7% 

African American 54.9% 69.5% 56.4% 

(National Center for Education Statistics, 2013) 

The Hispanic sub-population among high school graduates demonstrates to be the sub-

population with the highest college enrollment in 2012 compared to 2000 where they 

were the lowest. Kelly (2005) provides the percentage of students who graduate for each 

sub-population, within 150% of the program time: 23% Whites, 9% African-Americans, 

and 10% Hispanics/Latinos (p. 5). When considering the percentage of Hispanic students 

who successfully complete an undergraduate, masters, or doctoral degree, the numbers 

are considerably lower than Whites.  

  NCES (2012a) shows the number of degrees conferred to U.S. residents by 

colleges and universities from the 1999-2000 school year to the 2009-2010 school year.  

Murdock, Cline, Zey, Jeanty, and Perez (2014) explain, “Higher levels of education result 

in the creation of higher levels of skills and human capital that increase productivity, 

which increases market demand and higher occupational achievement and results in 

higher incomes “(p.7). Murdock et al. (2014) describe that educational differences are 

due to a variety of historical disadvantages which include: ethnic status, living in a 

poverty household, having a poorly educated mother or surrogate, living in a single 
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parent household, and having a non-English language background. Students who are 

disadvantaged on several of the indicators previously mentioned are at greater risk of 

academic failure, performing poorly on standardized tests, dropping out of high school, 

and never earning a higher degree in college. “Given the importance of a college 

education for economic success in the United States, increasing [Hispanic] college 

enrollment rate in Texas is essential” (Murdock, Cline, Zey, Jeanty, & Perez, 2014, p. 

112). Table 5 is taken from NCES (2012a); the data illustrated on this table reflects data 

from the 1999-2000 to 2009-2010 school year, showing Hispanics have earned the fewest 

Associates, Bachelor’s, Master’s and Doctoral degrees in comparison to Whites and 

African-Americans, with the achievement gap being widest between Whites and 

Hispanics. The “Doctor’s” category in table 5 includes Ph.D., Ed.D., and comparable 

degrees at the doctoral level and includes most degrees formerly classified as first-

professional, such as M.D., D.D.S., and law degrees.  
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Table 5  

Number of Degrees Conferred to U.S. Residents 

Level of degree and race/ethnicity Number Percentage distribution Percent conferred to females 

1999–2000 2009–10 1999–2000 2009–10 1999–2000 2009–10 

Associate's 554,845 833,337 100.0 100.0 60.3 62.0 

White 408,772 552,863 73.7 66.3 59.8 60.9 

Black 60,221 113,905 10.9 13.7 65.2 68.3 

Hispanic 51,573 112,211 9.3 13.5 59.4 62.4 

Asian/Pacific Islander 27,782 44,021 5.0 5.3 56.8 58.5 

American Indian/Alaska Native 6,497 10,337 1.2 1.2 65.8 64.9 

Bachelor's 1,198,809 1,602,480 100.0 100.0 57.5 57.4 

White 929,106 1,167,499 77.5 72.9 56.6 56.0 

Black 108,013 164,844 9.0 10.3 65.7 65.9 

Hispanic 75,059 140,316 6.3 8.8 59.6 60.7 

Asian/Pacific Islander 77,912 117,422 6.5 7.3 54.0 54.5 

American Indian/Alaska Native 8,719 12,399 0.7 0.8 60.3 60.7 

Master's 406,761 611,693 100.0 100.0 60.0 62.6 

White 324,981 445,038 79.9 72.8 59.6 61.8 

Black 36,595 76,458 9.0 12.5 68.2 71.1 

Hispanic 19,384 43,535 4.8 7.1 60.1 64.3 

Asian/Pacific Islander 23,538 42,072 5.8 7.0 52.0 54.3 

American Indian/Alaska Native 2,263 3,960 0.6 0.6 62.7 64.3 

Doctor's1 106,494 140,505 100.0 100.0 47.0 53.3 

White 82,984 104,426 77.9 74.3 45.4 51.4 

Black 7,080 10,417 6.6 7.4 61.0 65.2 

Hispanic 5,039 8,085 4.7 5.8 48.4 55.0 

Asian/Pacific Islander 10,684 16,625 10.0 11.8 48.8 56.5 

American Indian/Alaska Native 707 952 0.7 0.7 52.9 54.8 

(National Center for Education Statistics, 2012a) 
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The population in Texas, in 2010, was 45.3 percent White (decreasing from 52.4 

percent in 2000), 37.6 percent Hispanic, 11.5 percent African-American, and 5.6 percent 

Asian or Other (Murdock et al., 2014). By 2050, Texas is projected to increase in 

population to over 50 million (increasing by more than 30 million since 2010) which will 

consist of 21.8 percent White, 9.4 percent African-American, 55.6  percent Hispanic, and 

13.2 percent Asian or Other; 70.7 percent of this growth will be due to an increase in the 

Hispanic population (Murdock et al., 2014). With these projected changes in the Texas 

population, comes predicted changes in the Texas workforce. Murdock et al. (2014) 

predict that the total Texas workforce will increase from over 12 million in 2010 to over 

26 million in 2050 which will be due to a 73.6 percent increase in the Hispanic 

workforce, 21.6 percent increase in the Asian and Other workforce, and a 7.3 percent 

increase in the African-American workforce; the White workforce is predicted to decline 

by 343,042. “It is evident that the future of the Texas labor force will be increasingly 

determined by change in the labor force resulting from its minority populations” 

(Murdock et al., 2014, p. 49). With the decline in the White labor force, the overall level 

of education for the Texas workforce is expected to decline. 

The result of the analysis relating to the educational, occupational, and income of 

workers show that, in the absence of change, the Texas labor force as a whole will 

be less well educated, work in lower status occupations, and have lower incomes 

in 2050 than in 2010. Texas must increase the skills and education of its labor 

force. In the absence of improvements in skills and education, the labor force will 

be less competitive and poorer in the future than it is today. (Murdock et al., 2014, 

p. 65) 
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 As seen in tables 6 and 7, the Texas Education Agency (2014) reports successful 

high school graduation rates in 2011 and 2012, and displays contentment in being ranked 

among the top three states in the U.S. with graduation rates among all sub-populations 

above the national graduation rates.  

Table 6  

Texas and National High School Graduation Rates and Ranks: 2011 

Class of 2011 TEXAS RANK UNITED 

STATES 

All Students 86% 3
rd

 (tie) 79% 

White 92% 1
st
 84% 

Hispanic 82% 3
rd

 71% 

African-American 81% 2
nd 

(tie) 67% 

Economically 

Disadvantaged 

84% 1
st
 70% 

Students with Disabilities 77% 1
st
 59% 

 

Table 7  

Texas and National High School Graduation Rates and Ranks: 2012 

Class of 2012 TEXAS RANK UNITED 

STATES 

All Students 88% 2
nd

 (tie) 80% 

White 93% 1
st
 (tie) 86% 

Hispanic 84% 2
nd

 73% 

African-American 84% 1
st
 69% 

Economically 

Disadvantaged 

85% 1
st
 (tie) 72% 

Students with Disabilities 77% 3
rd

 (tie) 61% 

(Texas Education Agency, 2014b) 
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Data from the Texas Education Agency (TEA) (2015a, 2015b) show (in Tables 8 

& 9) that the high school campus where the study is to be conducted had higher 

graduation rates than the state average in 2012 and 2013.  

Table 8  

State, District, and Campus Graduation/Drop-Out Rates: 2012 & 2013 

Class of 2012 Texas District Campus 

Graduated 87.7% 94.4% 93.8% 

Dropped Out 6.3% 4.6% 5.2% 

Class of 2013    

Graduated 88% 94.7% 95% 

Dropped Out 6.6% 3.6% 3.8% 

(Texas Education Agency, 2015b) 

Table 9  

Campus Graduation/Drop-Out Rates: 2012 & 2013 

Class of 2012 White Hispanic African American 

Graduated 87.5% 95.9% 92.4% 

Dropped Out 0 3.6% 6.7% 

Class of 2013    

Graduated 97.5% 95.3% 94.8% 

Dropped Out 2.5% 4.0% 3.7% 

(Texas Education Agency, 2015a) 

The data on tables 8 and 9 also show that in 2012 and 2013, the high school campus 

being studied showed a lower dropout rate compared to state averages, as illustrated in 

Table 8. Table 9 shows the campus dropout rates for each of the three main ethnic 

groups. In 2013 the Hispanic subpopulation had the highest dropout rate on the campus 

being studied. 

 When considering the overall Hispanic population in Texas, in 2010 Hispanics 

had the highest percentage of persons age 25 and older with the lowest levels of 
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education (high school diploma or less) showing the large level of academic disparity 

which exists among the Texas population (Murdock et al., 2014). With this data, 

Murdock et al. (2014) justifies the need in improving the college and university 

completion rate among Hispanic students, in order to prepare an effective workforce.  

If Texas fails to adequately educate its growing population of minority students, 

the state will have a less well educated and a poorer population than it has today. 

However, if it can successfully educate this population, it could have a younger 

and more competitive workforce that the nation as a whole. (Murdock et al., 2014, 

p. 132) 

One researcher believes that the challenges in closing the achievement gap between 

White and Hispanic students lie among the political arena rather than just through 

educational reform: 

Having worked over several years on an intensive effort to raise minority student 

achievement…I was left with the realization that even when an objective analysis 

of conditions suggested that change should be possible, well-thought-out plans 

could easily be thwarted by obstacles that have more to do with politics and 

relatively little to do with educational practice. (Noguera, 2008, p. 136) 

School Reform  

 In the U.S., various education reform movements have come into being during the 

past seven decades. The success of any of the educational reform movements has been 

based on one premise, how will it be financed? In other words, “Federal interest in 

schooling, and the opposition to certain methods of advancing that interest, exert opposite 

ideological pressures. These pressures are still present” (Anderson, 2007, p. 29). In the 
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1940’s aid was provided for higher education in the form of the Servicemen’s 

Readjustment Act (i.e. G.I. Bill of Rights). In 1944 President Franklin D. Roosevelt 

signed this G.I. Bill of Rights which provided World War II veterans funds for a college 

education, unemployment insurance, and housing as an attempt to stimulate the economy 

and avoid an economic depression due to potential widespread unemployment after the 

war (“Servicemen’s Readjustment Act of 1944,” 1944). The funds that were available 

through this Bill were meant to be spent at the university/college level. During the post-

war era, U.S. legislators and citizens slowly began to show their concern for the quality 

of education at the lower levels.  

Arthur Bestor (1953) angered people in the educational field through his criticism 

of the American high school educational system during this post-war era. Bestor helped 

raise public concern about public high school education by pointing out that the 

curriculum had been dumbed down by the educationists and university based curriculum 

reforms and that public high schools were the solution to this problem at that time 

(Bestor, 1953). Finn Jr. (2008) details his perception of the 1950’s:  

The growth education scene of the 1950’s was jarred by two major-league 

surprises. The more profound was the Supreme Court’s 1954 Brown decision, 

outlawing de jure segregation in public schooling. Second was the 1957 launch of 

Sputnik, the Soviet satellite that signaled to Americans that the country’s 

scientific edge was dulling. (p.8) 

In 1954 the United States Supreme Court declared, in the case of Brown v. Board of 

Education of Topeka, that segregated schools violate the equal protection clause of the 

fourteenth amendment of the Constitution; several bills prohibiting federal aid to 
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segregated schools soon followed (Eidenberg & Morey, 1969). On October 1957 the 

Soviet Union announced their successful launch of Sputnik I, the world’s first artificial 

satellite, and in November 1957 Sputnik II was launched, carrying a heavier load and a 

dog named Laika; this prompted the U.S. government to conclude that the Soviets had 

gained a substantial advantage in scientific research (Association for Educational 

Communications and Technology, 2015). In September of 1958 President Dwight D. 

Eisenhower signed the National Defense Education Act (NDEA) which approved 

approximately $1 billion for basic science, mathematics, and foreign language programs 

in the form of student loans, equipment acquisition, and teacher training (Eidenberg & 

Morey, 1969). This law provided funds to all levels of education; elementary through 

graduate school. “During this time, the public expected the national government to take 

action to correct the conditions that had allowed the country to suffer this scientific and 

technological “defeat” at the hands of the Communists” (Clowse, 1981, p. 6,7). In the late 

1950’s there existed ideological differences between acceptable and unacceptable 

education policies. However, various kinds of subsidies were primarily acceptable, 

especially for higher education institutions (Anderson, 2007).  

Even though ample precedent for federal school aide existed before the 1950’s, 

that decade marked an important shift in the perception of schools as legitimate 

avenues for solving national problems. Charges of federal control were overcome 

(but not silenced) by offering schools and colleges wide spending latitude 

[NDEA] within broad topics. (Anderson, 2007, p. 39) 

In the 1960’s writers such as David Riesman promoted ideas such as teachers 

being “vulnerable targets” and that pressure from society wanting their children to get 
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accepted to “good” colleges is leading to an end in innovative and experimental 

approaches to teaching in high school (Riesman, 1960, pp. 23, 24). During this time 

period Philip G. Kapfer (1968) proposed the idea of individualized instruction through 

the use of specific packets designed for each student through a process he referred to as 

the Instructional Management Strategy. Using this strategy a teacher develops a specific 

packet to guide the student from the concept of a particular topic through three other 

phases which involves gaining background knowledge, confronting the problem, and 

coming up with a resolution to the problem. The teacher is used as reference and not as 

the primary means of gaining knowledge (Kapfer, 1968). Although changes to instruction 

were underway in the 1960’s, there were still individuals compelled to report on the 

failures in American education. Hannh Arendt (1968) exclaimed in one article that the 

“crisis” in American education “announces the bankruptcy of progressive education” (p. 

176), which had arisen in response to the demands of society. In 1965 President Lyndon 

B. Johnson signed the Elementary and Secondary Education Act (ESEA) which offered 

federal grants for districts serving low-income students to improve the quality of 

elementary and secondary education, for textbook and library books, created special 

education centers, and created scholarships for low-income college students (U.S. 

Department of Education, 1965). ESEA was important because it accelerated the 

expansion of federal assistance to elementary and secondary education. This same year, 

the Higher Education Act was signed and provided scholarships and loans to universities 

for research and attempted to link improvements in higher education with K-12 education 

through setting scholarships specifically aimed toward training and developing teachers 

(Clowse, 1981). At that time, the authors of ESEA were faced with the challenge of 
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minimizing three major issues; race, aid to parochial schools, and federal control 

(collectively known as the 3R’s – Race, Religion, and Reds) (Anderson, 2007). ESEA 

was “packaged as an educational contribution to the federal rights movement and the War 

on Poverty”, thus, by being able to link education with pressing domestic issues, 

advocates were able to justify the role for the federal government in supporting 

elementary and secondary education (Anderson, 2007, p. 62).  

The 1970’s saw the passing of the Education for All Handicapped Children Act 

(1975) which ensured that children with disabilities receive a free and appropriate 

education, emphasized the improvement of the quality of preschool programs during the 

1970’s, introduced cognitive development and operant learning, and recognized the need 

for research to improve instruction (Gordon, 1971). The passing of this law took place 

without much argument, indicating politics and ideology “are distinct and sometimes 

completely separate” (Anderson, 2007, p. 90). During this time, it was not practical nor 

appropriate for legislators to question the need for serving the special education 

population, however, the federal share of the expense of this mandate was lessened to 

ensure its passage (Anderson, 2007). In the 1970’s, educators were realizing that in order 

to improve instruction the quality of teacher training must be enhanced in order to 

incorporate technology into classroom instruction and to improve the overall skill set 

needed to teach, thus leading to the need of improving curriculum design which would 

then carry over into instruction and learning (Gordon, 1971). Card and Lemieux (2001) 

indicated there was a sharp decline in school enrollment rates among males age 18-24 as 

well as in “educational attainment” and the female enrollment rate stagnated leading to 

“no net growth in educational attainment” (p.480). It was believed that these trends 
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among the female population occurred due to the effects of the baby boom period and 

due to an increase in male population size, particularly among the minority population. 

Paulston (1976) recognized the importance of having a comparative knowledge of how to 

educate “ethnic groups” in order to reach a national goal of educating all of its citizens as 

the country moved “into a new era of limited growth” (p. 276). It was noted, “By the late 

1970’s, the number and total size of federal education programs had grown to such a 

degree that some policy-makers contended that these activities should be consolidated in 

a cabinet-level department of education” (Anderson, 2007, p. 24). In October of 1979, 

President Jimmy Carter signed the Department of Education Organization Act. President 

Jimmy Carter is quoted as saying:  

I came to the office of the Presidency determined that the American people should 

receive a better return on their investment in education. Primary responsibility for 

education should rest with those States, localities, and private institutions that 

have made our Nation’s educational system the best in the world, but the Federal 

Government has for too long failed to play its own supporting role in education as 

effectively as it could. (Woolley & Peters, Gerhard, 1979) 

In 1979 Congress announced that the purpose of the Department of Education would be: 

 to strengthen the Federal commitment to ensure every individual access to equal 

education, 

 to better support states, localities, and public/private institutions in carrying out 

their responsibilities for education, 

 to promote improvements in the quality/usefulness  of education through federally 

supported research, evaluation, and the sharing of information,  
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 to improve the management and efficiency of Federal education activities,  

 to increase the accountability of Federal education programs to the public, 

President, and the Congress,  

 to encourage the involvement of students, parents, and public in Federal education 

programs, 

 to improve the coordination of Federal education programs. (U.S. Department of 

Education, 2014) 

The Department of Education debate re-ignited a strong deliberation of the federal role in 

education. Despite the growing support for that role since the 1950’s, this debate 

illustrated that federal involvement remained politically and philosophically controversial 

(Anderson, 2007).  

The 1980’s was a period of education reform known as the Excellence 

Movement. The Excellence Movement was prompted in April of 1983 by the 

presentation of a report called A Nation At Risk: The Imperative For Educational Reform, 

which was first presented to the Secretary of Education, T. H. Bell, by the National 

Commission on Excellence in Education (Gardner et al., 1983). In this report, Gardner et 

al. (1983) used terms such as “…the educational foundations of our society are being 

eroded by a rising tide of mediocrity…” (p. 6), “…we have been committing an act of 

educational disarmament…” (p. 6), and “Our society seems to have lost sight of the basic 

purposes of schooling…” (p. 7). Gardner and his coauthors made 38 recommendations, 

through suggested improvements in five categories: content, standards and expectations, 

time, teaching, and through leadership and fiscal support. This report indicated that both 

students and teachers needed to do more in order to meet appropriate standards: take 
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more classes, pass more tests (with a higher average), spend more time at school, teachers 

must do a better job in preparing themselves and be rewarded by their district, and all 

school leaders must find a way to gain community support and involvement in the 

education of their children (Gardner et al., 1983). Then President, Ronald Reagan, would 

not accept that the federal government would be responsible for resolving the deficiencies 

identified in the report (Anderson, 2007). Toch (1984) criticized the report by 

commenting on the few attempts made to assist with the development of a new 

curriculum, how it should be taught, and how to work with students who fail to meet the 

new standards. The Excellence Movement ended with lack of success, such that Alsalam 

and Ogle (1990) described the movement as stagnating due to low performance. 

Contributing writer Terry M. Moe agrees that the Excellence movement ended in failure 

and further expresses his thoughts about educational reform movements in the U.S.; 

…the reforms of the last few decades, despite all the fanfare, have been 

incremental and weak in practice. The nation is constantly busy with education 

reforms not because it is responsibly addressing social problems, but because it 

never actually solves them and they never go away—leading to continuing 

demands for more reforms. This is what keeps the ‘education reform era’ alive 

and kicking: not democracy, not responsibility, but failure (Finn Jr. & Sousa, 

2014, p. 37). 

In 1989, President George H. W. Bush attempted to pass America 2000 (a goals-driven, 

school reform package) but failed due to congressional opposition to school-choice 

provisions contained within the bill (Anderson, 2007). However, concerns about school 

quality and international competitiveness brought to light by A Nation At Risk fueled the 



32 

 

 

development of the systemic-reform and standards-based reform movements of the 

1990’s (Anderson, 2007).  

The 1990’s brought on the Restructuring Movement and a revision of the 

Education for All Handicapped Children Act, now known as the Individuals with 

Disabilities Education Act (IDEA). IDEA placed several accountability systems in place 

and allowed students with disabilities to be included in the general classroom. In March 

of 1994 President Bill Clinton passed Goals 2000: Educate America Act which called for 

the country to reach six national goals, involving the development and implementation of 

standards-based systemic reform initiatives throughout the country; this was the first time 

the federal government had an official role in education (Superfine, 2005). Through the 

Title I portion of the bill, Goals 2000 offered federal money to schools who agreed to 

implement eight national education goals:  

 every child will start school ready to learn, 

 high school graduation rates will be at least 90%, 

 help students learn to use their minds and demonstrate competency at the ends of 

grades 4, 8, and 12,  

 improve teacher access to professional development, 

 U.S. students will become first in the world in science and mathematics, 

 every adult in America will be literate, 

 make schools free of drugs, weapons, and violence, 

  and partner with parents to provide the whole child (Goals 2000: Educate 

America Act, n.d.).  
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In the Title II portion of the bill, the duties of the National Education Goals Panel and the 

National Education Standards Improvement Council (newly created) were listed and the 

authorization of funds and grants for state and local programs was provided in Title III 

(Anderson, 2007). There were other titles in the bill, but considered minor due to the 

dollar amount they required and the level of controversy they created. In October of 

1994, President Bill Clinton signed the Improving America’s Schools Act, which 

extended for five years the parts of the Elementary and Secondary Act of 1965. This law 

authorized approximately $11 billion for most federal K-12 education programs, $7.4 

billion of which was to be used in the Title I portion of the bill—helping disadvantaged 

children meet high standards (Education Week, 2015). Although funds were to be 

provided by the national government to the states, concerns of citizens and legislators 

regarding the relationship between states and the federal government caused many key 

implementation problems (Superfine, 2005). Goals 2000 provided the federal government 

a means for creating national and state standards (including state curriculum, 

performance standards, and standards for assessing the adequacy of school resources), 

however, Congress and the Department of Education had to withdraw several key 

provisions of the initiative in which many of the innovations developed became diluted or 

eliminated for the purpose of maintaining state and local autonomy (Anderson, 2007). 

Unlike the Sputnik era, arguments related to the low global ranking of U.S. students in 

science and mathematics did not help gain support for Goals 2000. Papagiannis, Easton, 

and Owens (1992) expressed concern about leadership practices at that time limiting the 

applicability of new technology and preventing teachers from working together to create 

lessons that would motivate learning among all students. Papagiannis et al. (1992) also 
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believed that the current system limited the involvement of campus stake holders (such as 

teachers and parents) from a process in which they could have provided critical 

knowledge. Unfortunately when given the opportunity to help make decision for their 

campus, teachers chose to focus on issues that were not directly involved with student 

learning (i.e. discipline, parental involvement, faculty morale, etc.) (DuFour & Robert, 

1998). Due to the combination of the inability of states and federal government to 

cooperate along with the inability of schools to manage themselves, the Restructuring 

Movement had little effect on the improvement of student achievement (DuFour & 

Robert, 1998).   

The No Child Left Behind Act of 2001 (NCLB) is the latest revision of the 

Elementary and Secondary Education Act of 1965 (ESEA) whose original goal was to 

improve educational equity by funding school districts who served lower income 

families; signed by President George W. Bush on January 8, 2002 (Jorgensen & 

Hoffmann, 2003). A provision for supporting poor families and students, NCLB included 

a large private-school voucher component which would allow students to leave public 

schools that were repeatedly classified as low performing or in need of improvement. 

NCLB also put into place two important national standards: significant accountability 

requirements on all schools and school districts receiving federal funds (not just those 

with high concentrations of lower income students) and the requirement of all teachers 

being highly qualified in the subject area(s) they teach (Anderson, 2007). School 

standards and accountability structures were first put into place by the Improving 

America’s Schools Act of 1994 which paved the way for more specific standards and 

accountability elements as set by NCLB (New America Foundation, 2013). Although 
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schools are allowed to exercise decision making processes in the implementation of 

instructional methods, Jorgensen and Hoffmann (2003) describe that under NCLB, the 

following will take place: students will be tested under rigorous state standards, schools 

with struggling students must show yearly progress in order for a school to achieve 

Adequate Yearly Progress (AYP), schools that do not meet yearly AYP may witness their 

students being transferred to another school meeting standards, states will be required to 

submit plans that explain their achievement standards, aligned assessments, reporting 

procedures, and accountability systems. Anderson (2007) writes, “…mandatory testing is 

the only way to make sure the government does not continue wasting money on low-

performing public schools. Conservatives disparaged the track record of federal spending 

on education as a basis for imposing new controls on schools” (p. 87). Although NCLB 

was slated to be revised in 2010, the nation waits to see which changes, if any, will be 

made. NCLB is important to the history of the philosophical debate that exists concerning 

the role federal support and education. The strong support from conservative politicians 

appears to mark the end of a long era of the opposition of the expansion of federal control 

in schools, however, the defeat of the school voucher component of the bill uncovered 

remaining ideological divisions on the education debate (Anderson, 2007). Contributing 

author Williamson M. Evers writes, “Even among those who originally favored NCLB, 

there were liberals who rapidly became disaffected with it because they believed 

underfunding prevented the law from succeeding” (Finn Jr. & Sousa, 2014, p. 94). One 

researcher announces his support of NCLB with the following statement: 
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For many years, the great shame of public education in the United States was that 

large numbers of students graduated from school possessing limited skills and 

knowledge. The new law is intended to ensure that all students demonstrate 

measureable evidence of academic achievement, and the slogan – Leave No Child 

Behind – dramatically captures this intention. (Noguera, 2008, p. 171)  

In 2009, President Barack Obama signed into law the American Recovery and 

Reinvestment Act (ARRA) which was designed to stimulate the economy, create jobs, 

and invest in critical areas such as education. The U.S. Department of Education created 

a competitive grant program, from discretionary stimulus money, in an effort  to persuade 

states to adopt the nationals standards that were created (Finn Jr. & Sousa, 2014). 

Contributing author Williamson M. Evers quotes policy analyst Michael Petrilli who 

called the inducements to adopt national standards “the carrot that feels like a stick” (Finn 

Jr. & Sousa, 2014, p. 100). Money has been awarded through the Race to the Top Fund 

(RttT) to school districts and schools who came up with creative strategies that would 

lead to student success, lead to long term gains in school, as well as increased 

productivity and effectiveness (U.S. Department of Education, 2009). The Obama 

administration put this program into action after the results of the 2009 Programme for 

International Student Assessment (PISA) test were released, showing that the U.S. was 

mediocre in mathematics while students in China dramatically outperformed students in 

the U.S. (Finn Jr. & Sousa, 2014). RttT rewards states that show success in raising 

student achievement, have developed the best plan for putting their reform programs in 

place for the future, and will serve as models for the rest of the country to follow (U.S. 

Department of Education, 2009). Contributing writer Williamson M. Evers believes that 
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RttT was a necessary form of government intervention needed to help states whose 

performance standards were already heading downward. Evers also states that the Obama 

administration developed a guide for K-12 education reform consisting of national-

curriculum standards [the Common Core Standards] and national tests based on these 

standards, “Both President Obama and education policy analyst Chester Finn said that 

these results [PISA test results] were as important and stunning as the launching of 

Sputnik” (Finn Jr. & Sousa, 2014, p. 99). Nevertheless, accommodations were not made 

for states whose standards were better than the Common Core. Williamson M. Evers 

provides his personal remarks on the Common Core, “The new national academic-

content standards for English and math are no better than the standards in place in one 

quarter of the states and weaker than those in a half-dozen states” (Finn Jr. & Sousa, 

2014, p. 101). Over the past five decades, conservatives among the federal government 

have softened on their stance of federal aid being provided to schools and liberals put to 

rest conservative fears of unintended consequences of federal involvement (Anderson, 

2007). The long standing belief that federal government ought to be limited has been 

replaced by certainty among many legislators that the results of past federal investments 

[in education] justify imposing strict accountability standards on schools (Anderson, 

2007).  

NCLB was the first law that put forth specific procedures to be followed when 

using federal funds to serve lower income students. The accountability systems that were 

put into place no longer allowed for minority sub-populations to continue 

underperforming in public schools. NCLB allowed campus leaders and stakeholders to 

have great influence on the implementation and delivery of instruction and possibly the 
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one individual who holds the most influence in the decision making process is the 

campus principal (Brooks & Brooks, 1999). Continued programs such as Race to the Top 

will allow for the curriculum and instructional changes needed to improve academic 

performance. Reform movements over the past 70 years have slowly made gains in 

providing the funds needed to help improve the academic success of the lowest 

performing student populations; since the 1990’s, this has been the low SES Hispanic 

population. Noguera (2008) suggests that the best kind of school reform should take into 

consideration input from the most valued stakeholder: 

Soliciting and responding to the perspectives of students can serve as another 

means of ensuring quality control, and unlike so many other reform strategies, this 

one cost nothing. Given the importance of what is at stake in our efforts to reform 

the nation’s high schools, it may be time to try an approach that allows us to learn 

about how to improve schools without expending additional resources, yet 

engaging those with so much at stake: students. (p. 71) 

In Texas, protocols for the latest approach to school reform are put into place as 

dictated in House Bill (HB) 5, which was signed into law by Governor Rick Perry during 

the Texas 83
rd

 Legislature, Regular Session, on June 2013. HB 5 requires that the 

minimum (22 credits), recommended (26 credits), and distinguished achievement (26 

credits) high school graduation programs in Texas be replaced by a foundation plus 

endorsement program at the start of the 2014-2015 school year and the administration of 

five state assessments throughout high school (Texas Education Agency, 2014a). The 

foundation school program consists of the following courses, equaling to 22 credits: four 

years of English, three of math, three of science, three of social studies, and various 



39 

 

 

elective courses. The endorsement tracks (in STEM, Business and Industry, Public 

Services, Arts and Humanities, and Multidisciplinary) will dictate which additional 

courses are taken to equal to a total of 26 credits in order for a student to graduate from a 

public high school in Texas (Texas Association of School Administrators, 2014). A 

proponent for HB 5 believes it will help all struggling students (especially minority 

students) graduate from high school and enter a career field: 

I see our kids going to college with their STEM endorsements; going to Houston 

Community College to get their basics out of the way, transferring to University 

of Texas, graduating as mechanical and electrical engineers and coming back to 

their community. I see the same thing for our kids in our district [in the business 

and industry endorsement track] getting their two years of HVAC, welding, 

plumbing, construction, or electrical courses and get their certification or license 

in a real world setting as we are doing with our kids in the health science 

endorsement through West Houston Hospital. (Chambers, 2014)  

There are skeptics, about HB 5, among parents and some universities in which they 

believe the foundation and endorsement plans will not adequately prepare minority 

students for college by lowering the expectations of taking rigorous courses, for example 

considering that not all students will be required to take Algebra 2 before graduating from 

high school in Texas (Institute for Public School Initiatives, The College of Education, 

2014). A Texas school district superintendent believes the point is that not all kids will 

want to go to college but school districts are still responsible to prepare them for college 

or a trade; he believes HB 5 will provide enough advanced courses to provide that 

opportunity (Chambers, 2014).  
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Campus Leadership 

There are various definitions and characteristics of good leadership that exist: 

“Leadership is an action that results in the improvement of the organization through 

positive modeling, positive motivation, and the implementation of a specific initiative” 

(Le Tellier, 2007, p. 5). Covey (1990) describes a Principle-Centered Leader as one who 

possesses the following characteristics: continually learns, service-oriented, radiates 

positive energy, believes in other people, leads a balanced life, sees life as an adventure, 

is synergistic (i.e. being a change catalyst and improves almost any situation), and 

exercises for self-renewal. This type of leader serves to empower people and 

organizations to achieve worthwhile objectives, in essence to become more effective at 

whatever they do (Covey, 1990). Collins (2001) describes the characteristics of a level 5 

executive, the highest level in a hierarchy of executive capabilities, and describes the 

following; the level 5 leader is one who “blends extreme personal humility with intense 

professional will and whose ambition is first and foremost for the institution, not 

themselves” (p. 21). A Primal Leader is one who leads through emotion, is capable to 

sway everyone’s emotions in the right direction, and is the person to whom others look 

for assurance and clarity (Goleman, Boyatzis, & McKee, 2002).  A Dissonant Leader is 

out of touch with the feelings of other people while a Resonant Leader is one who is 

capable of gauging people’s feelings and move them in a positive emotional direction 

(Goleman et al., 2002). Although definitions of a good leader vary, good leaders are 

always able to move their company or organization forward by being able to have crucial 

conversations and solve pressing problems (Patterson, Grenny, McMillan, & Switzler, 

2002). Researchers define a crucial conversation as being “a discussion between two or 
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more people where stakes are high, opinions vary, and emotions run strong” (Patterson et 

al., 2002, p. 1).  

Wheatley (2006) believes that when leaders impose control in order to gain 

equilibrium and stability within their organization, this only creates conditions that 

threaten the organization’s survival. Leaders must learn how to engage the creativity that 

exists within the organization and find out what works (Wheatley, 2006). Wheatley 

(2006) further describes characteristics and abilities that good leaders should possess, 

which can easily be interpreted as traits needed in a campus leader as in a business leader. 

In her 3
rd

 edition book, Leadership and the New Science: Discovering Order in a Chaotic 

World, Wheatley (2006) describes an effective leader as one that leads an organization by 

establishing a clear identity of the organization and its purpose to those who work in and 

also embodies the following governing principals: guiding visions, sincere values, and 

organizational beliefs. These principals allow members of the organization to find 

something meaningful in their work and find a deeper purpose, allowing them to cherish 

and trust their leader through chaotic times (Wheatley, 2006). A study conducted for the 

Wallace Foundation, Leithwood, Louis, Anderson, and Wahlstrom (2004) found that 

setting direction for a campus accounted for the largest proportion of a leader’s impact in 

reforming the campus. Leithwood et al. (2004) found that by developing a shared 

understanding of the organization’s goals, this helped staff members make sense of their 

role and enabled them to find a sense of identity for themselves. Reeves (2002) describes 

an effective leader as one who knows that the challenge is not to make a difficult task 

simple “but rather to render successful accomplishment of a difficult task more rewarding 

than avoidance of the task” (p. 25). Reeves (2002) also expresses that a leader must 
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develop a reward that “more than counterbalances the pain of change” (p. 28). An 

effective way to create a goal oriented approach to change is by celebrating improvement 

efforts both privately and publicly (Schmoker, 1999). The leadership in a campus must 

celebrate the successful steps involved in reaching a goal as well as the outcome itself 

(Reeves, 2002).   

After analyzing research concerning successful schools, professional learning 

communities, and the U.S. Department of Education’s measures for successful schools, 

Noguera (2008) substantiates that six components are found in high-performing schools. 

The first component is having a common mission, vision, values, and goals. Here, the 

campus works jointly to identify the material and method as to how the students will 

learn, how the learning will be measured, and how instructors will respond if learning 

does not take place. This process also involves the campus moving cohesively in one 

direction with implemented results-driven elements. The second component involves 

having prevention and intervention systems in place to accelerate student learning, for 

those who are behind, rather than separating them and slowing the learning process 

down. The third component involves all campus staff members maintaining a purposeful 

approach in teaching all students on that campus. The fourth component requires data 

analysis of implemented programs and initiatives to monitor and modify as needed to 

achieve student success. The fifth component is having active parental and community 

support to provide assistance to student learning. Noguera (2008) believes it is essential 

for schools to establish relationships with parents and community members based on 

respect and mutual need; however he acknowledges that in poor communities tension and 

distrust of the schools are more common than collaborative support of campus goals. The 
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final component involves school districts and campuses providing professional 

development opportunities in an effort to assemble an effective leadership team 

(Noguera, 2008, pp. 162, 163). Reeves (2009) asks principals to concentrate on a few 

items when deciding on teacher professional development, the focus should be on; what 

to teach, how to teach it, how does it meet student needs, and how to build internal 

capacity (i.e. teacher should be engaged with an authentic teaching style during 

professional development).  

An effective school principal encompasses a variety of good leadership traits. 

Fairman and McLean (2003) express that in a school setting, effective leaders are “those 

individuals who can initiate structure and can get task accomplished through the efforts 

of other people” (p. 9). Situational leaders “match their leadership styles to the readiness 

levels of their followers and other situational variables” (Fairman & McLean, 2003, p. 

13). When given the task to reform a campus, a principal has the challenge of changing 

the culture/climate of the school by convincing staff and community members to support 

the vision and beliefs that he/she brings. In order for a school principal to be successful in 

improving schools, he/she must build trust with the staff which can be accomplished by 

following the “three B’s.” The three B’s are: 1. Be Consistent: in the decision making 

process and in advocating for those in need, 2. Be Transparent: in allowing stakeholders 

to be part of the decision making process and in communicating with staff members, and 

3. Be Visible: make connections, give praise, and avoid criticisms (Edmonson, Combs, & 

Harris, 2013). Cain and Laird (2011) write that based on empirical data there are two 

ways to rapidly change the performance of a school; change the composition of the 
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student body to include those of higher socioeconomic status (SES), and dramatically 

improve the quality of classroom instruction.  

Marzano et al. (2005) believe that a single individual cannot work alone and meet 

all of the responsibilities required to run an effective school. For this reason, the 

researchers recommend five steps for a principal to put in place in order to create 

effective school leadership. The first step requires the development of a strong leadership 

team. The leadership team members must be willing to work together as a purposeful 

community: a community “with the collective efficacy and capability to develop and use 

assets to accomplish goals that matter to all community members through agreed-upon 

processes” (Marzano, Waters, & McNulty, 2005, p. 99). Leadership team members must 

be volunteers, must be willing to follow a set of operating principles (i.e. take on work 

that is of significance, in a quality manner, responsibly, with integrity, ethically, and 

openness), and must be committed and hold each other accountable (Marzano et al., 

2005). The second step requires the distribution of some of the responsibilities 

throughout the leadership team. Here, the assignments are made according to each 

members’ strengths and some of the leadership team members may be placed in groups in 

order to better manage a certain area of importance and provide teacher support as needed 

(e.g. keeping up with the latest trends in curriculum, instruction, and assessment) 

(Marzano et al., 2005). The third step requires the selection of work that is of high 

importance in enhancing student achievement. In this step, leadership team members 

must get an idea of what is important to the faculty (e.g. through an online survey) and 

then determine to what extent the issue will be addressed and the extent in which the 

desired change will have on student achievement (Marzano et al., 2005). In the fourth 
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step, the order of the magnitude of the selected work must be identified, along with 

magnitude of effort needed to significantly change current practices. Here, the 

researchers categorize the selected work as first-order of change or second-order of 

change. An item that is of first-order of change has five qualities: it is perceived as an 

extension of previous work, fits within existing goals, is consistent with current values 

and norms, can be implemented with existing knowledge, requires resources that are 

currently available, all members of the leadership team is in agreement that the 

innovation is necessary, and members believe it will take little effort to implement the 

necessary changes.  A second-order item has the opposite characteristics (Marzano et al., 

2005). The final step requires the matching of a management style to the order of 

magnitude of the change initiative. Here, the leadership team members that are involved 

will focus more time, energy, and finesse on a first-order change item compared to a 

second-order item (Marzano et al., 2005).  

Mendels (2012) described in a report for the Wallace Foundation that creating a 

climate hospitable to education is the second greatest practice that is central to effective 

school leadership.  Here, the principal creates an atmosphere of learning for the students 

and involves the teachers as part of a professional community by being a part of the 

instructional decision making processes and working collaboratively.  Brown (2013), a 

former principal in Texas of 34 years, recommends the following communication 

strategies for principals attempting to change school culture: 

1. Communicate in small groups where actual discussion, debate, and discourse can 

occur. Do not make statements in large faculty meetings in an effort to 
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communicate. Written updates, expectations, and emails should be used only for 

information, not as a major communication tool. 

2. Demonstrate your knowledge and understanding of the change concepts, ideas, 

and strategies that you are asking others to use. Your presence and focus in staff 

training and coaching is a must when seeking others to follow. 

3. Make sure you use the words, “it is best for our students” in every personal, 

written or inferred communication with your staff. It will work! 

4. Unspoken Leadership: Always remember you are a leader and, as a leader you are 

in the eye of everyone. Everyone knows what you say and do; this is true for 

teachers, students, parents, and the community as a whole. Always lead with a 

calm confidence! (p. 17) 

Brown (2013) also states that a lack of monitoring of the implementation of new 

strategies and programs during process of school reform or changing the culture is the 

primary reason why programs fail.  

School districts in turn should provide professional development for their 

administrators not simply to master new budgetary or implementation processes, “but to 

also deepen their understanding of the moral responsibilities that their leadership entails” 

(Starratt, 2004, p. 134). Shapiro and Stefkovich (2011) describe four paradigms which 

includes ethics from four viewpoints which impacts educational leadership. These four 

ethical paradigms are the ethics of justice, critique, care, and of the profession; a process 

of thinking requiring administrators to develop their own personal and professional codes 

to help guide them through difficult decision making processes that take place when 

working with changing the culture of a school and/or working with teachers and staff. An 
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effective principal must have the ability to do the following: provide personal attention to 

individual staff members, help staff members think of old problems in new ways, 

communicate high expectations through a dynamic presence, and provide teachers a 

model of behavior through personal accomplishments (Marzano et al., 2005). Cain and 

Laird (2011) recommend for campuses to implement the Foundation Trinity to provide 

teachers with “the luxury of focused time” (p.9). The Foundation Trinity are key 

practices identified by Sean Cain, former Director of Innovative School Redesign in 

Texas, these practices are: 1. implementation of common scope and sequence, 2. use of 

short-term common assessments, and 3. increased monitoring and support of classroom 

teachers. Cain and Laird (2011) add the following; 

When teachers do not have to spend significant time solving the problems of what 

to teach, when to teach it, and how to teach and assess it, they are able to focus 

their time and attention on what really matters. The Foundation Trinity allows 

teachers to concentrate their singular efforts on the “how to teach it” component, 

which improves the effectiveness of actual instruction. (p. 9) 

Teacher Development 

Schlechty (2002) explains that the primary function of a leader is to inspire others 

to do things they may not otherwise do. The researcher further explains that for teachers, 

this means getting students to learn things they may have not learned unless they were 

properly led (Schlechty, 2002). A campus administrator serves as a good leader for 

teachers by being: a resource provider (provide a budget and materials), an instructional 

resource (participate in staff development and give priority to instructional concerns), a 

communicator (provide the school’s mission and goals clearly), and a visible presence 
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(conduct frequent classroom observations and be accessible to the staff) (Marzano et al., 

2005). Hoerr (2008) rationalizes that today’s teachers do not look for answers from an 

instructional leader and many of them come knowing more about pedagogy, curriculum, 

and student learning than most principals. Blase and Blase (1999) write about a study, 

involving 809 public school teachers, being conducted in order to research characteristics 

of principals which influenced classroom teaching and their effects on classroom 

instruction. The results from the completed questionnaires used indicated two themes as 

being the most effective in influencing teachers; talking to teachers to promote reflection 

and promoting professional growth (Blase & Blase, 1999). If time is an issue, teachers 

can delegate readings from journals and professional readings among themselves and 

designate a time and meeting place to share the information and knowledge gained from 

the readings, in an attempt to stay informed on the latest instructional information and 

strategies (Wachter & Carhart, 2003). 

Through intellectual stimulation school leaders deepen the learning process for 

teachers which in turn will lead to meaningful improvement of campus curriculum, 

instruction, and assessment (Marzano et al., 2005). Brown (2013) highly recommends for 

teacher professional development to be conducted on campus, during a staff development 

day, during planning time, or during the summer in an attempt to strongly limit the time 

teachers spend out of the classroom. The principal must protect instructional time and 

consider that teachers have demands outside of school preventing them from spending 

too much time after school in training (Brown, 2013). Principals must exert good 

leadership and strong support to develop a collegial environment in which his/her 

intentions are trusted by working with teachers rather than working on them (Schlechty, 



49 

 

 

2002). Through enthusiasm, confidence, energy, and motivation an administrator 

strengthens and encourages teachers to higher performance  (Le Tellier, 2007). In order 

for campus administrators to be true instructional leaders they must be hands-on, engaged 

with curriculum and instruction issues, work with teachers directly, and be a frequent 

presence in the classrooms (Horng & Loeb, 2010). It has been suggested that, “The 

principal can substitute for teachers in turn while they leave their classes to observe the 

exemplary teacher in practice. Sometimes you’ve got to see it to believe it” (Jensen, 

2009, p. 143). Skrla, McKenzie, and Scheurich (2009) recommend developing 

instructional skills within each teacher through teaching and learning tours, a process 

which involves teacher and administrator or teacher and teacher having meaningful 

discussions about the teaching skills concepts as well as visiting the classrooms of high 

quality teachers for the purposes of reflections and enquiry rather than evaluation. One 

model of classroom walk-throughs involves five steps; upon entering the classroom, the 

following steps should be taken: 

 Step 1: Pay attention to student orientation to work. 

 Step 2: Pay attention to curricular decision points. 

 Step 3: Pay attention to instructional decision points. 

 Step 4: The observer should “walk the walls” and check for curricular and 

instructional decisions. 

 Step 5: Pay attention to safety and health issues. (Downey, Steffy, English, Frase, 

& Poston Jr., 2004)  
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When conducting classroom observations the observer should check: for true student 

engagement to the current activities, for student understanding of daily objectives, and for 

manipulatives which allow for a learning environment (Downey et al., 2004).  

Schlechty (2002) believes that teaching is more than a technical undertaking; it is 

intellectual and moral as well. Moreover, teachers who engage their colleagues in serious 

discussions of curriculum become more imaginative in their teaching and improve on 

their abilities to be intellectual and moral leaders (Schlechty, 2002). As a campus 

administrator it is important to attend the collaboration meetings in order to provide 

guidance and/or support (Gideon, 2002). Gideon (2002) indicates having a master 

teacher(s) in a collaborative team is very beneficial to help establish a common vision 

and allow the team (or grow them) to take risks in developing innovative/engaging 

lessons, proper assessment tools, and challenge each other to continuously improve 

themselves as classroom leaders. Collaboration does not happen on its own, it must be 

planned, purposeful and embedded into the workday (Gideon, 2002). Organizing teachers 

into departmental teams will not ensure collaboration on instructional and pedagogical 

topics leading to teacher learning; collaborative relationships must be developed 

(Meirink, Imants, Meijer, & Verloop, 2010). Research by Meirink et al. (2010) found that 

collaborative teams with a high level of interdependency and goal expectations 

experienced a high level of group cohesion. Through collaboration, instructional leaders 

are able to establish a vision, willing to take risks, able to inspire colleagues, and 

communicate effectively (Fowler & Walter, 2003).  

Louis, Leithwood, Wahlstrom, and Anderson (2010) explain for teachers to grow 

to become effective leaders both inside and outside of the classroom, the campus 
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principal must help grow teachers by providing professional development opportunities. 

In this study commissioned by the Wallace Foundation, from surveys obtained from 

3,983 teachers in 127 schools, researchers found that secondary school teachers rarely 

reported that their campus administrators engaged in instructional staff development and 

for those administrators rated high in creating an instructional climate, they were 

described as campus leaders who emphasized the value of research based strategies 

(Louis et al., 2010). Through professional development teachers are able to step into a 

leadership role where colleagues can look to them for instructional support and in turn 

become empowered by taking part in campus decision making processes (Rieckhoff & 

Larsen, 2012). By participating in professional development programs, teachers emerge 

as leaders (at various levels) and participate in positive sustainable campus changes as a 

viable stakeholder (Rieckhoff & Larsen, 2012). Professional development support is 

particularly important for inexperienced teachers due to the fact that teachers who have 

poor evaluations their first year rarely improve dramatically the next year (“Leap Year: 

Assessing and Supporting First-Year Teachers,” 2013). Some areas where first year 

teachers need support is in managing a classroom effectively, communicating effectively 

with parents, and maintaining a positive attitude (Nourie, 2011). In handling daily 

stresses and complex problem solving inherent to teaching, Flowers (2013) recommends 

for first year teachers to work with their campus supervisor and reflect on four key 

reciprocal relationships: curriculum & instructional strategies, classroom management & 

legacy, culture & change, and assessment & data. Many districts support the need to 

properly prepare first year teachers for the challenges they will be facing by having 

teachers complete an induction program during their first year as a teacher. Wilson & 
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Vaughn (2013) believe that successful induction programs include the following 

elements: an orientation to the culture of teaching, training in management of students 

and the classroom, mentoring peer teachers, and proper assessment of beginning teachers. 

The authors also categorized the reasons why new teachers leave the profession into four 

major trends by explaining that beginning teachers feel: overwhelmed by the expectations 

and scope of the job, isolated and unsupported in their classrooms, unclear about 

expectations, and their own expectations do not match the expectations of the job. To 

close, according to Wilson and Vaughn (2013) the implementation of five strategies by 

campus principals will help ensure first year teachers receive proper professional 

development and support. The five strategies are: provide the beginning teacher a 

qualified mentor, provide a structured curriculum with scope and sequence and 

assessments, establish a healthy school climate, build positive relationships with 

beginning teachers, and provide constant, positive support. Brown (2013) explains that 

through the process of coaching and supporting teachers, this is the first step in helping 

students learn. Brown (2013) summarizes his beliefs of teacher development with the 

following statement: 

Great teaching trumps poverty, race and even literacy. All can be won with a 

well-trained 21
st
 century school leader in every school, a well trained and well 

monitored teacher in every classroom, and great ongoing communication between 

the two. (p. 19) 

Jensen (2009) recommends for teachers to be encouraged to feel empathy instead of pity 

towards low socioeconomic status (SES) students and establish a classroom culture of 

caring, not giving up, to help poor students be successful.  From his work with educators, 
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Le Tellier (2007) asked teachers and administrators what they felt was the purpose of 

education, their responses included: building strong character and citizenship, provide 

knowledge to make them successful in life, teach them how to get along with others, and 

build enough skill so they can be productive members of our society. Principals should 

consider offering teachers who work with the most challenging group of students smaller 

class sizes, additional planning time, and increased opportunities for professional 

development (Reeves, 2009).  

Instruction and Classroom Management 

Lesson Planning. The development of effective instructional strategies begins 

with the creation of a well-organized lesson plan for the week. Administrators should 

have conversations with teachers to ensure they understand how to analyze classroom 

data and use its information as part of the preparation process for developing lesson plans 

for the following week (Flowers, 2013). The researcher also recommends the following 

questions to get the process of understanding data started:  

 Which curricular topic are you targeting with the form of assessment you choose 

to use?  

 Does your data show why the students performed the way they did? 

 Can the data you have gathered provide a comprehensive picture of what you are 

trying to measure? (Flowers, 2013) 

Ornstein and Hunkins (1998) see the teacher as the primary agent in implementing the 

curriculum in the classroom: 
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In our view, the teacher sees the curriculum as a whole and, at several points, 

serves as a resource and agent: developing it in committees, implementing it in 

classrooms, and evaluating it as a part of a technical team. To guarantee 

continuity, integration, and unification of the curriculum, within and among 

subjects and grade levels, teachers must be actively involved in the curriculum. It 

is the experienced teacher who has a broad and deep understanding of teaching 

and learning, the needs and interests of students, and the content, methods, and 

materials that are realistic; therefore it is the teacher (not the supervisor or 

administrator) who has the best chance of taking curriculum making out of the 

realm of theory or judgment and translating it into practice and utility…it is the 

teacher who should play a major role in planning, implementing, and evaluating 

the curriculum. (Ornstein & Hunkins, 1998, p. 27) 

Flowers (2013) explained in his study of teachers with three or less years of experience 

that their definition and understanding of curriculum varied; one group believed that their 

lesson plans represented the curriculum and that “good curriculum takes a smart, 

hardworking, creative person to create” (p.6), a teacher in a second group stated that 

“curriculum is the aspect of her day she does not control because she simply has to follow 

the scope and sequence her district set forth” (p.6), two teachers in the third group felt the 

curriculum within their district was only a suggestion for them to follow and “they have 

the autonomy to teach what they want, the way they want” (p.6), finally, two individual 

teachers within the first and second group commented that they believed “curriculum is 

neither good or bad until specific instructional strategies are used to deliver the content” 

(p.6). When working collaboratively, teachers can analyze the school district’s 
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curriculum/pacing guide and customize it to fit their students’ needs by doing the 

following: 

 Identify core concepts, skills, and essential questions that go together. 

 “Chunk” similar objectives together within units to make units more meaningful 

and to enable students to retain the important concepts. 

 Help students see patterns/themes within the content and skills being taught; resist 

just teaching scattered, unrelated objectives.  

 Create open-ended essential questions as a guide through the objectives and units, 

so that students’ brains are able to focus on the more important points within 

lessons and units.  

 When creating the detailed objectives for each unit, remember that they must 

include the specific content covered plus a challenging verb of action. (Jensen, 

2009, p. 111)  

Wachter and Carhart (2003) recommend teacher use the following steps when 

planning their lessons: decide on the objectives before giving an assignment, get students 

involved in focusing on specific objectives with you at the beginning of an assignment, 

predetermine the objectives you will be checking on a particular assignment, and keep 

notes on the students’ progress. Flowers (2013) recommends for administrators to work 

with and pose the following questions to teachers when working on lesson designs and 

lesson planning:  

 How do you describe your strategic approaches for: note-taking, 

homework/practice, goal setting, differentiated instruction? 

 How do you know these strategies are effective? Evidence? 
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 How will you balance the curriculum timeline, re-teaching a topic, and having to 

extend time spent on a topic when needed? 

Marzano et al. (2001) suggest teachers use the following strategies when developing their 

lesson plans: at the beginning of a unit, use strategies establishing learning goals; during 

a unit include strategies for monitoring progress toward the learning goals, for 

introducing new knowledge, and for practicing, reviewing, and applying knowledge; at 

the end of a unit, develop strategies for students to gauge their level of understanding. 

Before establishing the objectives for a particular unit, a teacher must be knowledgeable 

of the specific standards/benchmarks that the students are to learn which dictates the 

knowledge and skills that students should learn by the end of the unit (Marzano et al., 

2001). Pitler, Hubbell, Kuhn, and Malenoski (2007) suggest teachers should consider the 

following when developing their lesson plans: setting instructional goals that narrow 

what students focus on, encourage students to personalize the learning goals already 

identified for them, and develop instructional goals that are flexible and not too specific. 

It is also recommended for teachers to develop a method where students record what they 

know and are learning during a unit; they recommend a KWHL chart where students 

record what they know about a topic, want to learn, how they plan to learn it, and what 

they have learned at the end of the unit (Pitler, Hubbell, Kuhn, & Malenoski, 2007). 

DuFour and Robert (1998) explain that through collaboration and sharing of ideas with 

colleagues, teachers can work together in order to create engaging lessons, meaningful 

assessments, and determine effective ways to assist struggling students: 
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Through meaningful collaboration teachers participate in reflective dialogue; 

observe and react to one another’s teaching; jointly develop curriculum and 

assessment practices; work together to implement new programs and strategies; 

share lesson plans and materials; and collectively engage in problem solving, 

action research, and continuous improvement practices. (pp. 117, 118)   

Therefore, “You must monitor not only teaching but teacher planning [as well]” (Brown, 

2013, p. 19).  

Effective Instructional Strategies. Jensen (2009) research has shown that pre-

assessing students to determine their background knowledge allows teachers to create and 

adjust their lesson, customized to the students’ learning needs. The following steps are 

recommended in order to pre-assess student knowledge:  

1. Create pre-tests containing a combination of fill-in-the-blank, short answer, and 

multiple choice questions.  

2. Ensure the questions represent the key concepts and skills that will be taught in 

the upcoming unit. 

3. Create 5-6 questions for each objective and subdivide them cleanly to better 

ascertain the students’ level of understanding of each lesson objective. 

4. Give the unit pre-test about one week prior to starting the unit to ensure that you 

have sufficient time to adjust your lessons. (Jensen, 2009, p. 111) 

Determining where to begin the unit or lesson will depend on the students’ background 

knowledge and the teacher’s analysis of the following concepts: noting student 

misconceptions before the unit, gauging the amount of time needed to be spent on certain 

concepts, re-sequencing unit objectives, identifying the “experts” in the class and 
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grouping them in a manner where the teacher can provide more challenging unit-related 

work, showing the students the conceptual “chunks” in the unit in an effort to prime their 

brains for what is coming up next, and establishing a method to evaluate the students’ 

knowledge before and after the lesson or unit (Jensen, 2009, p. 112).  

Cain and Laird’s (2011) research on effective instruction has identified five 

critical practices which are important for highly effective instruction: 1. framing the 

lesson, 2. working in the power zone, 3. frequent, small group, purposeful talk about the 

learning, 4. recognizing and reinforcing, and 5. writing critically. In framing a lesson, the 

teacher translates the curriculum to be covered for the day into age-appropriate language 

to create a student friendly objective that will assist the student in learning and creates a 

closing question or task in which the student is expected to clearly demonstrate his/her 

understanding of the material to be learned that day (Cain & Laird, 2011). Working in the 

power zone refers to a teacher teaching and monitoring in close proximity to the students. 

This in combination with instructional practices and being able to control classroom 

behavior prior to becoming disruptive will improve classroom productivity and increase 

student performance (Cain & Laird, 2011). The authors feel that student discussions, 

lasting one to three minutes in length, in groups of up to four students allow for deeper 

comprehension of the day’s objective. They recommend the teacher allows for a 

discussion such as this to take place every 10-15 minutes with the use of a guiding 

question to lead the discussion, this allows the teacher to control the students’ attention 

span. This is what is referred to as frequent, small-group, purposeful talk about the 

learning (Cain & Laird, 2011). Through recognition and reinforcement a teacher has the 

opportunity to recognize the effort(s) each student displays in order to complete an 
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assignment and necessary task to be successful in a class. At the same time, a teacher 

reinforces  positive student behavior by positively acknowledging the students for their 

efforts (Cain & Laird, 2011). Lastly, the researchers have found that writing critically is 

the least frequently used of the five practices. The act of writing critically allows students 

to capture what they have learned by refining, organizing, analyzing, dissecting, and 

connecting or expanding on the ideas/concepts learned by creating either a list, 

paragraph, summary, or mind map. This exercise “increases both the amount of material 

that can be recalled by the learner and the speed at which it can be recalled” increasing 

the likelihood of the student enjoying success in that class (Cain & Laird, 2011, p. 84).  

 Marzano et al. (2001) have discovered nine research-based teaching strategies that 

have a strong positive effect on student achievement; they are:  

1. identifying similarities and differences,  

2. summarizing and note taking,  

3. reinforcing effort and providing recognition,  

4. homework and practice,  

5. nonlinguistic representation,  

6. cooperative learning,  

7. setting objectives and providing feedback,  

8. generating and testing hypotheses,  

9. and questions, cues, and advance organizers.  

Within the category of identifying similarities and differences, students’ level of 

understanding and ability to use the knowledge gets heightened through teacher guidance, 

independent work, using graphic organizers (charts, graphs, diagrams), and through the 
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use of classification systems, metaphors, and analogies (Marzano et al., 2001). A 

student’s ability to summarize involves being able to structure or organize reading 

material while effectively deleting, substituting, and keeping some information at a deep 

level, rather than taking notes verbatim. This form of note taking should be done with 

consistency and should be approached as a work in progress, i.e. the student adds and 

organizes information each day (Marzano et al., 2001). The researchers explain that 

verbally praising students for their efforts and providing them with symbolic recognition, 

rather than tangible rewards, will be most effective “when it is contingent on the 

attainment of some standard of performance”  (Marzano et al., 2001, p. 55). In order for 

homework and practice to be effective, teachers must establish consistency 

communicating the purpose (i.e. practice, preparation, elaboration, etc.) and outcome of 

the assignment.  In the process of working on the assignment, students should shape and 

organize the material being learned; varying the approach in providing feedback about 

the assignment helps students not only in organizing the material in their heads but 

understanding it as well (Marzano et al., 2001). Nonlinguistic representations are used to 

expand on the knowledge being built by the students. This is done by creating graphic 

representations, making physical models, generating mental pictures, drawing pictures 

and graphs (graphic organizers), and engaging in physical activity (Marzano et al., 2001). 

In cooperative learning, students are placed in groups in effort to work together, keep 

each other accountable, help each other with learning, communicate and delegate 

leadership responsibilities, and making decisions and resolving conflict situations as a 

group. Cooperative learning should not be overused, groups should be kept at a small 

size, and whether or not groups are organized on the basis of ability level should depend 
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on classroom needs (Marzano et al., 2001). Training students how to work together as a 

team requires much teacher planning in which teachers must learn how to group the 

students so that the group is balanced with a mix of student abilities and the work is 

evenly distributed by assigning individual tasks (Romo & Falbo, 1996). Teachers should 

provide student friendly objectives in which the instructional goals allow students to 

focus on the important material, yet not too specific, and in which students feel free to 

personalize the teacher’s goals. Also, student learning is improved when teachers provide 

feedback which is timely, corrective in nature, specific to the topic being studied, and 

when the teacher allows students to provide their own feedback (Marzano et al., 2001). 

When students are assigned independent work, they can generate their own hypothesis, of 

the material being learned, through an inductive or inductive manner; it is important for 

the teacher to assess their knowledge by asking the students to explain their hypotheses 

and conclusions. During the assessment process, students can test their hypotheses 

through problem solving analysis, historical investigation, experimental inquiry, and 

through decision making steps (Marzano et al., 2001). Lastly, teachers use cues and 

questions to activate student prior knowledge. Questions which are classified as being 

rigorous will lead to deeper learning than lower level questions. These questions should 

focus on what is important rather than what is unusual. Advanced organizers are methods 

used to help students organize and understand the material being learned; they are most 

useful with information that is not well organized. Some forms of advanced organizers 

include: expository and narrative writing, skimming, and graphic organizers such as 

Venn diagrams and bubble maps (Marzano et al., 2001).  
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Assessing student understanding of the material being taught is an important 

aspect of effective instruction. Brooks and Brooks (1999) proposed that teachers must 

empower students by challenging them to ask their own questions and learn by 

constructing new understandings while seeking to answer their own questions. According 

to Brooks and Brooks (1999) traditional classrooms: emphasize basic skills, adhere to 

fixed curriculum, rely heavily on textbooks, information is presented in a didactic 

manner, learning occurs almost entirely through testing, and students primarily work 

alone. Conversely, constructivist classrooms: emphasize big concepts, pursuit of student 

questions highly valued, rely heavily on primary sources and manipulatives, teachers 

create an interactive approach to teaching, student point of view is sought, teachers assess 

through observations exhibitions and portfolios, and students primarily work in groups 

(Brooks & Brooks, 1999). Brooks and Brooks (1999) further describes the constructivist 

approach as students creating their own understanding of learning material leading to 

clearer understanding and information being embedded in their mind for a longer period 

of time. Another method of helping students understand information is by helping them 

improve their processing skills. Through repetition, this five step process will help 

students learn how to process new information and keep it stored in their brain for a 

longer period of time. The five step process for teaching a processing skill involves: 1. 

the teacher models to the students how to solve a problem, 2. the teacher debriefs and 

explains the steps to solve the problem, 3. the teacher posts the process that was modeled, 

4. a new problem is provided to the students for them to solve with guided practice, and 

5. students should be given independent practice to solidify this process (Jensen & 

Snider, 2013). Next, the use of formative assessments has been found to be a major factor 
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in improving student achievement. Formative assessments provides evidence to gauge 

student learning (Jensen & Snider, 2013). Once assessments are made, Jensen and Snider 

(2013) believe that a student’s learning is complete only once the teacher provides quality 

feedback; which “would clearly signal how to alter or strengthen the learning so that they 

could do something different the next time” (p. 91).  

Building on the approach to properly assess students, Skrla et al. (2009) have 

identified a group of generally accepted teaching skills possessed by high quality teachers 

with the following attributes: 

 Use consistent and reliable classroom procedures and routines.  

 Clearly communicate expectations for learning. 

 Stimulate students with high-level and complex tasks.  

 Ensure students are actively, cognitively engaged. 

 Extend student learning through teacher-to-student and student-to-student 

discussion. 

 Frequently assess individual student learning (not meaning that students should be 

tested more frequently). 

 Differentiate instruction to meet individual student needs and capitalize on 

individual assets. 

 Use an asset model to respond to students’ varying cultures. 

 Demonstrate respect and care in all interactions with all students and students’ 

families. (Skrla, McKenzie, & Scheurich, 2009, pp. 90–96) 

Students of teachers who possess the previously mentioned skills, can successfully 

demonstrate their knowledge of objectives being taught through interactions with each 
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other and/or through structured questioning tools during and at the end of the lesson or 

unit (Skrla et al., 2009). In assessing the growth in learning among students, campus 

administrators must be able to help teachers develop meaningful assessment tools in 

order to properly gather and effectively use evidence of student learning in the 

classrooms (Stiggins & Duke, 2008).  

 No matter which approach teachers use in delivering effective instruction, they 

must consider that although student brains allow for unlimited superficial exposure of 

things throughout a day (i.e. names, people, events, etc.) there are limits to the quantity of 

content students of any socio-economic status can take in during a class period or day 

(Jensen, 2009).  

In short, engaging classes build in processing time…never use more than 50 

percent of instructional time to deliver new content. If you give students at least 

half the time to process the content, they will understand and remember it longer. 

(Jensen, 2009, p. 141)  

High school teachers must strive to keep their students engaged in their coursework and 

provide work that raises their level of thinking. In their study of 100 Hispanic high school 

students, researchers found that 73% of them rated some of their courses a boring and 

dull, and none of the students who participated in the study and dropped out did so 

because their coursework was too difficult; “…their coursework was at such a low level 

that it failed to motivate them to stay in school” (Romo & Falbo, 1996, p. 39).  

Managing Classroom Behavior. One approach to classroom management of 

behavior is keeping the students engaged and interested in the material being taught. 

Thus, “Classroom management is the proactive and strategic structuring of the physical, 



65 

 

 

affective, and cognitive dimensions of classroom life, with consideration for young 

adolescents and their learning” (Crawford, 2004, p. 8). Crawford (2004) followed 14 

exemplary teachers working at the high school and middle school levels in North 

Carolina and described their approaches in classroom management leading to effective 

instruction. Some of the researcher’s findings include the following: 

a. Most misbehaviors are associated with students who are bored, not learning 

interesting material, or do not understand the material being taught. 

b. After establishing what is essential for students to learn, reduce its complexity. 

c. Teacher expectations should be relevant to where the students are [in learning the 

material].  

d. It’s about relationships, if interested and challenged, students will behave better.  

e. Build relationships from the first day by finding out who they are and what they 

enjoy. 

f. Classroom rules should be logical, clearly justified, and enforced – with no 

bickering.  

g. Devote a good amount of time in the beginning of a school year to make certain 

expectations are communicated and understood. 

h. Deliver assignments in varying ways; it excites the students when they are able to 

show off what they know to each other.  

i. Present new material in a scaffolding manner to help students build their 

confidence. 

j. Remind students that they are in charge of their own learning (Crawford, 2004).  
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A second approach to managing classroom behavior is building relationships with 

students. Vitto (2003) justifies that the relationship-driven approach leads to the 

prevention of classroom misbehavior through effective instructional strategies which 

increases student achievement. The researcher recommends teachers implement the 

following classroom procedures: emphasize positive relationships among students and 

staff, treat all students with respect, provide opportunities for students to spend quality 

time with you, make students feel safe in expressing feelings and anxieties, and assist 

students in dealing with anger and help resolve conflicts (Vitto, 2003). In his book, Vitto 

(2003) also recommends to teachers to be aware of and stay away from some myths: 

 The goal of classroom management is to control students. 

 All students should be treated equally.  

 Students need to be punished in order to learn how to behave.  

 The teachers’ role is not to teach what students should learn at home. 

 Students should do as I say because I am the adult and they are children. 

 There is not enough time in the school day to worry about building relationships, 

resiliency, and social-emotional skills. (p. 26) 

The researcher further explains that teachers can prevent classroom misbehaviors at the 

start of the school year by organizing and teaching classroom procedures, how to 

transition from one aspect of instruction to another and at the end of the class period, and 

specific procedures prior to specific activities. By using encouraging phrases and praise 

with the strategies previously mentioned, teachers can increase academic achievement 

and student motivation in their classes (Vitto, 2003).  
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A second researcher believes that by developing a positive relationship with 

students, teachers can manage classroom behavior effectively. Flowers (2013) makes it 

clear that teachers need to understand that how they treat their students always dictates 

how the students will treat them in return and that what they say to the students affects 

their relationship with the students daily. Wright (2013) believes, “Few students become 

classroom behavior problems just because they want to cause problems. They become 

behavior problems because they are frustrated” (p. 10). Liesveld, Miller, and Robison 

(2005) believe that great teachers have two general common feelings: love (of the 

students, learning, and teaching) and rejecting misinformation. Some misinformation that 

great teachers reject are:  

 Some students are inherently lazy, rebellious, or difficult.  

 Anyone can teach. 

 The more education or experience, the better the teacher.  

 Keep a professional distance from the students. 

 Public praise gives students a big head and public rebukes keep them in line. 

 A magic curriculum, method, or theory will work for everyone. 

(Liesveld, Miller, & Robison, 2005, pp. 17–32) 

Children raised in poor households experience emotional and social deficits which easily 

lead to frustration and giving up on a task in a short period of time. These deficits in turn 

inhibit students’ ability to work, such as in cooperative groups, and may lead to exclusion 

by other classmates due to their inability to contribute to the group in a productive 

manner (Jensen, 2009).  
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 From part of the Safe and Civil School Series comes CHAMPs, a program 

developed to help classroom teachers manage their classroom time and behaviors. 

Developed by Randy Sprick, CHAMPs (Conversation, Help, Activity, Movement, 

Participation) sets out to show teachers how to develop a positive relationship with their 

students and set expectations. Sprick, Garrison, and Howard (1998) believe that effective 

classroom management begin with four principles: teachers should organize their 

classrooms in a manner that encourages responsible student behavior, teachers should 

teach students how to behave and be successful in class, teachers should spend more time 

recognizing responsible behavior instead of misbehavior, and teachers should pre-plan 

responses to misbehavior in order to respond in a brief, calm, and consistent manner. The 

researchers further explain several causes for classroom misbehavior, the student: doesn’t 

know what to expect, doesn’t know how to display responsible behavior, doesn’t know 

he/she is misbehaving, experiences some kind of reinforcement for misbehaving, or the 

student is avoiding the outcome of a responsibility (e.g an assignment) by misbehaving 

(Sprick, Garrison, & Howard, 1998). Effective classroom management consists of the 

teacher: developing a daily schedule (maximizing instructional time); arranging the 

classroom furniture so that possible disruptions are reduced and makes student/teacher 

interaction readily available; designing a signal that the teacher has used and taught the 

students to listen and provide their undivided attention; developing effective procedures 

for beginning and ending the class period; posting three to six classroom rules where the 

teacher will provide positive/corrective feedback; creating efficient procedures for 

assigning, monitoring, and collecting assignments; and preparing a classroom 
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management plan where key policies and procedures are summarized and which will be 

used to motivate students and deal with student misbehavior (Sprick et al., 1998).  

 Fred Jones’ Tools for Teaching has several similarities to his approach to 

classroom management, compared to the previously described techniques. However he 

emphasizes that his approach is based more along realistic situations classroom teachers 

face in their classes. Classroom routines need to be emphasized to students like lessons 

and they should be repeated until they are done right (referred to as student chores) 

(Jones, Jones, & Jones, 2007). At the start of the school year teachers need to be 

proactive and contact parents to inform them of their classroom curriculum, standards, 

share a positive trait of their child, and ask for their support; this should always be the 

first contact with a parent rather than having it be about a problem (Jones et al., 2007). 

F.Jones, Jones, and Jones (2007) recommend teachers go through the following steps at 

the start of the school year:  

 Understand brat behavior: if teachers continue to say no and send the student to 

the office, they are encouraging the misbehavior.  

 Stay calm: teachers must remain calm under pressure so that they stay in control 

and the students do not see them as being vulnerable.  

 Be consistent: discipline comes before instruction, teachers must be consistent in 

dealing with small misbehaviors before they become larger ones. Teachers must 

be firm, inconsistency will lead to dissention.  

 Setting Limits: teachers must keep their body language under control so that the 

students know they mean business. Move slowly and closer to the student, make 

eye contact, and stay in control.  
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 Following through: when students continue to be disruptive and partially comply 

teachers must avoid cutting deals, continue to move slowly and purposeful, do not 

nag, and follow through with consequences when the student refuses to comply. It 

is important to be consistent so that the student knows the teacher is serious.  

 Eliminating backtalk: teachers should not respond to students looking to argue, 

yet not ignore it. Through routines, this type of behavior should have been 

avoided, but if it gets to this point, the teacher must follow through with 

consequences as needed. If possible, the student should be kept after class so the 

teacher can reconcile the situation. 

 Dealing with the unexpected: there may be times when students respond in the 

complete opposite to what the teacher expects, in response to the teacher’s calm 

demeanor and body language. Teachers must monitor their proximity to the 

student, stay in control, and do not verbally respond to the action.  

Aside from following the recommended steps in dealing with disruptive behavior, Jones 

et al. (2007) recommends for teachers to build relationships with their students, teach 

them how to be responsible, and provide an incentive for doing well in class, the 

researcher calls it preferred activity time (five free minutes at the end of the class period 

to do anything on a list of things the teacher provides).  

 In his book, The First Days Of School, Harry Wong provides a unit on classroom 

management. He believes that effective teachers manage their classrooms and ineffective 

teachers discipline them. Wong and Wong (1998) define classroom management as “all 

of the things that a teacher does to organize students, space, time, and materials so that 

instruction in content and student learning can take place” (p. 84). H.K. Wong and Wong 
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(1998) give details on how effective teachers prepare for each day by rearranging 

furniture for effective work to be done, maximize the proximity of all materials to be 

used for work to be readily available to the students, and by being prepared (i.e. having 

all teaching materials ready and organized, having strategies in place to monitor students 

and to transition from the beginning until the end of the class period). The researchers 

believe that the effective teacher prepares in order to have a well-managed classroom, 

trains students to understand classroom procedures, has students working on task, and 

organizes the classroom to provide as little confusion or wasted time as possible. Having 

a well-managed classroom begins on the first day of school where the effective teacher 

has arranged the seats to maximize learning and get the day’s (or week’s) activities done 

efficiently. As students first enter the classroom, the teacher greets them at the door, 

hands them the location of their assigned seat, and teaches them how to appropriately 

enter the classroom (Wong & Wong, 1998). Teachers can help develop a positive 

reputation with parents and students by communicating with them before the first day of 

school, welcoming them, and greeting them with positive expectations; having the first 

day’s (and all subsequent) assignment /agenda posted on one spot on the board and 

waiting to take roll after the class engages on the day’s first activity helps teachers start 

with a well-managed classroom (Wong & Wong, 1998). “The number one problem in the 

classroom is not discipline; it is the lack of procedures and routines” (Wong & Wong, 

1998, p. 167). Lastly, effective teachers develop a discipline plan with positive and 

negative consequences, gains administrative and parental support, has it posted along 

with three to five general classroom rules/responsibilities, and goes through process of 

teaching the procedures and consequences by explaining, rehearsing, and reinforcing the 
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concepts during the first few days of school (Wong & Wong, 1998). The classroom 

strategies discussed in this section have some similarities and differences but have been 

proven to be effective with students of all ethnic backgrounds.  

Hispanics, Poverty, and Learning 

When children grow up in poverty, aside from malnutrition, stress can affect a 

child’s brain functioning and behavior. Tough (2012) writes that psychologists have long 

understood that childhood traumatic events could lead to low self-esteem, addiction, 

depression, and even suicide. In a child’s brain, the prefrontal cortex (which controls self-

regulatory activities, emotional and cognitive) is most affected by stress. Consequently, 

“children who grow up in stressful environments generally find it harder to concentrate, 

harder to sit still, harder to rebound from disappointments, and harder to follow 

directions” (Tough, 2012, p. 17). The researcher believes that the best approach in 

academically supporting students living in poverty is by teaching them positive character 

values, delaying their gratification, and teaching how to get through difficult times; in 

other words, helping them develop grit (Tough, 2012).  

Researchers predict, “By 2050, in the absence of change in the levels of 

educational achievement among the minority population and minority workers, Hispanics 

will remain concentrated at the lower end of educational levels” (Murdock et al., 2014, p. 

55). Poverty rates in Texas for African Americans and Hispanics were approximately 

three times as high as those for Whites in 2010. In 1999 and 2010, 7.8 percent and 8.7 

percent of White people in Texas lived in poverty; among African Americans, 23.3 and 

23.5 percent; and among Hispanic people, 25.4 and 25.5 percent (Murdock et al., 2014).  
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Table 10  

Poverty Rates Among Ethnic Groups in Texas 

Year White African American Hispanic 

1999 7.8% 23.3% 25.4% 

2010 8.7% 23.5% 25.5% 

(Murdock et al., 2014) 

From 2000 to 2010, Texas’ population increased by 20.6 percent, this included a 31 

percent increase in the population of people living in poverty (Murdock et al., 2014). The 

increase of the total number of people living in poverty in Texas was significant, adding 

more than 967,000 people to this group between 1999 and 2010. “Of all persons added to 

the poverty population, nearly 616,000 were Hispanic and 156,000 were White” 

(Murdock et al., 2014, p. 72).  

Contributing author Robert C. Smith indicates that in the U.S., Latinos make up 

the youngest, fastest-growing, yet poorest subpopulation of society (Suarez-Orozco & 

Paez, 2009). Latinos are most likely to be employed and most likely to be poor because 

they possess the lowest paying jobs: laborers, busboys, maids, nannies, gardeners, 

mechanics, and waiters (Noguera, 2008). The researcher further explains that teachers 

can make a large impact on the academic achievement of minority students by 

encouraging them to pursue things they normally would not do, such as: joining the 

debate team, band, science club, athletics, and enroll in advanced courses. Teachers can 

also assist in the development of minority students by incorporating information related 

to the history and culture of the students into the curriculum. This helps minority students 

in forming and identity and can help students identify and empathize with people of 

different backgrounds (Noguera, 2008). An effective teacher can inspire students by 

getting to know them, being persistent and not giving up on them, and helping them to 
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plan for their future. In speaking to students who have been successful, many of them 

recognize the roles significant adults played in their lives and how the adults helped them 

recognize their own potential (Noguera, 2008).  

Research has shown that schools consisting predominantly of minority students 

have lower quality teachers compared to schools consisting of a low percentage of 

minorities (Gandara & Contreras, 2009). These same studies have illustrated a strong 

relationship between teacher quality and student achievement along with the quality of 

instruction having the greatest influence on the academic achievement of minority 

students (Gandara & Contreras, 2009). Gay (2010) believes that teachers can effectively 

teach students of color through stories. Stories serve many functions, they can: entertain, 

educate, inform, showcase ethnic and cultural traits. The researcher also believes that 

stories are a means for students to project themselves, indicate what is important and 

valuable, make general fact meaningful, and develop a strong sense of self (Gay, 2010). 

“Educators need to organize their conceptions and experiences in working with students 

of color into meaningful ‘tales of important happenings,’ as much as individuals need to 

do so with their personal encounters” (Gay, 2010, p. 4). Research has shown that students 

perform better when a teacher discovers what the students care about and redesign their 

lesson(s) to increase the relevance to the students (Jensen & Snider, 2013). Gay (2010) 

further explains that by understanding cultural incompatibilities, and bridging the gap 

between different cultural systems, teachers can match academic instruction with the 

cultural frames of reference of ethnic students which in turn will lead to improved 

academic achievement by these students. Moreover, “Culturally responsive teaching is a 

means for unleashing the higher learning potentials of ethnically diverse students by 
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simultaneously cultivating their academic and psychological abilities” (Gay, 2010, p. 21). 

In order to create culturally responsive instruction, it would require teachers who have: 1. 

thorough knowledge of cultural values and learning styles of the ethnic groups 

represented in the classroom, 2. the courage to not blame the students or their home life 

for their failures in school and be willing to change the traditional educational system, 3. 

the will to confront traditional norms in education and to rethink traditional assumptions 

of neutrality in teaching and learning, 4. the skills to effectively interpret knowledge and 

sensitivity about cultural diversity into instructional practices, and 5. the tenacity to 

provide rigorous instruction and expect high level performance from students who are 

currently underachieving (Gay, 2010).  

In the process of learning specific content material, students possess mental filters 

which allow them to recognize the material that is important to remember. This means, 

“The effectiveness of the mental filters is impacted by such variables as prior academic 

knowledge, prior academic success, enriched and varied life experiences, motivation, and 

level of stress, just to name a few” (Cain & Laird, 2011, p. 30). Students with a high SES 

background have had a more enriched childhood, than students with a low SES 

background, due to having such experiences as having been read to, talked to, taken 

places, and allowed to play with numerous/varied toys. They [high SES students] have 

been exposed to children with early life experiences, thus their playmates provide 

additional opportunities to learn new ideas. “The end result is that their life experiences 

have given them additional filters that impoverished students lack” (Cain & Laird, 2011, 

p. 31). These initial life experience filters allow students to follow their teacher more 

attentively and for longer periods of time, which helps the student learn (Cain & Laird, 
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2011). Jensen and Snider (2013) believe teachers can help train students brains to change 

the way they process information and improves student achievement. The process 

involves eight to twelve weeks in which the instructor must: make a strong effort to help 

the students, have a focused strategy in keeping students engaged (if a lesson is not 

working, change it), and always have a positive attitude. During the eight to twelve week 

process, the teacher will practice and focus on several strategies in order for students to 

understand their part in changing the way their brain works; these strategies include: 1. 

building a positive, caring relationship with the students which leads to trust, 2. paying 

attention to the students work and actions and get them to buy-in to the new strategies 

being implemented, 3. helping the students gain mastery of the material being taught and 

make them feel empowered with the new knowledge they acquired, 4. teaching students 

basic strategies that involves taking care of their brains (including eating right, sleeping 

well, exercising), 5. explaining concepts/material in different ways until they comprehend 

it, 6. ensuring students understand their mistakes on assignments and assessments and 

understand how to correct them, 7. challenging the students to reflect on their strategies 

to solve assignments and change it when needed, and 8. providing time to initiate a new 

lesson, manage the students time spent on their assignments, coach them through it, 

provide encouragement and feedback, and time to change or reteach the concept (Jensen 

& Snider, 2013, pp. 15–37).  

 Researchers believe, “Kids who grow up in poverty, environmental factors are 

more likely than genes to adversely contribute to their basic intelligence. Many other 

factors will influence how he or she turns out” (Jensen & Snider, 2013, p. 101). Students 

who come from a low socioeconomic status (SES) have fewer cognitive-enrichment 
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opportunities, are likely to come from single parent/guardian households (which is 

directly correlated to poor school attendance, lower grades, and lower chances of 

attending college), and feel isolated and unloved (which could lead to poor academic 

performance, behavioral problems, dropping out of school, and drug abuse) (Jensen, 

2009). Research has found statistical support showing that there is a direct relationship 

between the educational level of parents and the educational attainment of their children 

(Romo & Falbo, 1996). Research has also shown that family income correlates with 

student academic success (especially during the elementary years)  and due to issues with 

transportation and family care, low SES students  experience high tardy rates, 

absenteeism, and increased dropout rates (Jensen, 2009). Students who are from the 

poorest families are the least likely to succeed; these are students who are least likely to 

have educated parents, a stable home, or suitable health care (Noguera, 2008). “Mexican-

origin students are less likely than others to have their basic needs met, because of the 

high and increasing rates of poverty of this segment of society” (Romo & Falbo, 1996, p. 

222). Researchers note that school districts should help train parents how to be more 

supportive of their children’s learning, “But schools as well must find ways to respond to 

the needs of students whose parents simply do not have the resources (educational, 

linguistic, or financial) to deliver their children to the school fully prepared for American 

schooling” (Gandara & Contreras, 2009, p. 103).  

Students who are raised in poverty are likely to lack (and need) a caring, 

dependable adult in their lives and often look towards a teacher for that support (Jensen, 

2009). Jensen (2009) believes that teachers should understand that low-SES students face 

significant risk factors that undermine good school performance; these risk factors are: 
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emotional and social challenges, acute and chronic stressors, cognitive lags, and 

health/safety issues. Ultimately, “Teachers don’t need to come from their students’ 

cultures to be able to teach them, but empathy and cultural knowledge are essential” 

(Jensen, 2009, p. 11). Park (2001) rationalizes from a survey sample of 1896 various 

ethnic students in California that secondary students favor a variety of instructional 

strategies; Hispanic students prefer visual, group, and tactile learning. Park (2001) also 

recommends that teachers understand their own teaching style so they can accommodate 

their lesson to their students preferred learning style. A group of researchers believe 

Hispanic students are: more group oriented, sensitive to social environment, respond to 

adult modeling, and are less comfortable in trial and error situations (Griggs & Dunn, 

1995). A study from Boston, in which 132 students (from ten different high schools) were 

surveyed and asked their opinions on how to improve high schools, showed that four 

common themes arose from the student responses, these themes included: the importance 

of relationships between students and teachers, the impact of state standardized tests, 

campus discipline, and helping students set goals and get motivated (Noguera, 2008). 

 In their study of 100 Hispanic students dropping out and/or graduating from 

various high schools in the Austin Independent School District, Romo and Falbo (1996) 

recommend for public schools to change the manner in which they work with Hispanic 

parents. Romo and Falbo’s (1996) research showed that Hispanic parents value education 

and promote this value to their children the best they can and found that instead of 

making parents partners in the process of enhancing their children’s academic success, 

schools “viewed the parents as the problem or they ignored the parents’ desires” (p. 43). 

On the contrary, “Latino parents hold high expectations for their children. Consider that 
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many families have intentionally immigrated to the United States to pursue improved life 

opportunities” (Campos, Delgado, & Soto Huerta, 2011, p. 21). Research has shown that 

parental involvement leads to student academic success. For families that live in poverty 

and/or have recently immigrated from Mexico, their familiarity to educational system 

may be different than that in the U.S.; for example, testing may have been done through 

essay writing, self-contained classes vs transitioning to different classrooms, and may not 

be familiar with inquiry-based or cooperative learning approaches (Campos et al., 2011). 

Studies have shown that parents with lower levels of education are unaware of the 

importance of their children being placed in on-level courses or advanced courses as 

opposed to basic courses and trust the schools’ decisions (Gandara & Contreras, 2009). 

Other researchers have also found; 

But by and large, those schools that serve Latino students in neighborhoods of 

concentrated poverty are much like the students themselves—lacking in resources 

and the social know-how needed to garner more. The evidence suggests that 

rather than addressing the disadvantages these students face, the schools 

perpetuate it (Gandara & Contreras, 2009, pp. 86, 87). 

Bilingual and Spanish-only speaking students may experience negative attitudes and a 

devaluing of the manner in which they communicate; this may lead to deficits in their 

instruction that results in mimicry, repetition, and memorization (Campos et al., 2011). 

Schools must foster a welcoming environment where all staff members display feelings 

of welcome and support when community members enter. Latino parents may have a 

different perspective of parental involvement and may feel that they are doing everything 

in their power to prepare their children for school (Romo & Falbo, 1996). Due to 
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language barriers, Latino parents may encounter negative attitudes and racism which may 

lead to feelings of exclusion and unwelcome that causes reluctance to communicate with 

schools and not respond to contacts by campus personnel, causing the students to lose 

perhaps their only school advocate (Campos et al., 2011; Romo & Falbo, 1996; Gandara 

& Contreras, 2009).  

  



 

 

 

Chapter III  

Methodology 

This chapter will describe the details involved with the procedures that were taken 

during this qualitative study to analyze data from 20 potential Hispanic participants about 

their perceptions of classroom instructional strategies and factors outside of the 

classroom that enabled or prevented them from being successful in each of their core 

subject courses (chemistry, geometry, English II, world history) during the 2013-2014 

school year, their tenth grade year in high school. Courses in the sophomore year in high 

school were chosen due to their accountability significance in Texas, reported by the 

Academic Excellence Indicator System (AEIS) and the Texas Academic Performance 

Report (TAPR), based on standards required by the state in 2012. This chapter details the 

procedures that were conducted in the collection and analysis of the responses from the 

two focus groups to be used in the study.  

Research Design 

This qualitative research study consists of a design involving two focus groups 

and the use of ten open-ended interview questions (See Appendix A). The questioning 

session(s) for each of the focus groups were audio recorded. The first focus group was 

intended to consist of ten Hispanic students (five male and five female) who passed their 

high school chemistry course with a 93 grade average or higher. The second focus group 

was to consist of ten Hispanic students (five male and five female) who failed the same 

course with a grade average in the mid 60’s. In the school district where the study was 

conducted, student scores in any course were based on a 100 point scale where a grade of 

69.5 (round up to 70) and above is considered passing and any grade of 69.4 or below is 
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considered failing.  The grade averages for failing students, in this study, were chosen in 

an attempt to identify students who put forth an honest effort to do well or come close to 

passing (but failed) the chemistry course and in an attempt to eliminate from the selection 

process students who may have received additional points (e.g. rounding, extra credit, or 

an attempt to keep failure rate low) by their teacher.  

Both student groups were asked to answer the same ten interview questions 

related to teaching strategies that influenced their level of success in their core subject 

courses as well as related to outside factors that may have influenced their success in the 

same courses. Analysis of the audio recorded responses from the two subject groups 

involved determining the frequency in which specific instructional strategies were viewed 

as being useful or ineffective among each group and then comparing the similarities and 

differences between both groups of students. The same procedure was followed in the 

analysis of the participants’ responses to outside factors that may have influenced their 

performance in the same courses. The order of the questions were provided in the order 

indicated on the survey (See Appendix A) and each student was given the opportunity to 

answer the questions based on his/her own experiences. Each member of the group was 

asked to answer each question in his/her own words followed by an opportunity for the 

group to comment on each other’s responses.  

Research Questions 

1. What teaching strategies do Hispanic students who passed chemistry report most 

influenced their performance in chemistry? 

2. What teaching strategies do Hispanic students who did not pass chemistry report 

most influenced their performance in chemistry? 
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3. What teaching strategies do Hispanic students who passed chemistry report least 

influenced their performance in chemistry?  

4. What teaching strategies do Hispanic students who did not pass chemistry report 

least influenced their performance in chemistry?  

5. What are the similarities and differences between the responses Hispanic students 

who passed and did not pass chemistry reported as most and least influential in 

their performance in chemistry? 

6. What teaching strategies do Hispanic students who passed chemistry report most 

influenced their performance in geometry? 

7. What teaching strategies do Hispanic students who did not pass chemistry report 

most influenced their performance in geometry? 

8. What teaching strategies do Hispanic students who passed chemistry report least 

influenced their performance in geometry? 

9. What teaching strategies do Hispanic students who did not pass chemistry report 

least influenced their performance in geometry? 

10. What are the similarities and differences between the responses Hispanic students 

who passed and did not pass chemistry reported as most and least influential in 

their performance in geometry? 

11. What teaching strategies do Hispanic students who passed chemistry report most 

influenced their performance in English II? 

12. What teaching strategies do Hispanic students who did not pass chemistry report 

most influenced their performance in English II? 
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13. What teaching strategies do Hispanic students who passed chemistry report least 

influenced their performance in English II? 

14. What teaching strategies do Hispanic students who did not pass chemistry report 

least influenced their performance in English II? 

15. What are the similarities and differences between the responses Hispanic students 

who passed and did not pass chemistry reported as most and least influential in 

their performance in English II? 

16. What teaching strategies do Hispanic students who passed chemistry report most 

influenced their performance in world history? 

17. What teaching strategies do Hispanic students who did not pass chemistry report 

most influenced their performance in world history? 

18. What teaching strategies do Hispanic students who passed chemistry report least 

influenced their performance in world history? 

19. What teaching strategies do Hispanic students who did not pass chemistry report 

least influenced their performance in world history? 

20. What are the similarities and differences between the responses Hispanic students 

who passed and did not pass chemistry reported as most and least influential in 

their performance in world history? 

21. What outside factors do Hispanic students who passed chemistry report most 

significantly helped and/or hindered their performance in school?  

22. What outside factors do Hispanic students who did not pass chemistry report most 

significantly helped and/or hindered their performance in school?  
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23. What are the similarities and differences between the outside factors those 

Hispanic students who passed and did not pass chemistry reported as helped 

and/or hindered their performance in school?    

Setting 

The participants attended a high school which was in an urban school district 

located in Southeast Texas. The district has a Met Standard performance rating on the 

Texas Academic Performance Report (2013-2014) and served a community consisting of 

45,748 students. During the 2013-2014 school year, the high school where the students 

attended consisted of a student population of 3,973 students and consisted of 239 teachers 

and 14 campus administrators.  

Table 11  

Campus, District, and State Demographic Information: 2014 

Sub-Population Campus  

Percentage 

District  

Percentage 

State  

Percentage 

Economically 

Disadvantaged 

77.6% 81.0% 60.2% 

English Language  

Learners 

13.7% 37.5% 17.5% 

At-Risk 63.9% 66.2% 49.9% 

Hispanic 50.6% 51.8% 51.8% 

White 3.4% 3.6% 29.4% 

African American 34.0% 30.5% 12.7% 

Asian 11.3% 12.5% 3.7% 

(Texas Education Agency, 2015a) 

 The demographic information presented above, shows that both the campus and 

district populations categorized as Economically Disadvantaged and At-Risk far 

exceeded the state percentages. The district population of English Language Learners 

(ELL) far exceeded the state percentages as well. The campus TAPR (2013-2014) 
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showed that the graduating class of 2013 consisted of 882 students, of which 44.8% were 

Hispanic. 

 According to Texas law, HB 5, every high school is assessed in the following five 

courses to determine the campus’ AYP status and each student’s eligibility to graduate 

from high school. In their ninth grade year, students are assessed in English Language 

Arts (ELA) and Reading (Rdg) 1, Algebra 1, and Biology. In their tenth grade year, 

students are assessed in ELA and Rdg 2. In their eleventh grade year, students are 

assessed in U.S. History. Table 12 shows the campus performance data for the 2013-2014 

school year.  

Table 12 

 

Campus Performance Data 

Courses Year State District White Hispanic African 

American 

ELA1/Rdg1 2014 67% 60% 76% 52% 58% 

ELA2/ Rdg2 2014 69% 61% 57% 52% 62% 

Algebra 1 2014 

2013 

80% 

78% 

78% 

76% 

52% 

58% 

73% 

64% 

66% 

71% 

Biology 2014 

2013 

89% 

84% 

87% 

84% 

75% 

96% 

86% 

79% 

87% 

85% 

U.S. History 2014 92% 93% 85% 91% 94% 

(Texas Education Agency, 2015a)  

As indicated in Table 12, the 2013-2014 TAPR for the campus shows that Hispanic 

students struggled in their performance in ELA and Rdg 1 and 2 compared to White and 

African American students and district and state averages. However, in the other three 

tested subjects, Hispanic scores were comparable to White and African American 

students on the same campus, yet still below state averages.  
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Participants  

This qualitative research study consisted of a design involving two focus groups, 

a total of nine participants, and the use of ten open-ended interview questions (See 

Appendix A). The first focus group consisted of five Hispanic students (one male and 

four females) who passed their high school chemistry course with a 93 grade average or 

higher. This group of participants consisted of high-performing at-risk students who 

enrolled in advanced courses during their first three years in high school. The second 

focus group consisted of four Hispanic students (three males and one female) who failed 

the same course with a grade average between 65 and 69. This groups of participants 

consisted of at-risk students who enrolled primarily in on-level courses during their first 

three years in high school, some of whom were also enrolled in advanced courses. These 

students were not considered low-performing; they were all in the appropriate grade level 

and on track to graduate from high school during the time of the study. The participants 

were selected based on their grade average in passing (with a 93 average or higher) or 

failing (with a grade average between 65 and 69) chemistry. The grade averages for 

failing students were chosen in an attempt to identify students who put forth an honest 

effort to do well or come close to passing (but failed) the chemistry course and in an 

attempt to eliminate from the selection process students who may have received 

additional points (e.g. rounding, extra credit, or an attempt to keep failure rate low) by 

their teacher. Passing or failing chemistry was the tool used to group the participants of 

this study due to the elevated rigor embedded in this course, in comparison to the other 

core subjects (English II, world history, and geometry) taken during the sophomore year.  
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Procedures  

Phase I Approvals. Permission to conduct this research study at the appropriate 

campus within the school district described was provided by the Director of Student 

Services (See Appendix B). Permission was then obtained from the campus Principal to 

enter the campus and interview the designated students at that school (See Appendix C). 

Prior to meeting with the subjects, the Human Subjects Application was completed and 

approved by the University of Houston Institutional Review Board, Committee for the 

Protection of Human Subjects. During this process, the committee approved the 

designated research questions prior to conducting the study (See Appendix D).  

Phase II Selection. An associate principal of instruction at the high school 

campus where the study participants attended was asked to provide the names of 40 

Hispanic students (one list containing the names of 20 students who passed chemistry and 

a second list containing the names of 20 students who failed chemistry), from which an 

attempt was made to recruit 20 potential participants. The names were obtained by the 

associate principal of instruction by entering the district’s E-School Plus software system 

where all student data were entered and stored, including PEIMS information.  From 

these lists, two focus groups were created for the study. The first list consisted of the 

names of ten male and ten female Hispanic students who achieved a composite average 

(i.e. average taken after combining the fall semester grade with the spring semester 

grade) in their chemistry course of a 93 or above at the end of the 2013-2014 school year. 

This list provided the names of potential participants for the first focus group, those who 

passed chemistry. The second list consisted of ten male and ten female Hispanic students 

who received a composite average between a 65 and 69 in their chemistry course at the 
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end of the 2013-2014 school year. This second list provided the names of potential 

participants for the second focus group, those who failed chemistry. The associate 

principal of instruction was asked to provide the names of 40 Hispanic students in 

anticipation that not all students would have been willing or able to participate in the 

study. The researcher sought a minimum number of ten participants in each focus group, 

five male and five female, for a total of 20 participants. The potential participants were 

identified through their chemistry course due to the elevated rigor that exists in this 

course in comparison to the other core subjects (geometry, English II, and world history) 

which are assigned during the students’ sophomore (tenth grade) year in high school.  

After all necessary approvals were granted and participant lists were provided, the 

20 potential participants on each list (total of 40 students) were invited to meet and speak 

with the researcher on a designated day after school, in the Large Group Instruction 

(LGI) classroom, in order to be informed about the purpose of the study and be invited to 

participate in the study. An email was sent to the appropriate campus assistant principals 

containing a list of student names under their alpha split two weeks prior to the scheduled 

introductory meeting; with information asking them to print out an attached document 

(See Appendix E) and write the appropriate students’ names on a copy of the attached 

document, and hand it to the potential participant no later than three days before the 

designated meeting date. The document that was to be handed to each of the 40 potential 

participants requested their presence at an introductory meeting after school on a 

designated day to be informed and invited to participate in the doctoral study.  

The information meeting held after school was scheduled to last no more than 30 

minutes and the students were provided with late bus passes. This initial meeting only 
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included the invited potential participants; no other individuals were allowed to attend 

this meeting in order to ensure privacy. The day the introductory meeting was held, two 

students attended. At this time, the two potential participants were informed that the 

purpose of the study was to gain and analyze information about their perception of the 

approaches their teachers used, or did not use, in their classrooms (i.e. 

classroom/instructional strategies) as well as their perceptions on factors outside of the 

classroom that helped or did not help in making them successful (i.e. pass) in any of their 

core subject courses during their tenth grade year. The students in attendance were 

informed that two groups of 10 students would be formed and each group would be 

interviewed separately in order to make the conversations and responses from each 

participant manageable in smaller groups. At this information meeting the two students 

were reminded of the meaning of the term “teaching strategies,” which teachers were 

expected to explain to their students when implementing their specific instructional 

strategy, in applying best practices, into their daily lessons. Also, the potential 

participants were informed of the designated days, time (2:45-5:15pm), and location 

(same LGI room) of the scheduled focus group interview sessions. Both students in 

attendance verbally agreed to participate; child assent and parental permission forms 

were distributed to each of the potential participants to be completed and returned within 

five days. The forms contained the purpose, procedures, confidentiality, and subject 

rights pertaining to the study (See Appendices F and G). The two potential participants 

were informed that by volunteering and being selected to participate in the study, all 

information would be kept confidential unless they divulged information indicating that 

they planned hurting themselves or others. The potential participants were also informed 
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that if more than 20 students returned the completed forms within the five day period 

only 20 students would have been selected to participate in the study. In fact, the 

participants selected to participate would have been the first five male and female 

students, from each of the two lists, to return the completed forms with the anticipation of 

reaching ten students in each of the two focus groups. The script used during the initial 

information meeting is located in Appendix H. 

At this point, there were two potential participants interested in participating in 

the study. In an effort to recruit the desired amount of participants, the researcher gained 

permission and scheduled time the following week to visit the campus and meet with 

each potential participant individually. During each meeting, the information as described 

in the initial meeting script (Appendix H) was presented to the potential participant. After 

meeting with each of the remaining 38 potential participants, 36 of them verbally 

expressed interest in participating in the study. The students were asked to return the 

completed parental permission form and child assent form to the associate principal of 

instruction’s office within five days.  

After the fifth day, all completed forms were gathered. After the initial deadline, 

the researcher contacted and discussed the purpose of the study with the parents of five 

students who had requested for additional time. Two days later, the five potential 

participants returned the completed forms. The final groups of volunteers consisted of: 

one male and four female students in the first focus group (chemistry passing group), one 

female and three male students in the second focus group (chemistry failing group). 

Therefore, the research study continued with nine participants willing to take part in the 

study.  



92 

 

 

Phase III Data Collection. The campus secretary was contacted in order to 

schedule the use of the LGI classroom on the campus to conduct the focus group sessions 

after school on each designated day. Each focus group session was audio recorded. Each 

focus group session was scheduled for two hours and thirty minutes on a designated date, 

after school. This time frame allowed the students who relied on transportation provided 

by the school district to get home by boarding the designated late bus after the focus 

group session had concluded. It was not necessary to schedule a second session for any of 

the two focus groups, as indicated would happen if needed when the participants were 

recruited, in order to answer all ten student questions. The time allotted for each initial 

focus group session provided the time needed to have all ten questions answered. For 

each of the two focus group sessions, the researcher arrived early to arrange the seating 

for the subjects in a semi-circular fashion (e.g. horseshoe shaped) around the researcher. 

The audio recorder was be placed in front of the researcher as he read the ten student 

interview questions (See Appendix A) to the subjects and managed the conversations 

during the session. Because the last two student interview questions asked the 

participants to express/describe outside factors that may have influenced their success in 

school, there was a potential risk for psychological discomfort/harm; therefore when the 

last two questions were reached, the participants were given the option to express 

themselves in writing instead of openly sharing their responses with the group. A campus 

counselor was be asked to stay in the building (not in the interview room) during the 

focus group interview sessions, in anticipation that a focus group member may divulge 

sensitive information that may lead to a level of emotional discomfort requiring 

immediate assistance by the counselor. Both focus group meetings were conducted in this 
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fashion. The same ten questions were read to both student subject groups and each focus 

group member was provided five to ten minutes to reply upon completion of each 

question being read. All of the participants within each focus group were provided the 

opportunity to respond to each question. After the questions had been answered, time was 

provided to allow the group to respond to any comments made by any member of the 

focus group.  

Phase IV Data Analysis. Upon completion of the focus group interview sessions, 

the recordings were transcribed by an individual not involved with the study and who had 

served as editor (See Appendix I). The original audio-digital recordings and copies 

provided to the transcriber were deleted upon completion of the transcriptions. 

Throughout the course of the study and afterwards, the identity of each of the participants 

was to be protected and kept anonymous. The data gathered from both focus groups were 

organized into five research themes: teaching strategies that helped students succeed in 

their core subject courses, teaching strategies that hindered students from succeeding in 

their core subject courses, outside factors that helped student performance in school, 

outside factors that hindered student performance in school, and classroom strategies had 

no influence on student performance in their core subjects. Data collected from both 

focus groups were analyzed using first and second cycle coding methods: in vivo coding, 

emotion coding, descriptive coding, and values coding. Saldana (2013) defines first cycle 

methods as “those processes that happen during the initial coding of data” (p. 58).  The 

researcher further describes the following coding methods: In Vivo coding involves using 

words or terms from data that is verbatim, words used by the participants which may 

indicate the culture of the particular group; Emotion coding labels the emotions or 
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experience recalled by the participant or inferred by the researcher; Values coding 

involves applying codes to qualitative data “that reflects a participant’s values, attitudes, 

and beliefs, representing his or her perspectives or world-view” (p. 110); Descriptive 

coding uses codes which summarizes in a word or short phrase the basic topic of the data 

collected (Saldana, 2013).  

The researcher coded all experiences and perceptions (instructional or personal) 

provided by the nine participants to determine the frequency of any of the five research 

themes. This also helped to determine if data from the nine participants showed the 

existence of trends outside of the five research themes. After the coding methods were 

applied to the data gathered from the focus group interview sessions, data from the use of 

the specific code words or phrases were arranged on tables in order to determine the 

frequency in which the codes appeared during each focus group session. The frequency 

of specific teaching strategies and outside factors being described as helpful in 

succeeding and hindering in the lack of success in the core subject courses by the 

participants were determined for each of the two focus groups and placed on tables. The 

frequency of data pertaining to themes outside of the five research themes were analyzed 

as well. All data from each of the two focus groups that were identified were then 

compared to determine similarities and differences and ascertain potential trends between 

the two focus groups.   

Instruments 

The instruments used in this study included the use of the PEIMS report, E-

School Plus academic storage program for the identification of students, ten interview 

questions (pre-approved by the university IRB committee), and an audio recorder. After 
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audio recording the two focus group sessions, the recordings were transcribed and the 

material analyzed to determine similarities and differences among and between the 

responses of each participant group. The responses were analyzed using first cycle coding 

methods to determine the perceptions of key factors that were involved in the success and 

failures of the students in their high school core subject courses during their sophomore 

year: chemistry, geometry, English II, and world history. 

Limitations 

The results of this study relied on the subjective opinions provided by the 

participants; the researcher assumed the participants were open and honest about their 

responses. Bias by the associate principal of instruction may have played a role in this 

qualitative study, such as in the selection of successful/unsuccessful students who 

completed the chemistry course. In studying the data, the researcher may have played a 

role in the study’s limitations by misunderstanding the information being provided by the 

students. As a final point, the number of participants, questioning strategy, and the 

quality of questions (i.e. the design of the questions asked) could have limited the data’s 

significance.  



 

 

 

Chapter IV 

Results 

Introduction  

The purpose of this qualitative research study was to analyze data from 20 

Hispanic students about their perceptions of classroom instructional strategies and factors 

outside of the classroom that enabled or prevented them from being successful in each of 

their core subject courses (chemistry, geometry, English II, world history) during their 

sophomore year in high school. However, during the process of recruitment, the 

researcher was only able to acquire nine participants. It was expected that by meeting 

with 40 potential participants in order to explain the purpose of the study and the 

procedures to be taken (methodology), at least 20 students would have volunteered to 

take part in this research study. By having an invitation handed to each potential 

participant by their assistant principal, without providing information about the study 

(See Appendix E), only two students attended the scheduled information meeting. After 

obtaining permission from the campus principal to enter the campus, individual meetings 

were scheduled with each of the remaining 38 potential participants in a second attempt 

to recruit at least 20 students to take part in the research study. The research study 

continued with nine participants willing to take part in the study.  

 The first focus group (having passed chemistry) consisted of one male and four 

female participants. The second focus group (having failed chemistry) consisted of one 

female and three male participants. This qualitative study involved the participants 

having the opportunity to openly share and elaborate on the instructional strategies and 

outside factors they felt helped or did not help them be successful in their core subjects 



97 

 

 

during their tenth grade year in high school. Two focus group interview sessions were 

held separately and on different days. The participants in both focus groups were asked 

the same questions in the same order (See Appendix A). The data obtained from the two 

focus group sessions are presented in this chapter. Data collected from each student were 

analyzed using first and second cycle coding methods: in vivo coding, emotion coding, 

descriptive coding, and values coding. The data obtained from both focus group sessions 

were coded and placed in tables, paired with their appropriate research question.  

Three headings were used in each table. The words listed under Code represent 

the code words used to identify and at times summarize the data provided during each 

focus group session, as dictated by the first and second cycle coding methods. The 

information found under Descriptor provides a brief description of the code word(s) used 

to represent the data provided by the participants in the study. Frequency indicates the 

number of times a code word, phrase, or data was repeated during the appropriate focus 

group session by different participants in the same focus group.  

Data 
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Research Question #1: What teaching strategies do Hispanic students who passed 

chemistry report most influenced their performance in chemistry?  

Table 13  

 

Data for Research Question #1 

Code Descriptor Frequency 

Clear Explanations Teacher taught material and explained objectives at a level 

that can be easily understood by students. 

5 

Direct Instruction The process of writing notes and explanations of material 

being taught by the teacher. 

4 

Repetition Teacher repeating words, phrases, concepts during lecture, lab 

work. 

4 

Student Questions Hearing another student’s perspective of the material being 

taught. 

2 

Warm Ups Learning activity prior to the lesson. 1 

Patience Teacher going at steady a pace when explaining the material 

being taught. 

1 

Reflections Student’s describing material learned in his/her own words. 1 

Checking for 

Understanding 

Teacher assessing student understanding of material taught. 1 

Pneumonic 

Approach 

Teacher aligned a series of step to a popular song. 1 

Visual Aids Teacher use of videos to elaborate on the concept being 

taught. 

1 

Rigor Teacher challenged the student’s way of thinking. 1 

 

Research Question #2: What teaching strategies do Hispanic students who did not pass 

chemistry report most influenced their performance in chemistry? 

Table 14  

 

Data for Research Question #2 

Code Descriptor Frequency 

Individual Help Teacher provided individual assistance to students, in class and 

after school. 

4 

Clear 

Explanations 

Teacher describing material being taught at a level that can be 

easily understood by students.  

2 

Enthusiastic Teacher expressed enthusiasm and desire to be at work. 2 

 Student Maturity Student felt he/she matured from previous year, wants to learn. 2 

Independence Teacher wouldn’t force student to complete the work. 1 

Visual Aids Teacher use of videos to elaborate on concepts. 1 

Rigor Student provided with engaging, rigorous, and relevant work. 1 

Patience Teacher adjusting pace to students learning abilities. 1 
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Research Question #3: What teaching strategies do Hispanic students who passed 

chemistry report least influenced their performance in chemistry? 

Table 15  

 

Data for Research Question #3 

Code Descriptor Frequency 

Group Work Being placed in groups for discussions or completing work as a 

group. 

5 

Closures Teacher strategy to summarize what was learned. 5 

Student 

Participation 

Teacher calling on struggling students to provide answers to 

questions or problems. 

5 

Warm Ups Learning activity prior to the lesson. 4 

 

Research Question #4: What teaching strategies do Hispanic students who did not pass 

chemistry report least influenced their performance in chemistry? 

Table 16  

 

Data for Research Question #4 

Code Descriptor Frequency 

Classroom 

Management 

Teacher’s ability to maintain on task behavior and an appropriate 

learning environment. 

3 

Motivation Teacher’s lack of interest in the quality of his/her work and the 

students’ work. 

2 

Unprepared Teacher lacking the skills to properly teach a lesson. 2 

Administrative 

Interference 

Teacher not being allowed to teach the way they want too. 2 

Rigor Not challenged; work was too easy, given busy work. 2 

Relevance Lack of understanding the importance in learning chemistry; 

rather learn something they feel is useful after graduating high 

school. 

2 

Notes Repeating what teacher is saying, filling in blanks, busy work. 1 

 

Research Question #5: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in chemistry?  
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Similarities: both groups expressed that a strategy that influenced their success in 

chemistry was the teacher’s ability to explain the objectives and material clearly. Both 

groups also expressed that two other strategies that proved to be useful included their 

teacher’s approach in teaching at a steady pace (patience) and using videos (visual aids) 

as a tool to further elaborate or explain specific concepts. There was a lack of similarities 

in response to strategies that least influenced their success in chemistry. 

Differences: The first focus group (passed chemistry) felt that direct instruction, 

clear explanations of the material being taught, and the repetition of concepts were 

strategies that best helped them learn chemistry. The second focus group (failed 

chemistry) indicated that an enthusiastic teacher who was willing to provide individual 

attention helped them the most to learn chemistry. The participants also felt their maturity 

improved from the previous year, allowing them to take their education more seriously. 

In response to strategies that least influenced their success in chemistry, Focus Group 1 

explained that they preferred direct instruction and did not see any benefits from warm 

ups, closure strategies, nor working in groups. This group felt that most of the time 

teachers purposely paired them with struggling students and this would frustrate them, 

especially if the other student was not a hard worker. Focus Group 2 felt that a teacher’s 

lack of training and preparation would keep them from managing classroom behavior, 

providing appropriate instruction, would assign work that was viewed as “busy work,” 

and would not know how to appropriately teach them. A lack of rigor and relevance in 

their class assignments would cause them to lose interest in learning chemistry.  
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Research Question #6: What teaching strategies do Hispanic students who passed 

chemistry report most influenced their performance in geometry? 

Table 17  

 

Data for Research Question #6 

Code Descriptor Frequency 

Repetition Teacher repeating words, phrases, concepts during lecture, 

quizzes. 

1 

Fun Student provided with engaging, interesting, and relevant 

work. 

1 

Notes Process of writing down explanations, examples, and 

reflections in a journal. 

1 

Incentives Students rewarded with treats or free time for good 

performance on assignments and assessments. 

1 

Clear  

Explanations 

Teacher describing material being taught at a level that can be 

easily understood by students. 

1 

Checking for 

Understanding 

Teacher assessing students understanding of material taught, 

re-teaching if necessary. 

1 

Individual Help Teacher provided individual assistance to students. 1 

 

Research Question #7: What teaching strategies do Hispanic students who did not pass 

chemistry report most influenced their performance in geometry? 

Table 18  

 

Data for Research Question #7 

Code Descriptor Frequency 

Warm Ups Relevant to material to be taught afterwards, provided ahead of 

time for students to work on, allowed students to move around 

classroom and work in groups, students allowed to solve problems 

in various ways, graded. 

3 

Straightforward Teacher was clear, easy to understand, would follow through with 

consequences when students were off task. 

1 

Challenging Teacher made class interesting, engaging, and made students think 

of different ways to solve problems. 

1 

Enthusiastic Teacher was active, moved around the classroom, cared if students 

passed. 

1 

Hands-on Teacher provided assignments where students moved around the 

classroom and designed structures using math concepts. 

1 

Individual Help Teacher provided individual support after school, showed she 

cared. 

1 
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Research Question #8: What teaching strategies do Hispanic students who passed 

chemistry report least influenced their performance in geometry? 

Table 19  

 

Data for Research Question #8 

Code Descriptor Frequency 

Warm 

Ups 

Problems not related to topic being taught, time consuming, teacher did 

not emphasize any importance, teacher not concerned with quality of 

work done by students, students did not show effort, led to confusion. 

5 

Notebook Teacher did not check for quality of work, did not connect any of its value 

to the topic learned for the day. 

1 

 

Research Question #9: What teaching strategies do Hispanic students who did not pass 

chemistry report least influenced their performance in geometry? 

Table 20  

 

Data for Research Question #9 

Code Descriptor Frequency 

Classroom 

Management 

Excessive talking, distracting, teacher spent most of time 

attempting to redirect misbehavior. 

3 

Group Work Students lost focus, off- task behavior, distracting to those 

wanting to learn 

1 

Personal Agenda Teacher providing assignments that would provide data for 

master’s thesis, unrelated to geometry. 

1 

1
st
 Year Teacher Lacking ability to teach and control classroom behavior at the 

same time. 

1 

 

Research Question #10: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in geometry? 

 Similarities: Members from both groups expressed that they felt they experience 

success when working with a teacher who was enthusiastic and fun (i.e. showed he/she 

enjoyed their job) who in turn would provide challenging, interesting, and engaging 
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assignments in way that was easily understood. They also appreciated their geometry 

teachers for their willingness to provide tutorials, one on one instruction, after school. 

When asked about strategies that least influenced their performance in geometry, the 

responses between both focus groups varied. 

 Differences: Members from the first focus group (passed chemistry) believed that 

through note taking, repetition of material, and teachers’ assessments they were able to be 

successful. Some members of the second focus group felt they were able to learn through 

the use of warm ups, when relevant to the material being taught. On the other hand, all of 

the participants in the first focus group indicated that warm ups were not useful for them 

in learning geometry. One participant within this group also reported that the use of 

notebooks did not function well for him/her. Members of the second focus group (failed 

chemistry) reported that the teacher’s inability to manage classroom behavior was the 

primary reason why they were not successful in geometry. They also believed that group 

work was not effective due to the off-task behavior that would exist. One participant 

detailed a teacher’s use of class time to provide assignments in order to gather data for 

his/her thesis rather than following the curriculum.  
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Research Question #11: What teaching strategies do Hispanic students who passed 

chemistry report most influenced their performance in English II? 

Table 21  

 

Data for Research Question #11 

Code Descriptor Frequency 

Individual 

Help 

Teacher provides personal attention during class or after school; shows 

teacher cares about student performance. 

3 

Essay 

Writing 

Students practiced their writing skills, timed, prompt and feedback 

provided by teacher, done periodically.  

2 

Self-

motivation 

Students practiced at home, researched material on the internet, sought 

assistance from other teachers, volunteered to provide answers in front 

of class. 

2 

Visual Aids Material taught with the use of power points and videos. 1 

 

Research Question #12: What teaching strategies do Hispanic students who did not pass 

chemistry report most influenced their performance in English II? 

Table 22  

 

Data for Research Question #12 

Code Descriptor Frequency 

Teacher 

Interaction, 

Prepared 

Teacher asked questions, would show steps to an assignment or 

project by doing the work along with the students, provided 

feedback, clearly expressed expectations, fun, prepared to teach, and 

flexible with deadlines. 

4 

Ted Talks Students watched people recite poems and stories, teacher asked 

questions, students wrote their own poems and presented to the class. 

2 

Projects Challenging, teacher would do a good job in providing examples and 

guidance.  

2 

First Year 

Teacher 

Teachers are younger and could relate with the students, provided 

assignments that were relevant, examples provided were on topics 

that students could understand, taught from an adolescent’s 

perspective, easy to understand, taught at a faster pace than older 

teachers, fun and provided a variety of lessons.  

2 

Notebook Used for students to take lecture notes, teacher frequently checked to 

see if notes were taken. 

1 

Test Review Done before a test, fun, games, student felt prepared. 1 

Incentives Teacher provided snacks for participation and correct answers to 

questions asked.  

1 

Warm Ups Practice questions or writing samples related to material being taught 

that day or later on in the week.  

1 

Group Work Students worked together, participated, and did their share of the 

work. 

1 
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Research Question #13: What teaching strategies do Hispanic students who passed 

chemistry report least influenced their performance in English II? 

Table 23  

 

Data for Research Question #13 

Code Descriptor Frequency 

Thinking Maps Students forced to use this tool, not productive, not taken 

seriously by teacher and students, told to use particular thinking 

maps and couldn’t choose one they felt comfortable using.  

3 

Administrative 

Interference 

Teacher informed students that he/she had to use thinking maps 

because he/she was being pressured by administrators to use 

them. 

1 

Unapproachable 

Teacher 

Teacher did not care, would not assist students, and would 

remain seated behind desk as students worked. 

1 

Unrelated Topics Teachers would show movies or discuss topics unrelated to the 

day’s lesson/topics. 

1 

Group Work Student did not like explaining things to those who struggled, 

felt he/she did all of the work, partners did not take work 

seriously, took too long to get work completed, students would 

grade each other’s work and would not take it seriously. 

1 

Annotations Found to be a distraction as he/she read.  1 

 

Research Question #14: What teaching strategies do Hispanic students who did not pass 

chemistry report least influenced their performance in English II? 

Table 24  

 

Data for Research Question #14 

Code Descriptor Frequency 

Classroom 

Management 

Teacher would argue with students, excessive talking, distracting,  3 

1
st
 Year Teacher Unprepared to deal with classroom misbehavior and off task 

behavior, easily distracted, little instruction provided due to trying 

to redirect other students. 

2 

Rigor Student did not turn in work, lack of rigor, lessons delivered at 

very slow pace, lack of relevance, assigned bookwork, packet 

work, unrelated videos 

1 

Unengaged Considered teacher not wanting to help, sat behind desk as students 

answered questions in textbook or worked on packets, a good 

number of assignments not graded. 

1 
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Research Question #15: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in English II? 

 Similarities: When comparing the responses describing strategies that helped the 

participants, in both focus groups, to be successful the responses involved teachers who 

came in prepared to teach, provided clear explanations, assistance, feedback, and 

interacted with the students to make the assignments fun and engaging. As far as 

comparing strategies which least influenced student success in English II both groups felt 

that their teachers provided busy work or movies that were not related to the material 

being learned at the time. The participants also mentioned that the teachers’ inabilities to 

redirect off task behavior (during group work) and classroom misbehavior affected the 

learning environment in their classes.  

 Differences: Strategies that helped participants in the first focus group (passed 

chemistry) involved practicing their writing skills, self-motivation, and visual materials. 

Participants in the second focus group (failed chemistry) mentioned more of a variety of 

strategies that were helpful with their learning in their English II class, including: Ted 

Talks, younger teachers providing lessons that were relevant to the students which made 

the topics more interesting, projects and warm ups that were engaging and easily 

understood. Incentives, test reviews, and group work were also seen as being very 

helpful.  

There were variations in the number and type of strategies that the participants in 

both groups felt least influenced their success in English II. Three members of the first 

focus group felt that thinking maps were ineffective and indicated that they believed 
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teachers did not like asking students to create a thinking map but did so because they 

were forced to do so by the campus administrators. A member of this group also reported 

that his/her teacher is unapproachable, another indicated that he/she would have to teach 

those who did make an effort to learn, and a third participant felt that annotations simply 

slowed him down and kept him from understanding his readings. Members of the second 

focus group shared that the teacher’s inability to manage classroom behavior and inability 

to provide engaging assignments affected their learning in this subject.   

Research Question #16: What teaching strategies do Hispanic students who passed 

chemistry report most influenced their performance in world history? 

Table 25  

 

Data for Research Question #16 

Code Descriptor Frequency 

Enthusiastic Teacher enjoyed his/her job, managed classroom well, easy transition 

from one aspect of a lesson to another, managed students working in 

groups well, variety of presentations assigned and managed well. 

3 

Group Work All students were engaged, students learned from each other, 

presentations done as a group, students were on-task.  

3 

Time 

Management 

Teacher started class quickly, packet work was distributed efficiently, 

during group work students were given a few minutes to work 

together, work was completed efficiently, reading, discussions, and 

presentations were done effectively.  

2 

Relevant Topics discussed and researched were interesting to students or made 

interesting by the teacher. At times teachers explain their own 

personal experiences with a topic that students could not relate too, 

this made students more interested. Material was easily understood. 

2 

Visual Aids Videos used to elaborate and clarify topics, no interruptions. 1 
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Research Question #17: What teaching strategies do Hispanic students who did not pass 

chemistry report most influenced their performance in world history? 

Table 26  

 

Data for Research Question #17 

Code Descriptor Frequency 

Notes Writing down the material being taught and being able to 

review it helped with tests. 

4 

Clear Explanations Teacher provided information in a concise and detailed manner 

which made it easier to understand. 

3 

Direct Instruction Teacher lectured and students clearly understood the 

concepts/topics being taught. 

3 

Enthusiastic It was obvious that the teacher enjoyed working there, 

interacted well with all students, and made the class interesting. 

3 

Fun Student provided with engaging, interesting, and relevant work. 

Assignments were in the form of games and used for test 

reviews as well.  

3 

Repetition Teacher would repeat the material to be learned during a lesson 

and throughout the week leading up to their test. 

2 

Constructive 

Feedback 

Teacher provided useful comments and constructive criticism 

that made students think. 

2 

Checking for 

Understanding 

Teacher took the time to question the class and determine if 

everyone understood the material being taught.  

2 

Individual Help Teacher provided individual support and after school tutorials.  1 

Incentives Teacher provided snacks when students performed well on 

tests.  

1 
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Research Question #18: What teaching strategies do Hispanic students who passed 

chemistry report least influenced their performance in world history? 

Table 27  

 

Data for Research Question #18 

Code Descriptor Frequency 

Classroom 

Management 

Teacher easily distracted, excessive talking, would not redirect off-

task behavior. 

2 

Group Work Excessive talking, partners lacked effort, did not want to help the 

bad students, did all of the work because cared about his/her grade, 

teacher believes smarter students can influence bad students, 

unstructured. 

2 

Relevance Assignments/work lacked creativity, book work and packet work 

done in groups, did not understand why the day’s topic was 

important to learn.  

2 

Unengaged Teacher would get off topic, 2 

Unprepared Teacher not able to gain student interest, long power points, long 

readings, got off topic easily, lack of motivation, grades based on 

quizzes and tests only. 

2 

Presentations Students presented material that should have been taught by the 

teacher, information not accurate, teacher did not monitor quality of 

work or information provided by students. 

2 

 

Research Question #19: What teaching strategies do Hispanic students who did not pass 

chemistry report least influenced their performance in world history? 

Table 28  

 

Data for Research Question #19 

Code Descriptor Frequency 

Classroom 

Management 

Disruptive students, inconsistent enforcement of classroom rules, 

lack of respect for teacher, excessive talking, teacher argued with 

students, and teacher not strict enough. 

2 

Unprepared Lack of teacher concern, teacher read information out of the 

textbook, didn’t teach, didn’t provide assistance nor tutorials. 

2 

Rigor  Work was easy and completed quickly, assignments were from 

textbook or workbook, students worked alone. 

2 

Relevance Students did not understand importance of material being taught, 

work assigned was out of textbook and could not relate to real 

world, instruction lacked clarity. 

2 

Unengaged Assignments were boring, questions from textbook or workbook. 1 
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Research Question #20: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in world history? 

 Similarities: Members from both focus groups believed that the teacher’s 

enthusiasm for teaching and ability to provide engaging lessons helped them be 

successful in world history. Clear explanations and relevant work also assisted them in 

enjoying the class. At the same time, when asked to describe strategies that least 

influenced their success in world history, members from both groups strongly believed 

that the teacher’s inability to manage classroom behavior and lack of preparation each 

day had the biggest impact when they were not successful in this course. This caused the 

students to lose interest, to not be engaged in the lesson, which led to them not 

understanding the material and not understanding the importance of some of the 

objectives/topics being taught.  

 Differences: When comparing the information identifying strategies that proved 

to be influential in student success in world history, the participants in the first focus 

group (passed chemistry) mention for the first time that group work proved to be 

beneficial, while pointing out that the instructors in this subject were able to manage 

transitions between different phases of their lesson and time spent on each phase (e.g. 

warm up, activity, closure) in a more successful manner than most of their other teachers. 

The participants in the second focus group (failed chemistry) expressed that direct 

instruction, clear explanations, and note-taking were their preferred methods in learning 

in their world history class. They also mentioned that the teachers’ ability to make the 

course fun and provide constructive feedback added to their success.  
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 Comparison of the data provided in regards to the strategies that least influenced 

success in world history shows little difference when comparing the information provided 

by both focus groups. Some members of the first focus group (passed chemistry) continue 

to express that group work proves to be ineffective for them when learning in most of 

their courses. Participants in the second focus group (failed chemistry) added that the low 

level of rigor in their assignments caused them to lose interest and at times contribute to 

the classroom misbehavior experienced by their teachers in world history.  

Research Question #21: What outside factors do Hispanic students who passed chemistry 

report most significantly helped and/or hindered their performance in school? 

Table 29 

 

Focus Group 1: Outside Factors That Helped School Performance 

Code Descriptor Frequency 

High Goals All students expect to be accepted into the college/university of 

their choice and hope to earn scholarships as well.  

5 

Parental Support Parents set high expectations, provided food and shelter, 

provided positive encouragement, and helped with however they 

could with assignments.  

4 

Role Model Students understood they were to set an example for their 

younger siblings and do the best they could in school. 

2 

Extracurricular 

Activities 

Students wanted to remain eligible to participate in band and 

sports. 

2 

Sibling Support Older brother who is a college student provide the positive 

encouragement the student needed when struggling with grades.  

1 
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Table 30  

 

Focus Group 1: Outside Factors That Hindered School Performance 

Code Descriptor Frequency 

Personal 

Stress 

All students add pressure to themselves due to their own goals, 

meeting deadlines, and due to classes overwhelming them with 

assignments whose deadlines coincide with each other.  

5 

Parent Divorce Student felt parents did not have time to assist her with challenges in 

school, dealing with emotions, and would argue a lot with mom. 

1 

Parent 

Financial 

Struggles 

Student would worry about family when parents struggled financially 

with their business, parents argued a lot, and student worried about 

how this would affect younger siblings. 

1 

Language 

Barriers 

Student was new to the country five years ago, self-conscience about 

her speaking abilities, and had to overcome fear of oral presentations.  

1 

 

Research Question #22: What outside factors do Hispanic students who did not pass 

chemistry report most significantly helped and/or hindered their performance in school? 

Table 31  

 

Focus Group 2: Outside Factors That Helped School Performance 

Code Descriptor Frequency 

Personal 

Goals 

Students are now realizing what they want to do after graduating high 

school, hope it is not too late to improve their grades. 

4 

Self-

Motivation 

Students have come to realize that they are hurting their future by not 

working hard in school and have come to realize the requirements for 

their chosen career. 

3 

Parental 

Support 

Parents provided encouragement, food and shelter, and would 

continuously remind them of their potential to do better. 

2 

Negative 

Experience 

Took a trip to Mexico with mom and witnessed the degree in which 

his relatives were struggling with basic needs being poor and lacking 

an education.  

1 
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Table 32  

 

Focus Group 2: Outside Factors That Hindered School Performance 

Code Descriptor Frequency 

Lack of Self-

Motivation 

Little effort, did enough to get by early in high school, and didn’t 

realize how quickly high school would go by. 

4 

Bad Choices Misbehavior, disciplinary placement in district alternative campus, 

alcohol use, drug use, ignored academic advice from parents and 

friends. 

3 

Relevance Did not understand the importance of selecting the right elective 

classes freshman year, did not see the importance in learning subjects 

which he/she was not interested in, felt they lacked guidance, wished 

they had someone to explain early on how negatively their lives would 

be impacted by not doing well in high school.  

2 

Parent 

Divorce 

Parents continue to argue, at times feels ignored, he/she desires to have 

someone to guide him/her. 

1 

 

Research Question #23: What are the similarities and differences between the outside 

factors that Hispanic students who passed and did not pass chemistry reported as helped 

and/or hindered their performance in school?    

 Similarities: The one similarity that both focus groups shared was that they felt 

that parental support helped them in being successful in their classes. Both focus groups 

mentioned goals as well, but their descriptions were different. When looking at data 

indicating items/events that hindered their performance in school, participants in both 

focus groups shared that parent divorce had a negative impact on their performance in 

school.  

 Differences: When comparing outside factors that influenced their performance in 

school, the main factor among the participants in the first focus group (passed chemistry) 

was the high goals they each set for themselves, along with their parents, when they first 

entered high school. Their desire to meet these high expectations and still be able to 

participate in extracurricular activities along with realizing they were setting examples 
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for their younger siblings served to be the next group of motivating factors. One 

participant shared that her older brother served as a strong motivating factor, more so 

than her mother. Participants in the second focus group (failed chemistry) shared that 

their personal goals and self-motivation are the primary outside factors that drive them 

towards success in school. The difference between their responses and those from the 

first focus group is that the participants in the second focus group realized the importance 

of an education during high school, not before. For one participant, meeting family 

members in Mexico and seeing how being poor impacts their daily lives motivated 

him/her to want to graduate from high school and search for a career.  

 When considering outside factors that hindered their performance in school, 

members of the first focus group (passed chemistry) all agreed that their personal stress 

hindered their performance in the four core subject areas. They all expressed that the 

main stressful situation they faced was having deadlines for assignments/projects and test 

dates coincide with each other in the majority of their classes. One participant shared 

his/her experience with having a language barrier since she first entered the country five 

years ago. Another participant shared that his/her experience in watching his/her parents 

have financial challenges with their business led to worry and being distracted in school. 

Members of the second focus group (failed chemistry) indicated that their own lack of 

self-motivation and bad choices were the main reasons they were not successful in 

school. They regretted not taking school more seriously. Two of the participants in the 

second focus group also expressed that they wished that someone in school would have 

guided them and explained clearly the impact of not being successful in high school on 

their lives after high school. They wished that someone would have spent more time with 
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them and explained the relevance of selecting the right elective classes in high school to 

the impact this would have on their preparation and knowledge in selecting a career.  

Themes 

 Theme One: Teaching strategies that helped students succeed in their core 

subject courses. The participants in both focus groups provided a variety of examples of 

strategies and situations in the classroom that proved to be helpful in their success in the 

four core subject courses and emphasized the effect that a few of them had on their 

performance.  

 “Whenever we would do like an assignment or whenever we would like learn 

something new we would have a notebook and on the notebook we would write 

the notes and on the other page we would write like a reflection or something we 

learned from it. And from that basically we could reflect on what we learned and 

if we had like a question, um, my teacher in particular she would make sure the 

whole class like understood before she moved on. You know and that’s something 

that all teachers do but she was really good at, like, teaching, and making sure the 

students understood.” 

 “My teacher, she was very patient. Like she would explain, she would break it 

down for us. Like she would first show it all, whatever we were supposed to do. 

Then she would go back to the beginning and tell us what we are supposed to do 

here and the next step, and she did make us ask questions also, so she wouldn’t let 

us move on without someone saying something.” 

 “My teacher would like encourage students to like try harder by giving them little 

tickets and by the end of  the month she would have like a draw where she would 
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get students like little prizes so that would encourage the students to actually try 

in the warm-ups, they would be eager to go up there and put whatever they did or 

they would answer questions and that would get a lot of participation and since 

more people were participating, more people were discussing, uh talking, they 

understood what they needed help in, you know, more interaction.” 

 “I guess the way he would try to help me out on my… I’m really bad with 

English, one of my worst subjects, so he would try to help me with my essays or 

try to break it down on how to start an intro because that was the worst part 

…English was not my greatest subject, but he would try to explain it as like as 

much as he could.” 

 “My teacher, she was very enthusiastic about World History. She liked, I feel like 

she liked it a lot. She liked her job. She liked what we did every day. She liked 

HISTORY. And she would a lot of times she would talk to us about like, her life, 

and uh, she would connect it. She would actually connect like stuff she lived with 

history.” 

 “Warm-ups helped us. She would give us a booklet with warm ups with dates like 

Monday, Tuesday, for the month, and for each day we had to do a different warm 

up, which would help with what we did after that, like a worksheet and also we 

would take notes. She would put them on the board with like directions for it 

instead of just handing us a paper that is already printed with the notes to see what 

we had to do. That was helpful.” 

 “We used games and other methods like a notebook and stuff from the textbook 

and we write it down. We take a lot of notes, and we would remember stuff like 



117 

 

 

that. A day before we would study for a test with some type of game instead of 

just like straight from the book to memorize everything, he would break it down 

like in different categories in the game. He used that to make it fun and make it 

like for us to understand it.” 

 “The teacher actually took the time to break everything down, and he made us 

take a lot of notes and when you had a question or something, he would actually 

break down, the um, information for you, and actually went into depth with it.” 

Theme Two: Teaching strategies that hindered students from succeeding in 

their core subject courses. The answers provided by both focus group members ranged 

from classroom strategies, teacher personality, and personal attributes.  

 “I think the teacher should see, should pick somebody like when she sees people 

doing the warm up, pick somebody who she thinks is doing it correctly or tell us 

what they are doing cause most of the time teachers just pick randomly and 

students who don’t know what they are doing will go up there and just waste 

time.” 

 “I feel like many of the instructional strategies that are not good are not good 

because teachers don’t want to do them. It’s because teachers are forced to do 

them and that’s not the way teachers want to teach, and if teachers want to teach a 

certain way and they feel like it’s effective and they feel like you’re going to, uh, 

project on students a better way. I feel like they should be,  {pause} they should 

let teachers do that because teachers are the ones teaching the kids not you, you 

know, um, them, whoever tell the teachers what to do.” 
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  “I hated warm ups. Sometimes the warm up would be of a different kind of math 

like it would be algebra, uh, not geometry. And it wouldn’t be, say we’re on one 

like aspect of algebra and it would be like totally off topic and it would. I guess it 

would help but not for geometry.” 

 “For almost the whole spring semester we did work on a project she needed done 

in order to get her masters and it didn’t really have anything to do with geometry. 

So she kind of rushed everything at the end of the year to get us ready for our 

final.” 

 “The thinking maps. I thought they were forced on us and forced on them too and 

he would make us write about a topic and just use thinking maps, but we wouldn’t 

really get them. I guess we only did them mostly because um I guess the school 

made him, too, because it just didn’t do anything for me.” 

 “Like he would give us something to read and we would annotate it, and I don’t 

like annotating. Cause when I read, I , I process it in my head and having to write 

something on the side, like it just distracts me from the actual reading because  I 

am  like what am I writing on the side, so I hated annotating. That was a big thing 

for me.” 

 “I don’t like working in groups. The kids were really distracting and usually when 

you are a good student and you do all your work and stuff, the teacher puts you 

with bad students cause you’re supposed to teach them something to like help 

them.” 
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Sub-theme One: Classroom Management. Particularly among the second focus 

group members (failed chemistry), teacher issues with classroom management was a 

recurrent topic which came up as the participants described strategies that helped them 

the least in most of their core subject courses.  

 “The students didn’t know where they stood with the teacher, like they wouldn’t 

have respect for him and he would let himself, you know. Like he would let them 

talk over him and just sit back and wait for them to stop talking and they wouldn’t 

stop talking, so that gave him less instruction time. And when it came to 

instruction time, like he’ll be like five minutes into class and they’ll just start 

talking and he’ll try to settle them down, but it just didn’t work. We’d have APs 

going in there all the time so we didn’t really learn very much in that class.” 

 “My chemistry teacher, she was, she was a middle school teacher from out of 

state, Wisconsin, I think. And it was her first year here as a high school teacher 

and she wouldn’t control the class, at all. Everyone was just bad. She would teach 

and everyone would be talking and she would keep on teaching like writing on the 

board.  She would be talking and no one was listening, cause like only a few kids 

in front of the class would be listening.” 

 “She would stay after school for you and like all the time if you needed to catch 

up with the missing work. She would help you with that. After school, she was a 

good teacher, I guess. She would be with you working specifically with what you 

needed but during the class she couldn’t control it. And she would relate, but she 

would always get off topic and tell us about how her other students were 
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compared to us, that was pointless. That had nothing to do with class.  And, she 

just, I guess she was just inexperienced, I think.” 

 “It was her first year here so she didn’t really know how to control the class like 

she didn’t want to be the bad guy with the class, I guess.” 

 “That class was bad. We were his worst class. What, we were the smartest. But 

like as a class we weren’t good; you know, didn’t behave and didn’t pay attention 

to the teacher, but the few times that we did, um, we were good at it. But, um, it’s 

just, um with the students he could control he did teach.” 

 “This was her first year, and she was young, too, and sometimes she would get off 

track and the whole class would start talking about something different. Like total 

different, like off topic and that would take up a little bit of class and we would 

lose some instructional time.” 

Sub-theme Two: Some People Should Not Become Teachers. This is a second 

sub-theme which students from both groups described as teachers who were not prepared 

to teach each day and at times would say they did not want to be there.  

 “A lot of teachers don’t even want to be teachers. They wish they could be 

something greater. But time has already passed, they can’t go back. And, you 

know, when they already have families, things they are paying for, they can’t just 

go back.” 

 “There are some teachers that really don’t want to be there and will tell the class 

that. Uh, I mean, it’s also, also like the education system is at fault as well, like 

the actual stuff that they give them to teach us and the way they teach, like their 

way of teaching us is not good and seeing which is right and which is wrong.” 
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 “There are teachers who don’t want to, to put in an effort… that kind of makes me 

angry like I had a teacher my, um, my English teacher. She acted like she didn’t 

want to be there, and I heard of a, um, of a teacher. She said that she did not want 

to be there. That she, she was only doing it because of, I think for the money 

because she had to pay back loans.” 

 “It was her last year teaching, and she, she just didn’t want to do anything and 

teachers like that I feel like they should…they shouldn’t teach. They make it 

about them but it’s not about them. It’s about the students like if you’re going to 

be a teacher; you’re going to be a teacher for a reason.” 

 “A personality that did not help me at all was this teacher who was very, very 

cranky all the time, and it just put the students in a bad mood like they didn’t want 

to learn cause she was always so, like grouchy, and it, it was just. It was not fun. 

You…You would not look forward to that class.” 

Theme Three: Outside factors that helped student performance in school. 

Participants in both focus groups identified two similar outside factors which influenced 

their performance in school.  

 “My parents are very encouraging. Um, whenever we do good, me and my sisters, 

they’re like wow congratulations. The get like so happy about it. Um, they’re like 

you’re so smart. Um, you’re so good. They’re like wow; you’re the best. You 

know they tell us stuff like that and that makes you happy and that makes you 

want to do good, so next time.” 

 “I have to compete with myself. Like, oh, I could do better, and then I do and 

then, it’s just a bar that I just want to pass every time. Um, something else that 
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kind of helps me is my younger brother. Like he sees me as his role model, I 

guess, and then I set the bar for him, and I always try to encourage him to like 

pass it because you kind of want something better for your younger brother.” 

 “After high school graduation I want to study medicine…biology…petroleum 

engineering…fashion design…business…” 

 “…it’s about your mentality and the way you want to do things…and it’s not just, 

not just that. You also have to think about yourself. Like do you really just want 

to fail class? The world that we are living in right now, education is important, 

beyond important really. You should take advantage of everything before you 

leave high school with your diploma and then you’re pretty set.” 

 “I didn’t notice it until last year but like I settled for less my freshman year and 

my sophomore year I guess I knew what I had to do to become more successful, 

and I noticed that when my dad would just randomly sit down with me and he 

would start talking to me about how education is new to us and how we have like 

a good life here, but we don’t notice how bad it is over there, in Honduras, he 

used himself as an example. He says that I have an opportunity to actually 

become someone in life and not have to work so much like he does, like he only 

went to school until sixth grade and he had to work the rest of his life, basically. I 

always thought that he pushed me for no reason but now I see that he pushes me 

so that I can be somebody. And, well, after that I got on the honor roll and try to 

be successful for him and for myself.” 
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Theme Four: Outside factors that hindered student performance in school. 

Under this theme, there were a few commonalities in the responses between focus groups 

and some distinct differences.  

 “Well, like my English at the time wasn’t that good so, I wouldn’t, I wouldn’t do 

bad in the classes because they were easy to me, even though I really didn’t speak 

English.  I think that kind of like stopped me a lot from doing better. Like I would 

get sad cause I like; I don’t know like everything here was a new culture; 

everything is new, so you have to learn.” 

 “When my parents wouldn’t be doing good in their job, uh, that would kind of 

{pause} affect me. Cause I, I would see them. They would be struggling. I 

wouldn’t want to see that. You know? So that would kind of put me down, and it 

would kind of make me sad so …There was a time when they were not doing so 

good. Also, they would argue, like they would argue about a lot of stuff and that, 

that’s not good, like cause it, it kind of makes you, it makes you feel like sad or 

like, like you don’t want to hear and it just kind of, it kind of takes you away from 

like your school stuff, so yea. Family problems, I guess.” 

 “Whenever I would argue with my mom a lot, but sometimes well she, she’s not 

really there, well she’s there cause she does everything for me like supports me 

but when it comes to school she’s not; she tries to argue with me about my grades, 

but she’s not, I can’t, I can never talk to her because she’s always, always trying 

to argue and then I have to like fix it and that and not really worry about school 

and talk to her about it. You know what I mean?” 



124 

 

 

 “I have high expectations for myself especially because one of my goals is to go 

to college, and since  my parents have never been to college I want to be that first 

person in the family to go to college, and then every time I do bad in school, it 

just kind of sets me down like I have that moment where I just think, Oh, I’m just 

like a failure, but then I think about everything, and then I kind of try to 

encourage myself, but then the stress of  other work, and then  school activities 

and then the SATs that just passed and then trying to have a social life.” 

 “I didn’t have my priorities straight. And, also, in my personal life like {pause} 

my parents got divorced and that, I guess my sophomore year was when all that 

actually…like put a lot of pressure on me. And I guess all that pressure made me 

slack off. My freshman year, I guess I maybe wanted to be more successful.” 

 “I would get wasted, still do, but not on Sunday. [I don’t do it as much because of 

school and] because, um, I mean my mom because if it wasn’t for her I wouldn’t 

be here. Like she was the first one to travel from Mexico, as an immigrant.” 

Theme Five: Classroom strategies had no influence on student performance 

in their core subjects. Analyses of data provided by both focus groups revealed that the 

instructional strategies used by the participants’ teachers neither helped nor hindered 

student performance in any of the four core subjects.  

 “Um {pause} I mean maybe the explanations. When a teacher gives the class the 

explanation. So all in all.” 

 Researcher: Okay. Was there anything else particularly helpful that your teacher 

did in chemistry? 

Participant B: Um, no. 
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 Researcher: Why do you think you did not understand the chemistry topics when 

your classmates were attempting to explain it? 

Participant E: Um {Laughing} what was the question? {laughing} Sorry. 

Researcher: Well, you said group discussions didn’t work for you, and I am 

asking why? 

Participant E: um, I don’t know. 

 “Um, I don’t think that warm-ups worked for me because they would, they would 

take time out of the class to, in the beginning and I don’t think they helped. I 

don’t know. They would just like take time. The teacher could use the time to 

explain something else instead of doing it and then letting us explain it.” 

 “The experience with labs, I felt like it was…basic. That is to say, um, because it 

was kind of straightforward with all of the instructions so everyone kind of 

understood what was happening so that was a different experience from the, um, 

class.” 

 “Um, I liked labs. I like doing labs. That was something I enjoyed.  Um, although 

I feel like it was, we would just get a sheet that would say what to do and 

basically we would just try to rush it, like finish it. Um, I feel like labs are a good 

way to learn. Just, um, most of the labs we did were kind of like predictable, like 

we already knew what was going to happen.” 

 “Well, it was his first year teaching. He was really cool, laidback {pause} and um, 

yea. Students would sometimes take advantage of him. He had a certain way of 

like, uh, marking people who acted bad, but he would give us like three chances 

and just write a referral, that’s it. {pause} I guess. I failed the class. He was a 
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good teacher. I still failed the class. I mean the only way you were going to fail 

the class was if you just didn’t do work.  You know. He would help you but there 

was a certain point where he would help you, ‘if you don’t want to do the 

work…there’s no other way I can help you. I’m not going to force you to do the 

work,’ is what he would say.” 

 “Actually my chemistry teacher, she was, she was a middle school teacher from 

out of state, Wisconsin, I think. And it was her first year here as a high school 

teacher and she wouldn’t control the class, at all. Everyone was just bad. She 

would teach and everyone would be talking and she would keep on teaching like 

writing on the board.  She would be talking and no one was listening, cause like 

only a few kids in front of the class would be listening. Every day we had the 

same our routine except at the end of the school year, we started doing some 

hands on projects but it was, it was pretty much at the end of the school year so it 

was kind of pointless. She, she wasn’t, I don’t want to say a bad teacher because 

she wasn’t really.” 

 “Um, nothing really. He just did what he had to do. It was easy. If you passed it 

was because you worked, but if you failed its cause you didn’t.” 

Conclusion 

 After analyzing the data with first and second cycle coding methods, the 

information was organized onto tables in order to determine the frequency in which the 

appropriate codes used to represent the information provided, appeared during each focus 

group session. Using this process, five themes and two sub-themes emerged. The 

conclusions of these data will be discussed in the next chapter. 



 

 

 

Chapter V 

Conclusions and Discussion of Results 

Introduction 

 The purpose of this qualitative research study was to analyze data from urban 

Hispanic high school students, who at the time of the study were in the eleventh grade, 

about their perceptions of classroom instructional strategies and factors outside of the 

classroom that enabled or prevented them from being successful in each of their core 

subject courses (chemistry, geometry, English II, world history) during their tenth grade 

year in high school. Two focus groups were formed: one group which proved to be 

successful in their chemistry course and another group of students who failed the course. 

The participants in this study were identified based on their final grade point average in 

chemistry. Their performance in chemistry was the determining factor in selecting the 

students due to the elevated rigor of the course, when compared to other core subjects in 

high school. This factor involved in the selection process allowed the researcher to 

question a group of high performing at-risk Hispanic students (first focus group), 

identified by their passing grade in chemistry (93 or above), who were primarily enrolled 

in advanced courses during their first three years in high school. Members of the second 

focus group consisted of students who were enrolled predominantly in on-level courses, 

some of whom were also enrolled in advanced courses. Although the members of the 

second focus group failed chemistry in their first attempt (final grade between 65 and 69), 

it is important to note that these students were not considered low-performing students 

and during the time of the study were on-track to graduate from high school.  
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The two focus groups were interviewed separately and both sessions were audio 

recorded. The interview sessions involved asking the participants ten questions (See 

Appendix A) and providing them the opportunity to elaborate on their responses in 

reference to the instructional strategies and outside factors they felt helped or did not help 

them be successful in each of their sophomore level core subject courses. The data 

gathered from the focus group interview sessions were analyzed using qualitative first 

and second coding methods and organized in tables to determine the frequency of 

specific responses. From this data, five themes emerged: 1. Teaching strategies that 

helped students succeed in their core subject courses. 2. Teaching strategies that hindered 

students from succeeding in their core subject courses. Two sub-themes appeared under 

this theme: classroom management and some people should not become teachers. 3. 

Outside factors that helped student performance in school. 4. Outside factors that 

hindered student performance in school. 5. Classroom strategies had no influence on 

student performance in their core subjects.  

 Analyses of the data indicated that all participants from both focus groups 

perceived to have performed best in their tenth grade core class subjects (chemistry, 

geometry, English II, world history) when they were instructed by teachers who were 

prepared daily, provided direct instruction, and provided constructive feedback. The 

students enjoyed variety in their lessons, particularly those that were engaging and well 

structured. They felt they worked harder for a teacher who was enthusiastic, showed 

concern for student performance, and provided individual attention when needed. The 

participants in both focus groups also reported that their performance in their classes 

were hindered when classroom misbehavior disrupted the learning environment, 
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assignments were boring and irrelevant to the day’s topic, the teacher appeared to lack 

preparation or motivation, and teachers were forced to provide specific lessons imposed 

by campus administrators.  

 Aside from providing information on classroom instructional strategies that were 

beneficial and ineffective to their performance in their core class subjects, the nine 

participants provided data concerning their perception of factors outside of their 

classrooms that helped and hindered their school performance as well. The data revealed 

that most of the participants relied on influencing factors such as parental support, high 

personal goals, and self-motivation for the success they experienced in their classes. They 

also added that involvement in extracurricular activities, serving as role models to 

younger siblings, and negative experiences in their lives helped motivate them to perform 

well in school. Outside factors that were identified to have hindered most of the 

participants’ performance in school included: parent divorce, personal stress, language 

barriers, lack of motivation and guidance, and bad choices.  

 The data obtained from this study support research stressing the importance of the 

availability of professional development for teachers in order to improve instructional 

techniques and manage classroom behavior. Data further revealed concerns about student 

preference for direct instruction which limited their exposure to instructional strategies 

that would ultimately develop the 21
st
 century skills needed to compete in today’s job 

market. This further emphasizes the need for campus leaders to develop, monitor, and 

support teachers in an effort to successfully implement best instructional strategies in all 

classes. The findings from this study do not support the need for teachers to incorporate 

information related to the history and culture of Hispanic students into classroom lessons 
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in order for them to better relate to the material being taught and improve their 

performance in their courses. However, the findings support the need for teachers and 

campus leaders to become knowledgeable of the Hispanic cultures in order to provide 

Hispanic students motivation, academic guidance, and emotional support needed to 

ensure their academic success. Finally, analyses of data within and between both focus 

groups revealed that the instructional strategies used by the teachers in the four core 

subjects neither helped nor hindered student performance in any of the four core subjects. 

Discussion of the Results 

Research Question 1: What teaching strategies do Hispanic students who passed 

chemistry report most influenced their performance in chemistry? 

Research Question 2: What teaching strategies do Hispanic students who did not pass 

chemistry report most influenced their performance in chemistry? 

Research Question 5: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in chemistry? 

 Four of the five participants in the first focus group (passed chemistry) shared 

information which indicated they preferred to be taught through lecture and notes (direct 

instruction) by their chemistry teachers. All five members indicated that the instructors’ 

clear explanations were a major factor in their success in chemistry. Four of the five 

members in the first focus group also believed that their teacher helped them learn by 

repeating the material being taught several times throughout the class period. In the 

second focus group (failed chemistry), all four participants shared that their teacher’s 

willingness to provide individual support (during the scheduled class time and/or after 
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school) is the primary factor to the success they experienced in their chemistry course. 

Two of the members of the group also expressed that their teacher’s clear explanations 

helped them, another two members indicated their teacher’s enthusiasm and joy for being 

in the classroom had a positive effect on their performance, and two other members 

expressed that they needed to mature (when considering their behavior the previous year) 

in order to take school and their courses more seriously.  

 Participants in both groups were short in their responses during the first two sets 

of questions, concerning chemistry. They appeared slightly nervous and took some time 

to get adjusted to the questioning format, to each other, and to the researcher. The 

strategies mentioned included those which had the most significance to the majority of 

the members of each group. All participants expressed their opinion about additional 

strategies they felt helped them individually. Although participants in the first focus 

group (passed chemistry) stated the following strategies helped them in chemistry, the 

sentiment was not unanimous among the group: warm ups, reflections, checking for 

understanding, teacher patience, videos, and rigor (challenging, engaging work). 

Participants in the second focus group (failed chemistry) also expressed a series of 

strategies that individual members of the group experienced or felt were helpful: 

independence (student allowed to work at his/her own pace and wouldn’t be forced to do 

work), videos, rigor (challenging, engaging work), and teacher patience.  

The responses to the first set of research questions began to show a preference for 

learning through direct instruction by all of the participants in both focus groups. In 

reference to chemistry, the participants in both focus groups concentrated primarily on 

their teachers’ willingness to provide clear explanation and direct support (during class or 
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after school) as opposed to commenting on specific instructional strategies or problem 

based learning techniques. Based on the findings from both focus group interview 

sessions, it appears as if the participants’ chemistry teachers infrequently instructed 

through discovery/problem based learning techniques; but when this attempt was made 

through laboratory assignments it appeared that the assignments lacked rigor, as 

described by one student:  

I liked labs. I like doing labs. That was something I enjoyed.  Um, although I feel 

like it was, we would just get a sheet that would say what to do and basically we 

would just try to rush it, like finish it. Um, I feel like labs are a good way to learn. 

Just, um, most of the labs we did were kind of like predictable, like we already 

knew what was going to happen.  

Although the participants in both focus groups perceived having success through direct 

instruction, the lack of variation of rigor in class assignments in chemistry brought about 

concern for the students lack of exposure to introspective analysis of information, needed 

to develop 21
st
 century skills.  

Research Question #3: What teaching strategies do Hispanic students who passed 

chemistry report least influenced their performance in chemistry? 

Research Question #4: What teaching strategies do Hispanic students who did not pass 

chemistry report least influenced their performance in chemistry? 

Research Question #5: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in chemistry? 
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 The ineffectiveness of the implementation of best practices strategies in the 

classroom was evident from the responses related to this group of questions (i.e. 

chemistry course) when asked to identify strategies that did not help them succeed in 

chemistry. The participants in the first focus group (passed chemistry) explicitly reported 

that group work, warm ups, closures, and questioning involving student participation 

were instructional strategies that were the least helpful to them in their chemistry course. 

The identification of these strategies stand out because they are strategies that campus 

administrators look for when conducting classroom observations and walk-throughs and 

are believed to be effective research based instructional strategies. All five students in 

this focus group conveyed their frustration with all four strategies as they voiced their 

opinions. The research subjects in the first focus group (passed chemistry) were not 

partial to being paired with students they described as “not knowing what they are doing, 

bad, not caring about their grades, and lazy.” The majority of the participants in the first 

focus group (passed chemistry) felt compelled to complete all or most of the work, in 

order to receive a good grade, when placed in groups because their partners refused to 

participate or lacked the knowledge to complete the assignment correctly. All five 

participants expressed their desire to select their own partners, hoped their teachers 

stopped requiring them to help teach those who were struggling or did not care about 

their grades, and described the process of group work as lasting most of the period. They 

further explained that they felt that warm ups at the start of the class period and closures 

at the end of the class period were a waste of time because their teachers always selected 

students to participate who struggled or did not understand the chemistry concepts. As 

these students struggled in answering the instructors’ question(s), the participants 
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reported that the teachers would provide little help; a strategy used to help students learn 

from his/her own mistakes, a strategy the participants found to be discouraging.  

 The participants in the second focus group (failed chemistry) provided dissimilar 

data. Three out of the four members of this group conveyed that the primary issue which 

hindered their learning in their chemistry class was not any particular learning strategy; it 

was their teachers’ lack of ability to maintain classroom discipline. The participants 

complained that the excessive talking and refusal to listen to the teachers instructions led 

to classroom disruptions that kept them from learning. Two of the four participants 

further detailed the obvious nature of their teachers’ lack of motivation to conduct their 

job properly and would not prepare adequately to teach each day. This in turn would lead 

to work/assignments that were not challenging, lacked rigor (easy assignments), and 

lacked relevance (assignment would not gain student interest or would not be linked to 

the day’s topic). Two other participants also shared that they felt the campus 

administrators played a part in their teacher’s inability to engage them. These two 

participants reported that their teachers would specifically point out the work/projects 

they wished they did not have to assign and would include that they felt compelled to do 

so only because the campus administration were forcing them to do so.  

There are some teachers that really don’t want to be there and will tell the class 

that. Uh, I mean, it’s also, also like the education system is at fault as well, like 

the actual stuff that they give them to teach us and the way they teach, like their 

way of teaching us is not good and are trying to see which is right and which is 

wrong. 
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Although only two of the four students conveyed this opinion about their chemistry 

teachers and administration, similar data were provided by members in the first focus 

group (passed chemistry) in response to the effectiveness of instructional strategies used 

in other core subjects.  

 When comparing the participants’ experience and exposure of varying 

instructional strategies in chemistry, there are discrepancies in the effectiveness and use 

of best instructional practices by their chemistry teachers, within and between each focus 

group. A teacher who frequently struggles with warm up activities lasting more than five 

to seven minutes and lacks student engagement is a teacher in need of classroom 

management training/support as much as the teacher who struggles with maintaining 

classroom discipline. The findings revealed a strong concern for the high level of 

classroom disruptions taking place in the chemistry classes. Here, there existed a lack of 

student understanding of what was being taught, how it was taught, and a low level of 

learning experienced by the participants. The responses provided in this section of 

questioning bring awareness to the importance of teacher training, preparation, and 

understanding of campus instructional expectations (i.e. vision, mission). The 

participants’ descriptions of teachers displaying their dislike for specific instructional 

strategies and blaming campus administrators for the type and quantity of assignments 

being provided displays a strong lack of understanding or disregard for the academic 

goals put in place by key campus and community stakeholders.  
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Research Question #6: What teaching strategies do Hispanic students who passed 

chemistry report most influenced their performance in geometry?  

Research Question #7: What teaching strategies do Hispanic students who did not pass 

chemistry report most influenced their performance in geometry?  

Research Question #10: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in geometry?  

 The members of the first focus group (passed chemistry) shared a variety of 

instructional strategies which helped them reach success in geometry. There was not 

consensus on any particular strategy considered to be the most effective.  The responses 

from each of the five participants included: describing their teachers as making the class 

fun through engaging projects, incentives (such as snacks for performing well on tests), 

providing clear explanations and notes, repeating the day’s objective, checking for 

student understanding of the material being taught, and providing individual help during 

class when needed or after school in the form of tutorials. The four members of the 

second focus group (failed chemistry) stated similar strategies allowed them to 

experience success in geometry. Some of the teacher characteristics and strategies 

mentioned by this group included: teacher enthusiasm, challenging/engaging work, 

hands-on assignments, individual support (both during class time and after school), and 

being “straightforward” where the student described his/her teacher as being direct and 

following through on what he/she said, including consequences for misbehavior. The use 

of warm ups was the only strategy several of the participants (three out of the four) in this 

group agreed was useful. These three students described their teachers having used the 
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following procedures during their warm ups: material was relevant to the day’s topic, 

problems were provided ahead of time, students were allowed to use a variety of 

strategies to decipher the correct answer to the math problems, students were allowed to 

move around the classroom and seek classmate assistance, teachers provided a specific 

amount of time (less than ten minutes) to solve the answer to the warm up question(s), 

and some teachers would stress the importance of the warm up by providing a grade for it 

each day.  

 From the responses provided by the participants in both focus groups, most of the 

participants would perform at a higher level due to their geometry teachers’ attempts to 

make the course work interesting, challenging, and most importantly showed they were 

prepared each day and were willing to provide students with additional help. Analyses of 

the responses to this set of research questions continue to reveal the participants 

preference for direct instruction, although there were was one participant in each focus 

group who provided positive remarks towards their teachers attempts to make the 

assignments interesting and hands on; for example, one student described one project 

where the students were to design a zoo containing various animal habitats of various 

geometrical designs to suit the needs of a particular animal. By providing creative 

assignments, the other geometry teachers would have improved their success in keeping 

their students engaged. Success in math is essential to high school students not only for 

developing 21
st
 century skills but also to reach and/or surpass the standard level of 

preparedness required by the colleges and universities these students wish attend.  

Research Question #8: What teaching strategies do Hispanic students who passed 

chemistry report least influenced their performance in geometry?  
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Research Question #9: What teaching strategies do Hispanic students who did not pass 

chemistry report least influenced their performance in geometry? 

Research Question #10: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in geometry?  

 All five of the participants in the first focus group (passed chemistry) agreed that 

warm ups least influenced their performance in geometry.  

I have to say warm ups like everybody else. I have to agree, um, the warm ups in 

math were completely different. They don’t help you reflect on what you were 

doing, and sometimes what you were doing is completely off topic from what you 

are doing in class. Sometimes we are talking about the area or angles of shapes 

but in the warm up you’re probably just talking about distance and how to find it. 

I mean, um, sometimes it confused people because of it, and then people wouldn’t 

just; they would just answer something because sometimes the teacher wouldn’t 

check. She didn’t really care about it since she thought the same way, so, yea. 

The participants stressed that they felt warm ups were a waste of time due to other 

students’ lack of effort and unwillingness to work out the problems correctly. They 

formed this perception because their teachers did not show emphasis or concern for the 

quality of work being done during this designated time frame and other students would 

not care about working out the problems correctly. One member of this focus group 

indicated that the process of maintaining a notebook did not work well because students 

would write random notes and the teacher would not check the notebook for a grade. 

Among the participants in the second focus group (failed chemistry) three out of the four 
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students indicated that their teachers’ inability to maintain classroom behavior hindered 

their learning in geometry class. The participants shared that their teachers would spend 

most of their time attempting to redirect off task behavior such as excessive talking. One 

member of the group indicated that he/she felt this happened because his/her teacher was 

a first year teacher and was “not prepared to handle” classroom misbehaviors. One 

student in this group also shared that his/her teacher could not manage the off task 

behavior that took place whenever the students were placed in groups to work on their 

assignments. One other participant described how his/her teacher provided assignments 

that provided data related to her master’s degree program instead of following geometry 

curriculum guidelines: 

…my second semester [geometry] teacher; we took almost the whole semester to 

work on a project she needed done in order to get her masters, and it didn’t really 

have anything to do with geometry. So she kind of rushed everything at the end of 

the year to get us ready for our final. 

In analyzing the data that was provided, related to strategies that least influenced 

student success in geometry, the participants in both focus groups focused on their 

teachers’ inability to capture their students’ attention and keep them engaged with 

rigorous work. Along with the responses provided by the participants when asked about 

instructional strategies that least influenced their performance in chemistry, the data 

generated concern about the number of teachers who struggled with classroom 

management and lack of student engagement. The findings from the responses provided 

by the participants in the second focus group (failed chemistry) show a similar need of 

further classroom management training for their geometry teachers as that needed for 
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their chemistry teachers. The ability of one teacher to ignore geometry curriculum 

standards and follow a personal agenda pertaining to the teacher’s achievement of a 

master’s degree displays a lack of monitoring by instructional leaders, requiring 

improvement of the accountability standards set for the geometry teachers. Based on the 

data provided by the members of the first focus group (passed chemistry), there is strong 

consensus towards the ineffectiveness in which warm ups were conducted along with the 

perception of teachers “not caring” about warm ups. Considering that warm ups were the 

only ineffective strategy used among the first focus group’s geometry teachers, the 

findings show a strong need for campus instructional leaders to improve their 

communication and monitoring of instructional strategies discussed during the geometry 

teachers’ planning meetings and continue monitoring the implementation of the agreed 

upon strategies in the classrooms.  

Research Question #11: What teaching strategies do Hispanic students who passed 

chemistry report most influenced their performance in English II?  

Research Question #12: What teaching strategies do Hispanic students who did not pass 

chemistry report most influenced their performance in English II?  

Research Question #15: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in English II?  

 Individual teacher support with writing assignments, either during class or during 

after school tutorials, helped three out of the five participants in the first focus group 

(passed chemistry) be successful in English II. Two other participants shared that the high 

volume of timed essay assignments they experienced, along with constructive teacher 
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feedback helped them be successful in the course. In contrast, two participants in the 

same group described how through their own self-motivation, they were able to 

successfully complete the course. These students explained how they would conduct 

internet searches to find writing samples to help them with their assignments, they would 

practice writing at home, volunteered to present their work in front of the class, and 

would seek the assistance from other English teachers whenever they felt their own 

teacher could not provide adequate instruction or support. All four participants in the 

second focus group (failed chemistry) described the success they experienced in English 

II through the preparation and interaction their teachers displayed. The students indicated 

that these instructors would teach through variation in their assignments, various 

questioning techniques to check for student understanding, providing feedback, providing 

clear instructions/expectations, and by making the class interesting and fun. Two of the 

participants further justified their success due to the enthusiasm displayed by their 

teachers who were young and first year teachers. They felt that due to their young age, 

these teachers could relate to them in a better fashion than older teachers, made the 

classes fun, taught at a faster pace which kept their interest, used topics that were clearly 

understood, and “taught from an adolescent’s perspective.” Other strategies that were 

useful for two out of the four participants in the second focus group (failed chemistry) 

included project work and Ted Talks (website which provides a variety of speakers and 

presenters discussing various topics).  

Participants from both focus groups benefitted from direct instruction and teacher 

feedback/support. Participants in the first focus group (passed chemistry) felt their 

performance in class was good so long as the teacher interacted with them and provided 
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feedback on their writing assignments. Participants in the second focus group (failed 

chemistry) believed their English II teachers showed great enthusiasm when teaching and 

provided enough variation in their assignments to maintain the majority of the students’ 

attention. Compared to the chemistry and geometry teachers, the members of the second 

focus group perceived their English II teachers were better prepared and achieved greater 

success in teaching them.  The second focus group (failed chemistry) experienced a larger 

variation of instructional approaches (when compared to the first focus group), which 

included: well-planned test reviews, well-organized group assignments, frequently 

checked notebooks, and incentives (rewards for displaying success on their exams). Two 

of the members of the second focus group attributed their success in English II partly to 

teachers’ young age in which they felt these teachers were able to relate to them in a 

better fashion, teacher at a faster pace which helped maintain their concentration, and 

used topic and analogies they could relate too. One participant in the first focus group 

(passed chemistry) added that visual aids such as power points and videos helped him/her 

have success in English II. Analyses of the responses provided by both focus groups 

showed that the English II teachers achieved better success at maintaining student 

attention and engagement due in part to variation of the lessons, well-structured 

assignments (i.e. concepts easily understood, various segments of instruction were well 

paced), and teacher dedication to being prepared to teach. Data provided by the 

participants related to effective instructional strategies in their English II course supports 

research studies indicating that well trained teachers who are committed and enthusiastic 

about their approach in providing best instruction practices to their students are able to 

achieve greater learning success with all students. Although most of the strategies used 
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by the English II teachers involved direct instruction, there was enough variation in the 

lessons and projects to support the need for continued planning and implementation of 

rigorous lesson along with constructive feedback, as indicated by the display of 

satisfaction with their accomplishments in English II by the participants in both focus 

groups.  

Research Question #13: What teaching strategies do Hispanic students who passed 

chemistry report least influenced their performance in English II?  

Research Question #14: What teaching strategies do Hispanic students who did not pass 

chemistry report least influenced their performance in English II?  

Research Question #15: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in English II?  

 There was one teaching strategy that stood out among three out of the five 

participants in the first focus group (passed chemistry) as being ineffective in helping 

them learn in their English II course; thinking maps. The students explained three 

different situations, first one teacher did not pay much attention to how the students used 

this teaching tool so most of the students would not take it seriously, second another 

teacher would force the students to use this tool saying that the campus administrators 

were requiring them to use it in the classrooms, and the third teacher would not allow the 

students to use the thinking map that best suited their learning needs and they would have 

to work with the design that the teacher required them to use. Most of the participants 

(three out of the five) in the second focus group (failed chemistry) identified the lack of 

classroom behavior management as the key classroom component which kept them from 
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learning, instead of any specific teaching strategy used by their English II teachers. The 

three participants stressed that for the most part their teachers did a great job teaching; 

however there were moments that the classroom behavior disrupted the learning 

environment. The common opinion of two of these students was that they felt their 

teachers struggled when classroom behavior went bad because they were first year 

teachers. However, they also clarified that they believed once these teachers gained more 

classroom experience, they were confident they would not be facing behavior problems 

in their classes.  

Up to this point of analyzing data provided by the participants in this study, the 

first focus group (passed chemistry) have focused their responses on specific instructional 

strategies that were ineffective in helping them learn (as requested) while most of the 

participants in the second focus group (failed chemistry) have centered their attention on 

the instructors’ ability to manage classroom behavior rather than reflect on specific 

instructional approaches used by their teachers. The findings from data provided by the 

participants in the first focus group (passed chemistry) showed that although their English 

II teachers required less instructional support than their chemistry and geometry teachers; 

the participants perceived their English II teachers as being able to improve on their 

knowledge on the use of thinking maps and group work as instructional tools through 

continued support and availability of professional development trainings. Findings from 

the responses provided by the participants in the second focus group (failed chemistry) 

indicate that teachers assigned to this group of students continue to struggle with 

classroom management, particularly among first year teachers. However, compared to 

their chemistry and geometry teachers, students in the second focus group perceived their 
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English II teachers as being their best teachers. The success experienced in learning out-

weighed the frustrations faced during classroom disruptions due to classroom discipline 

issues. This high level of appreciation for their English II teachers, expressed by 

members of the second focus group (failed chemistry), illustrates how students are 

willing to perform at a higher level for teachers who were perceived as working hard and 

had their students’ best interest at heart.  

Research Question #16: What teaching strategies do Hispanic students who passed 

chemistry report most influenced their performance in world history?  

Research Question #17: What teaching strategies do Hispanic students who did not pass 

chemistry report most influenced their performance in world history?  

Research Question #20: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in world history?  

 World history is the first core subject where participants from the first focus 

group (passed chemistry), three out of the five members, have identified group work as 

an effective instructional strategy. The students reported that the majority of the students 

remained on task, were engaged, and worked collaboratively. These participants also 

shared that their teachers’ enthusiasm and ability to manage classroom behavior 

motivated them to do well in this course. They felt that their teachers enjoyed working 

with them, assigned a variety of lessons and presentations which kept the students 

engaged, and easily transitioned the students’ focus from their warm up to the assigned 

activity for the day to the closing activity, while keeping the students engaged. Two of 

the participants in the first focus group (passed chemistry) conveyed that their teachers’ 
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ability to get the class started quickly and teach at a faster pace allowed them to stay 

focused and perform well in this class. They also stated that these teachers timed every 

aspect of the classroom activities including group work, reading, discussions, and 

presentations, allowing the students to remain on task and focused. The participants 

further described that the level of involvement/participation with their discussions and 

presentations would be at a high capacity in which they did not need to take notes in 

order to learn the topics/material being taught. Two other participants reported that they 

appreciated their teachers making the class interesting by making the material relevant 

and easily understood. They shared that these teachers would describe their own personal 

experiences as it related to specific topics that the students could not relate too because of 

their young age; this approach allowed the teachers to sustain student attention. The four 

participants in the second focus group (failed chemistry) considered note taking as the 

most effective approach to learning world history. They explained that they learned this 

material best due to their teachers’ ability to provide clear explanations throughout their 

lectures. Three of the participants described that the teachers lectured with enthusiasm 

and made the class fun, particularly when using games to conduct test reviews. Two of 

the participants in the second focus group (failed chemistry) added that they learned from 

their teachers through repetition of the material being taught, providing constructive 

feedback to questions the students would ask and work that they would complete, and by 

asking the class questions throughout the class period in order to gauge the students’ level 

of understanding of the material being taught.  

Although direct instruction (teacher led lecture and notes) has been the preferred 

instructional strategy by most of the participants in both focus groups, their responses 
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related to effective instructional strategies in world history clearly show that they are 

wanting to work with a teacher who shows creativity in his/her assignments. Participants 

in both focus groups complimented their world history teachers for being able to manage 

classroom time effectively, maintain their interest, and provide detailed feedback 

concerning the quality of their work.  There were slight differences between the 

responses provided by both focus groups. One participant in the first focus group (passed 

chemistry) mentioned that the use of videos helped him/her learn in the world history 

course whereas two individual responses from the second focus group (failed chemistry) 

included individual help and incentives as tools used by their teachers which helped them 

be successful in their world history course. The data from these responses point towards 

supporting the importance of school leaders to cultivate and provide researched based 

professional development training to teachers in order to build their knowledge and 

improve their abilities to provide their students with effective instructional strategies.  

Research Question #18: What teaching strategies do Hispanic students who passed 

chemistry report least influenced their performance in world history? 

Research Question #19: What teaching strategies do Hispanic students who did not pass 

chemistry report least influenced their performance in world history? 

Research Question #20: What are the similarities and differences between the responses 

Hispanic students who passed and did not pass chemistry reported as most and least 

influential in their performance in world history?  

 Out of the five participants in the first focus group (passed chemistry), two of the 

participants divulged that their teachers experienced problems with classroom 

management and lacked preparation which was needed to maintain the students’ interest. 
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They explained that there were times where their power point lectures were too long, as 

well as classroom readings, the teachers would get off topic/distracted relatively easily, 

and appeared to lack motivation to be there. This would then lead to excessive talking 

which would take time from the teachers as they attempted to redirect the students 

behavior or at times the teachers would not address the off task behavior at all.  

…the power points were way too long; you probably just get tired and just doze 

off or when the teacher would assign like long chapters and would expect you to 

like know everything for the quiz. Sometimes that didn’t really help me. Because 

sometimes he was teaching it a more like simple way that kind of helped me 

learn, but when something was way too long that was when it just didn’t help. 

The remaining participants also pointed out that the use of presentations and group work 

were at times ineffective teaching strategies due to the teachers’ inability to maintain 

student interest and behavior; the students lacked interest in focusing on their 

assignments because their lessons lacked relevance and creativity. Based on the 

information provided by the participants in the first focus group (passed chemistry), two 

of the students experienced teachers who were not interested in adequately preparing 

their lessons each day as suggested by the students’ perception of their teachers “not 

caring” about the quality of work being produced by the students when they were 

working in groups and when presenting assignments/research to the entire class. After 

going home to study some of the topics from the internet, the two participants discovered 

that the majority of the information being presented to the class was incorrect, leaving 

them wondering why their teachers would allow for false information to be provided to 

the class prior to a test.  
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 Half of the participants in the second focus group (failed chemistry) shared data 

that were identical to the strategies that the participants in the first focus group (passed 

chemistry) found ineffective to learning world history. In every core subject course, 

including world history, there have been participants in the second focus group (failed 

chemistry) who have identified and perceived their teachers to lack the skills needed to 

effectively teach and/or manage classroom behavior. In world history, two out of the four 

participants in the second focus group (failed chemistry) perceived their teachers as 

experiencing one or more of the following: not being able to control off task behavior and 

excessive talking, unprepared to deliver a rigorous lesson and assigned readings and 

questions out of the textbook instead, the students not finding relevance between the topic 

for the day and what is actually being taught or explained, and students being unengaged 

because they were bored. 

The students didn’t know where they stood with the teacher, like they wouldn’t 

have respect for him and he would let himself, you know. Like he would let them 

talk over him and just sit back and wait for them to stop talking and they wouldn’t 

stop talking, so that gave him less instruction time. And when it came to 

instruction time, like he’ll be like five minutes into class and they’ll just start 

talking and he’ll try to settle them down, but it just didn’t work. We’d have APs 

going in there all the time {pause} so we didn’t really learn very much in that 

class. 

 Although the participants in both focus groups stressed that their perceptions of 

their teachers’ ineffective strategies did not occur every day in class, world history was 

the only core subject where some participants in both focus groups shared that their 
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teachers struggled with classroom management. World history is the first subject area 

where there existed a balance between the number of teachers perceived to be good 

instructors versus an almost equal number who were perceived as not being prepared to 

teach and struggled with maintaining classroom discipline. The findings from this set of 

research questions show a need for consistent classroom monitoring by campus 

administrators and a need for professional growth for some of the teachers in world 

history. Aside from holding teachers accountable for educating their students, campus 

administrators must serve as instructional coaches where they are able to provide 

guidance and resources to teachers who struggle with the implementation of instructional 

strategies and classroom management. Campus principals must stress the importance of 

frequent classroom visits to their administrative team.  

Research Question #21: What outside factors do Hispanic students who passed chemistry 

report most significantly helped and/or hindered their performance in school?  

Research Question #22: What outside factors do Hispanic students who did not pass 

chemistry report most significantly helped and/or hindered their performance in school? 

Research Question #23: What are the similarities and differences between the outside 

factors those Hispanic students who passed and did not pass chemistry reported as 

helped and/or hindered their performance in school?    

 An outside factor that the participants in both focus groups identified as helping 

them succeed in school was parental support. Four of the five participants in the first 

focus group (passed chemistry) and two of the four participants in the second focus group 

(failed chemistry) felt that parental support influenced their success in their courses 

during their sophomore year in high school.  
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My parents. My mom is always like trying to help me. She’s always, she’s 

always, oh my God, she’s always checking home access and stuff. And even 

though she doesn’t speak English, she is always there and try, she’s always trying 

to help me like you know, in every possible way. And my dad, he also helps me a 

lot. Like he will sit down and help me with homework if I don’t get something, he 

would try to explain it to me. Like he will find a way. 

Among the first focus group (passed chemistry), having high goals and expectations were 

outside factors that all five members of this group agreed motivated them to be successful 

in school. Establishing high level goals consisted of both parental and personal 

expectations. Two of the participants in this group used the realization that they served as 

a positive role model for their younger siblings as a source of motivation to excel in 

school. Two other participants worked hard to excel not only in their classes but to serve 

and participate as strong leaders in after school organizations/extracurricular activities. 

One member of this group described how the positive support and influence of an older 

sibling attending college took the place of his/her single mother. This participant 

provided some detail about his/her tumultuous relationship with his/her mother, but 

mentioned that although he/she knew the mother meant well when being told he/she 

could do better in his/her classes, the statements were perceived as being more hurtful 

than motivating.  
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Like whenever I would argue with my mom a lot, but sometimes well she, she’s 

not really there, well she’s there cause she does everything for me like supports 

me but when it comes to school she’s not; she tries to argue with me about my 

grades, but she’s not, I can’t, I can never talk to her because she’s always, always 

trying to argue and then I have to like fix it and that and not really worry about 

school and talk to her about it. 

 The responses provided by the participants in the second focus group (failed 

chemistry) are unlike those presented by the first focus group. Listening to the responses 

provided by the first focus group (passed chemistry) it was noticeable that this group of 

students entered high school with high expectations (primarily established by their 

parents) whereas listening to the second focus group (failed chemistry) discuss the same 

topic, their motivation and setting of goals (primarily established on their own) to 

succeed not only in high school but afterwards came about after entering high school.  

Ever since like middle school, elementary school, I would just pass classes. I 

didn’t go above average to become an A student or something like that, but, uh, 

last year, I, I had some friends that were seniors that would tell me: dude watch 

your grades, don’t let them drop too much.  I was like forget you. It doesn’t 

matter as long as I pass. And now this year, uh, they started talking to us about 

GPAs and college and stuff and I didn’t know what that was. Now that I know, 

like my bad habits from the past are now affecting me, and now I’m trying really 

hard. And it’s hard for me to; to like keep up with my work, do my work in class 

and to have like good grades. And {pause} I don’t know. It’s just, my life, for 

some reason I don’t do much really. Just {pause} I don’t know. 
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All four participants in this group shared that their personal goals are the outside factors 

that have motivated them to succeed in high school in order to have a chance to be 

successful after graduating; for two of the participants this means entering college, the 

other two wish to earn a certificate in a trade of their choice. Three of the participants 

shared that their fear of the future, “not having a good job”, is what has motivated them 

to graduate from high school. One of the participants in the second focus group (failed 

chemistry) shared a personal experience which has motivated him to graduate from high 

school, not only for himself but for his mother as well.  

It was around winter time at December break. I went to Mexico with my family 

and my mother has friends and family members over there. They also go to school 

basically like we do. So one of my uncle’s friends he always travels a long 

distance to go to school. [He walks], most of the time he has to stay home and 

help the family with stuff over there. He doesn’t really have transportation to get 

there and things that will help him, like money. Money is a problem over there. 

And, um, I mean it made me think over here like we get the, we have the 

advantage of having a free education over here. We get free lunches. Over there, I 

mean, and most of us take advantage of it; some of us just think of it as, um, as 

fun and games and stuff. That’s what really changed me and the way I see stuff. I 

mean, we’re over here getting a free ride in school for a better future and they 

don’t even get like, they, um, have obstacles in the way of their learning. That’s 

what really made a change in how I see school and stuff. Yea, and also because, 

um, I mean my mom because if it wasn’t for her I wouldn’t be here. Like she was 

the first one to travel from Mexico, as an immigrant. 
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 When discussing outside factors that hindered their success in school, there was 

one participant in each group identifying parent divorce as a factor which distracted them 

from their responsibilities in school. These students made comments referring to how 

their parents were not able to provide attention that they needed at that time. All five 

participants in the first focus group (passed chemistry) identified personal stress as the 

primary outside factor hindering some of their success in high school. The stress 

experienced from the desire of wanting to enter the college of their choice, meeting 

deadlines, performing at a high level in extracurricular activities, and facing a challenging 

load of assignments and earning high marks all seemed daunting to them at times. The 

four members of the second focus group (failed chemistry) experienced a dissimilar 

primary outside factor hindering their success in school, this was lack of self-motivation. 

All four participants regret having performed at a minimal level early in high school and 

wished they would have worked harder in order to have better grades. Three of the four 

students in this group also admitted to having made poor choices during their first two 

years in high school which involved being placed in the district’s alternative educational 

placement due to misbehavior, drug/alcohol abuse, and ignoring academic advice from 

parents and older friends. The last significant difference in responses to outside factors 

that hindered success in school was that two of the participants in the second focus group 

expounded on their desire for someone to have guided them and provided advice 

concerning the importance of course selection and the relevance of performing well in 

high school leading towards career choices after graduating from high school. One 

student stated: 
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I mean teachers have been telling us since like fifth grade that college is hard like, 

that experience is hard, like, okay, like stop telling me and like show me. Like 

give me examples. Show me somebody, give me examples of somebody who is 

coming out of high school with a certain GPA and tell me how, tell me what they 

needed to get into college. Just tell me what, what scores they need. Tell me like, 

okay say that person doesn’t have a job and they need to go to college. Tell me 

how to get through that. Okay, so I get my high school diploma, what do I do 

next? I don’t know where to go, like, the school needs, not even the school but 

just education they need to inform us better. I mean some people like just don’t 

have enough money and they don’t know where to go, and it’s just as simple as 

going online to look for a $500 scholarship write a  300-500 word essay. You 

know? Students don’t know that, but you do. I mean, whose fault is that? 

A second member of the second focus group stated: 

I really prefer for teachers to teach us about something that was really going to 

help us in the future. Something they don’t teach us is about what we want to do 

as a future job that will help us. Like I paid more attention in my CTE classes than 

in my regular classes, such as for construction or automotive or welding since I 

might be doing that as a future career in my life. CTE classes are better, I mean, 

it’s good to pay attention in all classes. I’d rather pay more attention in those than 

like math or, or like art or some other stuff like that. 

Analyses of the data provided by both focus groups to this last set of research 

questions reveal a distinct difference in the level of academic preparedness between the 

members of both focus groups. Whereas all of the participants in the first focus group 
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(passed chemistry) entered high school motivated, with high expectations, and 

parent/sibling support, the members of the second focus group (failed chemistry) entered 

high school academically unmotivated, lacking goals after high school, and two of the 

members reported lacking parental support. While the members of the first focus group 

perceived their personal stressors as the main outside factors affecting their performance 

in school, the participants in the second focus group displayed anxiety towards the effect 

that their lack of motivation (early in high school) has had on their grade point average 

and potentially keep them from reaching the level of success they aspire to reach. This 

display of concern during the interview session led the researcher to believe that the 

participants in the second focus group (failed chemistry) are at greater risk of not 

graduating from high school on time, in comparison to the first focus group (passed 

chemistry). There is a possibility that their concern of falling short of not being able to 

reach their goals (which includes attending the college or trade school of their choice) 

may cause them to give up during their senior year and possibly drop out of high school 

or keep them from graduating on time. This information confirms research identifying a 

strong need for providing guidance and mentors to low income minority students 

considered at-risk of not graduating from high school and the importance of identifying 

theses students prior to entering high school. The findings from this study should prompt 

campus principals to ensure that interventions are in place to help serve the academic and 

emotional needs of struggling Hispanic students. In the next section, the data provided by 

the nine research participants will be compared to topics addressed in the literature 

review in chapter two.  
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Findings As Related To The Review Of The Literature 

The first two themes that emerged from the data focused on classroom strategies 

that either promoted or hindered academic success for nine high school Hispanic 

students. The data showed the students’ desire for a structured classroom and supported 

research findings concerning the use of best instructional practices and the need for 

teachers to improve their instructional techniques through collaboration. Marzano et al. 

(2001) have discovered nine research-based teaching strategies that have a strong positive 

effect on student achievement; identifying similarities and differences, summarizing and 

note taking, reinforcing effort and providing recognition, homework and practice, 

nonlinguistic representation, cooperative learning, setting objectives and providing 

feedback, generating and testing hypotheses, and questions, cues, and advance 

organizers. Mendels (2012) described in a report for the Wallace Foundation that the 

principal creates an atmosphere of learning for the students and involves the teachers as 

part of a professional community by being a part of the instructional decision making 

processes and working collaboratively. When working collaboratively, teachers can 

analyze the school district’s curriculum/pacing guide and customize it to fit their 

students’ needs by doing the following: 1. help students see patterns/themes within the 

content and skills being taught and resist just teaching scattered, unrelated objectives, and 

2. create open-ended essential questions as a guide through the objectives and units, so 

that students’ brains are able to focus on the more important points within lessons and 

units (Jensen, 2009, p. 111). Moreover, teachers who engage their colleagues in serious 

discussions of curriculum become more imaginative in their teaching and improve on 

their abilities to be intellectual and moral leaders (Schlechty, 2002). 
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The findings also support research concerning the importance of monitoring and 

holding teachers accountable for the appropriate implementation of instructional 

practices. Cain and Laird (2011) recommend for campuses to implement several practices 

to provide teachers with time to focus on instruction, these practices are: the 

implementation of common scope and sequence, the use of short-term common 

assessments, and increased monitoring and support of classroom teachers. As a campus 

administrator, it is important to attend the collaboration meetings in order to provide 

guidance and/or support (Gideon, 2002). In order for campus administrators to be true 

instructional leaders, they must be hands-on, engaged with curriculum and instruction 

issues, work with teachers directly, and be a frequent presence in the classrooms (Horng 

& Loeb, 2010). Through intellectual stimulation school leaders deepen the learning 

process for teachers which in turn will lead to meaningful improvement of campus 

curriculum, instruction, and assessment (Marzano et al., 2005). 

The results of the analyses of the data provided by the nine participants further 

support research concerning the need for teachers of all levels to be provided with 

professional develop opportunities in order to grow their instructional and classroom 

management skills. Principals should concentrate on a few items when deciding on 

teacher professional development, the focus should be on; what to teach, how to teach it, 

how does it meet student needs, and how to build buy in (Reeves, 2009). Brown (2013) 

summarizes his beliefs of teacher development with the following statement; “Great 

teaching trumps poverty, race and even literacy. All can be won with a well-trained 21
st
 

century school leader in every school, a well trained and well monitored teacher in every 

classroom, and great ongoing communication between the two” (p. 19). Professional 
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development support is particularly important for inexperienced teachers due to the fact 

that teachers who have poor evaluations their first year rarely improve dramatically the 

next year (“Leap Year: Assessing and Supporting First-Year Teachers,” 2013). Some 

areas where first year teachers need support is in managing a classroom effectively, 

communicating effectively with parents, and maintaining a positive attitude (Nourie, 

2011). Many districts support the need to properly prepare first year teachers for the 

challenges they will be facing by having teachers complete an induction program during 

their first year as a teacher. Wilson & Vaughn (2013) believe that successful induction 

programs include the following elements: an orientation to the culture of teaching, 

training in management of students and the classroom, mentoring peer teachers, and 

proper assessment of beginning teachers. Vitto (2003) recommends that teachers should 

implement the following classroom procedures for the purposes of classroom 

management: emphasize positive relationships among students and staff, treat all students 

with respect, provide opportunities for students to spend quality time with you, make 

students feel safe in expressing feelings and anxieties, and assist students in dealing with 

anger and help resolve conflicts. Wright (2013) believes, “Few students become 

classroom behavior problems just because they want to cause problems. They become 

behavior problems because they are frustrated” (p. 10). Consequently, “The number one 

problem in the classroom is not discipline; it is the lack of procedures and routines” 

(Wong & Wong, 1998, p. 167).  

Analysis of the information provided by the participants of this study revealed a 

concern for their overwhelming preference of direct instruction (e.g. lecture, notes, 

research projects/presentations where they were given the topic and asked to research 
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specific material, review sessions prior to their quizzes and tests) which does not lend 

itself to acquiring the 21
st
 century skills (critical thinking, communication, collaborative, 

and creative skills) needed to compete in today’s job market. This supports the following 

research findings by Eric Jensen. Children raised in poor households experience 

emotional and social deficits which easily lead to frustration and giving up on a task in a 

short period of time (Jensen, 2009). These deficits in turn inhibit students’ ability to 

work, such as in cooperative groups, and may lead to exclusion by other classmates due 

to their inability to contribute to the group in a productive manner (Jensen, 2009). 

Students who come from a low socioeconomic status (SES) have fewer cognitive-

enrichment opportunities, are likely to come from single parent/guardian households 

(which is directly correlated to poor school attendance, lower grades, and lower chances 

of attending college), and feel isolated and unloved (which could lead to poor academic 

performance, behavioral problems, dropping out of school, and drug abuse) (Jensen, 

2009). Brooks and Brooks (1999) proposed that teachers must empower students by 

challenging them to ask their own questions and learn by constructing new 

understandings while seeking to answer their own questions.  

Analyses of data within and between both focus groups revealed that the 

instructional strategies used by the teachers in the four core subjects neither helped nor 

hindered student performance in any of the four core subjects. When asked about 

instructional strategies the helped most or least in their performance in the four core 

classes, the participants provided a variety of information indicating strategies that helped 

and did not help be successful in their classes. Both focus groups provided a variety of 

responses related to teacher preparation, enthusiasm, and providing clear and direct 
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information as being key components in the success experience in their classes. Both 

focus groups also provided a variety of information describing various aspects of their 

teachers’ lack of managing classroom time and misbehaviors as being key factors when 

they did not experience success in their core classes. The lack of consensus and lack of 

consistency in the impact (positive or negative) of any of the strategies led the researcher 

to conclude that the strategies used by the participants’ teachers did not influence (neither 

by helping nor hindering) the students’ performance in any of their classes. The data 

primarily focused on student preference for direct instruction and disruption of the 

learning environment as a result of several teachers’ lack of classroom management.  

Data concerning the five themes that emerged from the study did not support 

Noguera’s (2008), Gay’s (2010), nor Jensen & Snider’s (2010) research where they 

reported a need for teachers to incorporate information related to the history and culture 

of Hispanic students into classroom lessons in order for them to better relate to the 

material being taught and improve their performance in their courses. However, the data 

related to the third and fourth theme (factors outside of the classroom that helped or 

hindered classroom performance) showed the participants’ desire for a relationship with 

an adult on campus who could provide guidance and support; and also showed the need 

for this individual to be informed of cultural challenges faced by Hispanics. The data 

supports Noguera’s (2008) belief that an effective teacher can inspire Hispanic students 

by getting to know them, being persistent and not giving up on them, and helping them to 

plan for their future. The researcher further explains that teachers can make a large 

impact on the academic achievement of minority students by encouraging them to pursue 

things they normally would not do, such as: joining the debate team, band, science club, 
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athletics, and enroll in advanced courses (Noguera, 2008). In other words, “Teachers 

don’t need to come from their students’ cultures to be able to teach them, but empathy 

and cultural knowledge are essential” (Jensen, 2009, p. 11). This data further supports 

Jensen’s (2009) studies where he explains students who are raised in poverty are likely to 

lack (and need) a caring, dependable adult in their lives and often look towards a teacher 

for that support. A study in which 132 students (from ten different high schools) were 

surveyed and asked their opinions on how to improve high schools, showed that four 

common themes arose from the student responses, these themes included: the importance 

of relationships between students and teachers, the impact of state standardized tests, 

campus discipline, and helping students set goals and get motivated (Noguera, 2008). 

Researchers studied 100 Hispanic high school students dropping out and graduating from 

high school in Texas and discovered that American public schools have been failing to 

educate Mexican-origin students so they can assimilate into U.S. society and help keep 

them from dropping out of high school: 

American schools are not prepared to deal with families with virtually no 

comprehension of American education, families that do not qualify for welfare 

because they are here illegally, and families that have traditionally relied on 

adolescent children to contribute to the family’s income (Romo & Falbo, 1996, p. 

136).  

In summary, both focus groups reported their preference for their teachers to 

instruct them through direct instruction and also reported they were negatively impacted 

by teachers who were not properly prepared each day to teach and poorly managed their 

classrooms (e.g. time and misbehavior). The findings in this study did not identify any 
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influential instructional strategies that promoted or hindered the students’ success in any 

of the core subjects. Lastly, examination of the information provided by the nine 

participants show there was no differentiation between the data provided by both focus 

groups.  

Implications for School Leaders 

 Implications of the data for campus leaders will be discussed in this section. The 

information will be organized according to the themes and sub-themes which emerged 

from the data provided by the nine research participants. 

 Theme One: Teaching strategies that helped students succeed in their core subject 

courses. Participants in both focus groups shared that they learned best whenever their 

teachers went to work prepared, as displayed by: teachers creating a variety of lessons 

requiring higher order thinking skills, teachers keeping the students engaged and focused 

as they transitioned from one aspect of the day’s lesson to another, assessing student 

learning throughout the class period, providing constructive feedback, and maintaining 

classroom discipline. Park (2001) rationalizes from a survey sample of 1896 various 

ethnic students in California that secondary students favor a variety of instructional 

strategies; Hispanic students prefer visual, group, and tactile learning. Park (2001) also 

recommends that teachers understand their own teaching style so they can accommodate 

their lesson to their students preferred learning style. A group of researchers believe 

Hispanic students are: more group oriented, sensitive to social environment, respond to 

adult modeling, and are less comfortable in trial and error situations (Griggs & Dunn, 

1995). If they were given a choice, the majority of the participants in this study would 

have preferred for teachers not to “distract” them with warm ups and closing activities at 
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the end of their class periods because their preference would have been to be taught 

through direct instruction; i.e. lecture, notes, research projects/presentations where they 

are provided the topic and asked to research specific material, as well as provided review 

sessions prior to their quizzes and tests. The participants appreciated their teachers who 

would repeat the material to be learned in various forms, provided clear explanations, and 

would provide individual attention (either during class time or after school) when needed. 

However, it is important to identify that when the participants’ expressed their preference 

to be taught through direct instruction; they were also describing their teachers’ inability 

to manage classroom behavior during warm ups, group work, and closures.  

 It should be emphasized that campus and district administrators provide 

professional development to all teachers, specifically related to the latest research based 

instructional strategies and student assessment strategies in order for students to graduate 

high school with the 21
st
 century skills (critical thinking, communication, collaborative, 

and creative skills) needed to compete in the current job market. The data provided by 

this research study reflects the students desire to learn through variation in their 

assignments requiring higher order thinking skills, as indicated in their description of 

their teachers who would show enthusiasm in their teaching, challenged student thinking, 

showed that they cared about their students’ success, and followed through with 

classroom consequences when needed. Campus leaders must also be available to be an 

instructional resource for teachers and provide constructive feedback in order for the 

teacher to grow professionally. One way of accomplishing this is by providing and 

attending common teacher planning time/meetings in order provide feedback towards 

lesson design (following curriculum guidelines), and ensure student success by 
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monitoring the implementation and success of instructional strategies through frequent 

classroom walk-throughs, providing teachers with constructive feedback and reflective 

questions, and through data analyses.  

 Theme Two: Teaching strategies that hindered students from succeeding in their 

core subject courses. The participants in the first focus group (passed chemistry) provided 

data concerning instructional strategies they perceived distracted them from learning 

content material, which primarily involved: warm ups, group work, closures, and 

lectures/work involving unrelated topics. From the data provided by the participants, it is 

important to note that these instructional strategies were not implemented correctly due to 

the teachers’ inability to manage classroom time and classroom behavior. The 

participants further described the ineffectiveness of teachers who entered the classroom 

unprepared and showed that they were not concerned about the quality of work students 

produced. Members of both focus groups included their concern of administrator 

interference due to their teachers’ complaints about the type and number of assignments 

they were being “forced to provide.” The participants in the second focus group (failed 

chemistry) at times also reported that group work, warm ups, and lectures were irrelevant 

to the topic that was to be covered on certain days. However, the data provided from their 

responses primarily focused on the days when their teachers struggled with redirecting 

off task behavior and were unable to sustain a classroom environment conducive to 

learning.  

 When asked about instructional strategies that least helped them succeed in their 

core subjects during their sophomore year in high school, analyses of the data provided 

by the nine participants in both focus groups showed that some teachers lacked training to 
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properly implement specific instructional strategies. Through frequent classroom walk-

throughs, campus leaders can identify teachers who struggle with specific teaching 

techniques in order to provide feedback, guidance, and professional development training 

so that teachers have the opportunity to grow. By being provided with an opportunity to 

shadow a master teacher’s classroom, struggling teachers can also be exposed to 

successful implementation of specific teaching strategies as well as a master teacher’s 

ability/technique in gauging time spent on activities and approach in transitioning 

students from one aspect of instruction to another; for example, students should not be 

spending more than five to seven minutes on a warm up or closing activity, during group 

work each member of a group should be assigned a task, and the standard by which 

assignments will be graded should always be obvious to the students. Campus 

administrators must also be certain that teachers and members of the leadership team are 

cognizant of the vision and mission that has been put in place for the campus, which 

should provide the direction and goal that all stakeholders are trying to achieve. The 

participants’ description of teachers displaying their dislike for specific instructional 

strategies, blaming administration for the type and quantity of assignments being 

provided, and providing students with assignments to gather data for their own personal 

agenda (i.e. to earn a master’s degree) show a lack of understanding or disregard for the 

academic goals put in place by key campus and community stakeholders.  

 Under the second theme, a sub-theme emerged; classroom management. Although 

the participants in the first focus group (passed chemistry) did not specifically mention 

the term “classroom management” or a phrase similar to it, their description of teachers 

spending too much time on warm ups, not monitoring the progress or quality of work 
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being completed by students, and not redirecting off task behavior, can all be considered 

as evidence of teachers struggling with classroom management. Participants in the second 

focus group (failed chemistry) reported teachers struggling with student misbehavior in 

every core subject, particularly first year teachers. Campus administrators must always be 

mindful to provide teachers with discipline support; not just by issuing student 

consequences but by identifying teachers in need of learning behavior management 

strategies, particularly first year teachers. First year teachers must be monitored carefully, 

provided mentors, and provided frequent feedback on the effectiveness of their 

instructional techniques and in managing behavior problems that arise in their 

classrooms. Aside from providing professional development pertaining to classroom 

management to all teachers, many districts have begun to implement classroom 

management training in their induction programs geared toward first year teachers. 

District and campus administrators should monitor the ability and effectiveness of first 

year teachers to implement classroom management strategies beyond their first year of 

teaching. Principals should consider offering teachers who work with the most 

challenging group of students smaller class sizes, additional planning time, and increased 

opportunities for professional development (Reeves, 2009).  

A second sub-theme emerged under the second theme: some people should not 

become teachers. Throughout this study, the participants described teachers who “did not 

want to be there, were doing it to pay off loans, were on their last year teaching so he/she 

did not want to teach us, and were cranky everyday making students not want to be 

there.” School districts are faced with the difficult challenge of trying to identify teachers 

that have the students’ best interest at heart, but nonetheless, must have systems in place 
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in an effort to identify people entering the teaching field for reasons other than to serve 

students. In Texas, there are various financial incentives put in place by school districts in 

an effort to recruit the best teachers: certification bonuses, signing bonuses in high need 

subject areas, inexpensive insurance benefits, and higher than average salaries (in specific 

geographical areas). The U.S. government provides additional incentives for college 

graduates to serve as teachers by providing loan forgiveness programs. School districts 

are also faced with the challenge of holding teachers close to retirement age, to the same 

standards as all other teachers in an effort to ensure students are getting properly 

educated. Campus administrators must always be aware of teachers with poor classroom 

performance and frequently visit classrooms in order to ensure all students are provided 

with the best opportunities to learn.  

 Theme Three: Outside factors that helped student performance in school. 

Participants in both focus groups described their parents as providing motivation and 

encouragement for them to excel in high school. However, there was one participant in 

the first focus group (passed chemistry) and two participants in the second focus group 

(failed chemistry) who did not experience positive support from their parents. High goals 

(personal and from parents), extracurricular activities, and serving as a role model for 

their siblings were the other outside factors that motivated success in the first focus group 

(passed chemistry). It was obvious that these goals and expectations were in place prior 

to entering high school for the participants in this group. Participants in the second focus 

group (failed chemistry) found self-motivating factors and established their personal 

goals after a year or more in high school.  



169 

 

 

All nine participants want to graduate from high school and hope to reach their 

goals of attending college or learning a trade in order to be able to enter a career in which 

they can support themselves and provide assistance for their siblings and parents as well. 

Campus leaders can help provide support for at-risk students with similar stories by 

putting support systems in place where they can receive encouragement and guidance that 

they do not receive at home. By identifying students who are at-risk of not graduating 

from high school (through test data, and identifying at-risk factors) before they enter the 

ninth grade, school administrators can put campus systems in place where these students 

will receive encouragement from every teacher to join an after school extracurricular 

activity. By being part of an organization, these students may be able to receive some of 

the support and encouragement they do not receive at home and help motivate them to 

work hard in their classes. District level administrators can help support these at-risk 

students as well by helping create similar support systems as early as intermediate school.  

 Theme Four: Outside factors that hindered student performance in school. A 

participant in each of the focus groups experienced their parents’ divorce during their 

tenth grade year in high school which had a negative impact on their school performance. 

One participant, an English language learner, in the first focus group (passed chemistry) 

experienced a language barrier in school, which he/she was able to overcome through 

hard work, self-motivation at school, and continuous parental encouragement (even 

though the parents only spoke Spanish) to try his/her best. He/she admits that the first two 

years in high school were difficult because of this language barrier. The participants in 

the first focus group (passed chemistry) all reported that their personal stress at times 

hindered their performance in school. However, with parental support for four of the 
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participants, and family support from an older sibling for one of the participants, the 

members of the first focus group have excelled in all state exams, have passed all courses 

taken thus far with high marks, and are in a good position to continue excelling in school, 

during and after high school, due to the support systems they have in place. Members of 

the second focus group (failed chemistry) may not be so fortunate.  

 The four participants in the second focus group (failed chemistry) admitted that 

because of poor choices and lack of effort early in high school, they are struggling and in 

a position where they are concerned about their future outside of high school. The look of 

concern in their faces and the nervous tone in their voice made it clear to the researcher 

that out of the two focus groups, they are at risk of not graduating from high school on 

time. Jensen (2009) believes that teachers should understand that low-SES students face 

significant risk factors that undermine good school performance; these risk factors are: 

emotional and social challenges, acute and chronic stressors, cognitive lags, and 

health/safety issues. Campus leaders can provide needed support to students in this 

position by organizing support systems in the form of mentors to provide guidance and 

examples of some of the challenges they faced from high school through college. At this 

level of support cultural considerations must be taken into account; whereas under the 

previous themes the recommendations provided to school leaders can serve all at-risk 

students.  

By looking closely at the data provided by the members of the second focus group 

(failed chemistry), this group was affected by a lack of positive influence from several of 

their teachers, by a lack of concern of their class performance from some teachers and 

parents, and by the distractions and peer pressures faced in classes where their classmates 
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(and they) chose to misbehave rather than learn. These students described in detail their 

regret for not having listened to advice provided by parents or friends and their distress 

for not having someone to guide them through the significance of important decision 

making processes in high school.  By analyzing the comments made by these participants 

when asked about outside factors that hindered their performance in school, cultural 

differences were noticeable in the type of challenges the members of the second focus 

group have faced (both inside and outside of school) compared to other sub-populations. 

These cultural differences found in the student data include: specific family concerns, 

family backgrounds, relationship with parent(s) and friends, peer-pressure, and academic 

challenges. “Teachers don’t need to come from their students’ cultures to be able to teach 

them, but empathy and cultural knowledge are essential” (Jensen, 2009, p. 11). Campus 

leaders can provide emotional support to at-risk Hispanic students by attending 

professional training involving the understanding of Hispanic cultures and becoming 

aware of intervention programs available in their district which can help at-risk Hispanic 

students who have fallen behind on credits and may prevent these students from dropping 

out of high school or not graduating on time. Gandara and Contreras (2009) suggest that 

for intervention and counseling programs to be successful, those involved must be 

qualified to meet student needs and build trust with Hispanic students and their families. 

This is necessary since “Latino students are reluctant to visit counselors because the 

counselors are perceived to be ill-informed about minority student issues or have a 

reputation for counseling these students into low-level classes” (Gandara & Contreras, 

2009, p. 289). 
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In short, the researcher recommends the following for school leaders, campus, and 

district administrators: 

 provide and encourage all teachers to attend professional development, 

specifically related to the latest research based instructional strategies and 

student assessment strategies needed to better prepare students to graduate 

high school with the 21st century skills (critical thinking, communication, 

collaborative, and creative skills) needed to compete in the current job 

market. 

 be available to be an instructional resource by attending planning meetings 

and provide constructive feedback after classroom visits and data analyses 

in order for teachers to grow professionally. 

 identify teachers who struggle with specific teaching techniques in order 

to provide feedback, guidance, and professional development training so 

that teachers have the opportunity to grow. 

 be certain that teachers and members of the leadership team are cognizant 

of the vision and mission that has been put in place for the campus, which 

should provide the direction and goal that all stakeholders are trying to 

achieve.  

 be mindful to provide teachers with discipline support; not just by issuing 

student consequences but by identifying teachers in need of learning 

behavior management strategies, particularly first year teachers. 

 monitor first year teachers carefully, provided mentors, and provided 

frequent feedback on the effectiveness of their instructional techniques 
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and in managing behavior problems that arise in their classrooms; 

continue monitoring after their first year of instruction.  

 be aware of teachers with poor classroom performance and frequently visit 

classrooms in order to ensure all students are provided with the best 

opportunities to learn.  

 identify Hispanic students who are at-risk of not graduating from high 

school (through test data, and identifying at-risk factors) before entering 

the ninth grade, put support systems in place where these students will 

receive support, encouragement, and academic guidance (they would not 

normally receive at home) from campus personnel after receiving cultural 

training concerning Hispanic challenges related to school.  

Implications for Further Research 

 Analyses of data within and between both focus groups revealed that the 

instructional strategies used by the teachers in the four core subjects neither helped nor 

hindered student performance in any of the four core subjects. There is a need for further 

research in order to identify instructional strategies that could positively impact Hispanic 

student performance in high school. This study can be improved in several ways. First, a 

larger sample of participants would improve the significance of the findings. Second, 

analyzing the past academic records of the participants and comparing them to current 

academic standings could determine how much of a predictor past academic 

performances can be for Hispanic students. Third, providing the participants with open-

ended questions (i.e. student questions 1-8, See Appendix A) lent itself for the 

participants to provide answers not directly related to the question being asked; for 
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example, instead of critically analyzing instructional techniques/methods perceived to be 

ineffective, the participants frequently focused on student discipline. Asking specific 

guided questions, directly related to instruction, could help the student focus on what is 

being asked. Lastly, including a family background study (including parent perspective) 

for each participant (particularly those labeled at-risk) can help identify specific academic 

and family challenges that the participants faced and help provide a measure for the 

amount of campus support needed in order to be successful in high school. 

 Some of the findings from this study have brought recognition to the need of 

conducting further research on the emotional and academic support needed by at-risk 

Hispanic high school students in order to graduate on time. Impactful studies could 

include research on: the types of training/knowledge campuses can provide Hispanic 

parents to better support their children for success in high school and prepare for college; 

Hispanic parents’ perspective on their role and the support provided by schools to 

improve student success;  how and when (in what grade level) Hispanic children can be 

best motivated to participate in after school extracurricular activities to help improve 

academic performance; identifying Hispanic student deficiencies entering high school, 

academic vs emotional/maturity, to provide support and help keep them on track to 

graduate; before entering high school, identifying Hispanic students capable of entering 

advanced courses and identifying the type of support needed (e.g. parent training, 

emotional support, academic support) to be successful in those courses; and the effects on 

success in high school by providing at-risk Hispanic students in middle school summer 

training to better prepare for high school between sixth and seventh grade, seventh and 

eighth grade, and eighth and ninth grade. A final recommendation for further research 
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would be to identify differences in high school completion rates between at-risk Hispanic 

students who received culturally sensitive lessons vs those who received culturally 

sensitive academic and career centered guidance; this could help schools identify where 

to place their focus when providing support to struggling Hispanic students, in or outside 

of the classroom. 

 Findings from this study have also identified the need to further research and 

develop programs that are meant to help teachers improve their classroom skills. Helpful 

research topics could include: identifying specific types of positive support strategies 

provided by teachers and the effects on high school student performance; identifying the 

effectiveness of collaborative planning and the implementation of instructional strategies; 

and gauging teacher buy in with campus vision and mission plans and its effect on 

student performance.  

Conclusion 

 From his work with educators, Le Tellier (2007) asked teachers and 

administrators what they felt was the purpose of education, their responses included: 

building strong character and citizenship, provide knowledge to make them successful in 

life, teach them how to get along with others, and build enough skill so they can be 

productive members of our society. Researchers believe, “By 2050, in the absence of 

change in the levels of educational achievement among the minority population and 

minority workers, Hispanics will remain concentrated at the lower end of educational 

levels” (Murdock et al., 2014, p. 55). Poverty rates in Texas for African Americans and 

Hispanics were approximately three times as high as those for Whites in 2010. In 1999 

and 2010, 7.8 percent and 8.7 percent of White people in Texas lived in poverty; among 
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African Americans, 23.3 and 23.5 percent; and among Hispanic people, 25.4 and 25.5 

percent (Murdock et al., 2014). Contributing author Robert C. Smith indicates that in the 

U.S., Latinos make up the youngest, fastest-growing, yet poorest subpopulation of society 

(Suarez-Orozco & Paez, 2009). Latinos are most likely to be employed and poor because 

they possess the lowest paying jobs: laborers, busboys, maids, nannies, gardeners, 

mechanics, and waiters (Noguera, 2008).  

Success in high school, particularly in English, math, science, and social studies, 

is important in order to close the academic achievement gap between Hispanic and White 

students, which in turn will help prepare the Hispanic workforce with the 21
st
 century 

skills (critical thinking, communication, collaborative, and creative skills) needed for 

them to be able to compete for jobs paying more than minimum wage and contribute to 

the Texas and U.S. economy. In order to help improve the Hispanic high school dropout 

rate nationally and in Texas, improve the level of college completion among Hispanic 

students, and to ensure a higher income among the Hispanic work force; further research 

data must be acquired to help identify ways to improve learning among Hispanic students 

and assist them in graduating from high school on time. 

 The results of this study supported research findings indicating that all students 

are able to learn when teachers are supported and properly trained in following best 

practices instructional techniques. Participants from both focus groups experienced 

teachers struggling in some form with student engagement and learning, however the 

participants from the second focus group (failed chemistry) experienced teachers who 

struggled with classroom management at a higher frequency. Participants in the first 

focus group (passed chemistry) were challenging themselves by taking advanced courses 
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throughout high school and reported being in the process of registering for dual credit 

classes the following school year; their senior year in high school. Participants in the 

second focus group (failed chemistry) primarily enrolled in on-level courses throughout 

high school. The data from this study would support analysis of the distribution of 

experienced/prepared teachers (e.g. master teachers) among advanced and on-level 

courses, in any public high school campus, in an attempt to improve the academic success 

rate among students enrolled in on-level courses.  

 It is important to identify at-risk Hispanic students prior to entering high school 

and have intervention programs in place to support these students. At-risk Hispanic 

students face cultural challenges at home and among their peers requiring campus support 

personnel to gain cultural knowledge through professional development training in order 

to understand these challenges; which include but are not limited to, immigration issues, 

family financial problems, family ties, obligations/expectations for the first-born, and 

cultural beliefs of “a better life.” Participants in the first focus group (passed chemistry) 

entered high school better prepared and with a stronger family support system than the 

participants in the second focus group (failed chemistry). These findings demonstrate the 

need for public high school campuses to provide Hispanic at-risk students with academic 

and emotional support through their years in high school.  

The knowledge gained from this study could help change the approach in which 

high school teachers instruct their Hispanic students in an effort to help them improve 

their success rate on their state assessments and in passing their courses in high school. 

Data from this study may provide important facts that can be used in the planning of 

professional development sessions for teachers working with Hispanic students. The 
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findings obtained from this study may also assist school districts in designing curriculum 

programs that could capture the interest of Hispanic students and may also help identify 

factors to help motivate Hispanic students who are struggling in their high school 

courses. In order to improve the Hispanic student high school graduation rate in the U.S., 

school districts and high school campuses must reach out to Hispanic parents, welcome 

them into the campus environment, improve methods of communication with them 

(particularly Spanish-only speaking parents) and work together to promote Hispanic 

student success on the campus and provide at-risk Hispanic students with the support 

needed to develop the skills required to be successful in high school, prepared to enter 

post-secondary studies, and compete in the 21
st
 century job market. In conclusion, 

Latino students typically experience a host of impediments to success in school. 

Any one of these barriers is daunting, but to be challenged simultaneously by 

multiple obstacles and a lack of social, psychological, and educational support at 

school and in the community can and does limit the potential of many Latino 

students…failure to perform at high levels in school, given the enormous barriers 

that Latino children face, is not evidence of a lack of intellectual ability, but proof 

that educational support systems are not in place to help these students succeed 

(Gandara & Contreras, 2009, p. 120).  
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Student Questions 

1. What classroom/instructional strategies helped you most in your chemistry class? 

Explain why. 

2. What classroom/instructional strategies helped you least in your chemistry class? 

Explain why. 

3. What classroom/instructional strategies helped you most in your geometry class? 

Explain why.  

4. What classroom/instructional strategies helped you least in your geometry class? 

Explain why.  

5. What classroom/instructional strategies helped you most in your English II class? 

Explain why. 

6. What classroom/instructional strategies helped you least in your English II class? 

Explain why. 

7. What classroom/instructional strategies helped you most in your world history 

class? Explain why.  

8. What classroom/instructional strategies helped you least in your world history 

class? Explain why.  

9. Outside of school, was there anything in your life that you feel helped your 

performance in your classes during your sophomore year in high school? Explain 

why.  

10. Outside of school, was there anything in your life that you feel hindered your 

performance in your classes during your sophomore year in high school? Explain 

why. 
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Email to Assistant Principals 

 

Good afternoon; 

I am writing to you today to seek your assistance with my doctoral study. I am now in the 

phase to conduct my study involving the formation and interview of two focus groups, 

each group consisting of ten students. I am forwarding you a copy of an invitation to 

provide your student(s), whose name(s) I have provided, asking him/her to meet with me 

on the designated day, time, and location listed on the invitation so that I can explain the 

purpose of my study and invite them to participate in the study. I am asking you to please 

call the student(s) to your office individually to hand them a copy of the invitation, after 

you write his/her name on it. I am inviting a total of 40 students, with the anticipation of 

eventually getting 20 students to participate in my study. I greatly appreciate your help in 

providing the invitations to the potential participants. 

 

Thank you for your time.  

 

 

Antonio Avalos 

Assistant Principal of Accountability  

Taylor High School 
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Student Invitation 

 

To: (student's name) 

From: Antonio Avalos 

           Assistant Principal of Accountability 

           Taylor High School 

Date: (the date this email gets sent) 

Re: Invitation to participate in a doctoral study. 

 

Hello, I am contacting you to invite you to meet with me on (Day of the Week),   (Date)  , 

at 2:45pm in the North LGI, upstairs in the North side of the building (by the library). I 

am currently a student in the University Of Houston College Of Education Professional 

Leadership Doctoral Program and I am seeking volunteers to be part of a study I will be 

conducting at your school. Please come by on this day to meet with me, I would very 

much like to explain to you what my study is about and would like to invite you to 

participate in it. The meeting is only for invited students, it will last no more than 30 

minutes, and I will be providing bus passes in case you or any of the other students I 

invite will need it. If you have questions, I can be reached at the number below or at 

aavalos5@uh.edu . Thank you and I hope you are willing to attend this meeting and 

possibly join this very important study.  

 

Antonio Avalos 

281-988-3533 (office) 

mailto:aavalos5@uh.edu
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UNIVERSITY OF HOUSTON 

PARENTAL PERMISSION TO PARTICIPATE  

IN RESEARCH 

 

 

PROJECT TITLE: Urban Hispanic High School Students’ Perceptions of Educational 

Strategies Used During Their Tenth Grade Year in High School.  

 

Your child/student is being invited to participate in a research project, part of a 

dissertation, conducted by Antonio Avalos, Assistant Principal at Alief Taylor High 

School and student in the Department of Education’s Professional Leadership Doctoral 

Program at the University of Houston, under the supervision of faculty professor/advisor 

Dr. Robert Borneman.  

 

NON-PARTICIPATION STATEMENT 

Your child’s/student’s participation is voluntary and you or your child/student may refuse 

to participate or withdraw at any time without penalty or any effect on his/her standing in 

school. Your child/student may also refuse to answer any question. 

 

PURPOSE OF THE STUDY 

The purpose of the study is to identify areas to help struggling Hispanic students to 

succeed in their courses during their tenth grade year in high school, identify instructional 

strategies that are effective and/or ineffective in helping students learn in the class, help 

teachers in providing quality instruction, and to identify areas where school districts can 

improve the professional development training provided to teachers. Students that are 

being invited to participate in this study were chosen based on their final grade in 

chemistry, taken during their tenth grade year. Your child/student will be asked to 

participate for 1 or 2 days (depending on whether or not all 10 questions are able to be 

asked in one session). The entire process of the study and data collection is expected to 

last 1 month.  

 

PROCEDURES 

Your child/student will be one of approximately 20 subjects to be asked to participate in 

this project. The 20 subjects will be separated into 2 groups, 10 students in each group, 

based on their grades in chemistry.      

 

Students who choose to participate in this study will be asked to meet at Elsik High 

School’s LGI classroom one day after school from 2:45-5:30pm. If a second day is 

required, students will be asked to return for a second day scheduled from 2:45-4:30pm. 

The students will be audio recorded while being asked 10 questions involving the 

effectiveness of the instructional strategies used in their world geography, English II, 

geometry, and chemistry courses. Your child/student will be in a group with 9 other 

students, all having similar grades in chemistry. Each student will have an opportunity to 
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respond to each question and will be asked to respect the opinion(s) of the other students 

when answering the questions during the group discussion. At the end of the interview 

session the students will be given bus passes to board the late bus at 4:45pm or 6:00pm, if 

needed. If all 10 questions were asked and answered in the first session, there will not be 

a need to meet again. A second session will be needed if more time is required to answer 

all 10 questions. Total time commitment for the students participating in this research 

project can range from 1 hour and 45 minutes to 4 hours.  

 

Feel free to contact the researcher, Antonio Avalos, (contact information on the last page) 

if you have any questions or concerns about your child’s/student’s participation in the 

research study.  

 

CONFIDENTIALITY 

Every effort will be made to maintain the confidentiality of your child’s/student’s 

participation in this project, within legal limits. Each subject’s (i.e. student’s) name will 

be paired with a code number which will appear on all written materials instead of your 

child’s/student’s name. The list pairing the subject’s name to the assigned code number 

will be kept separate from all research materials and will be available only to the 

researcher and faculty advisor. After each group discussion, the information on the audio 

recordings will be transcribed (written down on paper). The entire thesis report, along 

with the transcribed material, will be stored in an office at the University of Houston. The 

audio recording will not be stored and will be deleted.  

 

RISKS/DISCOMFORTS 

For the students participating in the research project, there is a potential risk for 

psychological discomfort/harm because they will be asked to describe factors outside of 

school that did or did not help them be successful in school. To minimize this risk, they 

will be given the option to write their response to this question or discuss it openly if they 

choose. During the questioning session they are free to withdraw themselves completely 

from the study or refuse to answer any individual question in order to avoid discomfort.  

 

BENEFITS 

While your child/student will not directly benefit from participation, his/her participation 

may help better understand ways that Hispanic students can learn, ways teachers can 

improve in their abilities to teach, and ways that school districts can help teachers better 

prepare to do their jobs well.  

 

ALTERNATIVES 

Participation in this project is voluntary and the only alternative to this project is non-

participation. 
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PUBLICATION STATEMENT 

The results of this study may be published in professional and/or scientific journals.  It 

may also be used for educational purposes or for professional presentations.  However, 

no individual student/subject will be identified. 

 

AGREEMENT FOR THE USE OF AUDIO RECORDING 

 

Each group questioning session will be audio recorded. The purpose of audio recording is 

to document the session and information gathered as well as to review and accurately 

record the responses and data gathered from each session. Please indicate whether you 

agree for your child/student to be audio recorded during the study by checking the 

appropriate box below. If you agree, please also indicate whether the audio recording can 

be used for publication/presentations. By not allowing your child/student to be audio 

recorded, your child/student will not be able to participate in the study. If you allow your 

child/student to be audio recorded but do not agree to the audio recording to be used in 

publications/presentations, your child/student may still participate in the study.  

 

 

 I agree to allow my child/student to be audio recorded during the interview 

session. 

 I agree that the audio recording can be used in publication/presentations. 

 I do not agree that the audio recording can be used in 

publication/presentations, but do allow for the data gathered to be used. 

 I do not agree to allow my child/student to be audio recorded during the interview 

session.    

 

 

 

SUBJECT RIGHTS 

 

1. I understand that parental permission is required of all persons under the age of 18 

participating in this project.  I understand that my child (student) will also be asked to 

agree to participate. 

 

2. All procedures have been explained to me and I have been provided an opportunity to 

ask any questions I might have regarding my child’s (student’s) participation. 

 

3. Any risks and/or discomforts have been explained to me. 

4. Any benefits have been explained to me. 

 

5. I understand that, if I have any questions, I may contact Antonio Avalos at 281-988-

3533 or at aavalos5@uh.edu .  I may also contact Dr. Robert Borneman, faculty 

advisor, at 713-743-3382. 

 

mailto:aavalos5@uh.edu
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6. I have been told that my child or I may refuse to participate or to stop his/her 

participation in this research project at any time before or during the project.  My 

child may also refuse to answer any question. 

 

7. ANY QUESTIONS REGARDING MY CHILD’S RIGHTS AS A RESEARCH 

SUBJECT MAY BE ADDRESSED TO THE UNIVERSITY OF HOUSTON 

COMMITTEE FOR THE PROTECTION OF HUMAN SUBJECTS (713-743-9204).   

 

8. All information that is obtained in connection with this project and that can be 

identified with my child/student will remain confidential, within legal limits.  

Information gained from this study that can be identified with my child/student may 

be released to no one other than the researcher and his faculty advisor.  The results 

may be published in scientific journals, professional publications, or educational 

presentations without identifying my child/student by name. 

 

 

NAME OF CHILD (STUDENT): __________________________________________ 

 

 

I agree to allow my child (student) to participate in this research project:     

 

           YES__________    NO__________ 

 

 

 

Signature of Parent/Guardian: ____________________________________________ 

 

 

Date: _________________________ 

 

 

 

 

Signature of Principal Investigator: ________________________________________ 

 

 

Date:_________________________ 

 

  



207 

 

 

PERMISO DE LOS PADRES PARA PARTICIPAR  

EN LA INVESTIGACIÓN 

 

TÍTULO DEL PROYECTO: Las percepciones de los estudiantes urbanos hispanos de 

secundaria acerca de las estrategias educativas utilizadas durante su décimo grado en la 

escuela secundaria. 

 

Su hijo(a)/estudiante ha sido invitado a participar en un proyecto de investigación, parte 

de una tesis doctoral, dirigida por Antonio Ávalos, Director Asistente de la escuela 

secundaria Alief Taylor (Alief Taylor High School) y estudiante en el Programa de 

Doctorado en Liderazgo Profesional del Departamento de Educación de la Universidad 

de Houston, bajo la supervisión del profesor/asesor de la facultad, Dr. Robert Borneman. 

 

DECLARACIÓN DE NO PARTICIPACIÓN 

La participación de su hijo(a)/estudiante es voluntaria y usted o su hijo(a)/estudiante 

puede negarse a participar o retirarse en cualquier momento sin penalización o ningún 

efecto sobre su estatus en la escuela. Su hijo(a)/estudiante también puede negarse a 

responder a cualquier pregunta. 

 

OBJETIVO DEL ESTUDIO 

El objetivo del estudio es identificar áreas para ayudar a los estudiantes hispanos con 

dificultades a tener éxito en sus cursos durante el décimo grado de la escuela secundaria, 

identificar estrategias de instrucción que sean eficaces y/o ineficaces en ayudar a los 

estudiantes a aprender en la clase, ayudar a los profesores a prestar enseñanza de calidad 

e identificar áreas en las que los distritos escolares puedan mejorar la formación de 

desarrollo profesional proporcionada a los profesores. Los estudiantes que están siendo 

invitados a participar en este estudio fueron elegidos en función de su calificación final 

en la clase de química que tomaron durante su décimo grado. A su hijo(a)/estudiante se le 

pedirá que participe por 1 ó 2 días (dependiendo de si todas las 10 preguntas pueden ser 

hechas o no en una sesión). Se espera que todo el proceso de estudio y la recopilación de 

datos dure 1 mes. 

 

PROCEDIMIENTOS 

Su hijo(a)/estudiante será una de las aproximadamente 20 personas a quienes se les 

pedirá que participen en este proyecto. Las 20 personas serán separadas en 2 grupos, 10 

estudiantes en cada grupo, basado en sus calificaciones en la materia de química. 

 

A los estudiantes que opten por participar en este estudio se les pedirá que se reúnan en el 

aula LGI de Elsik High School un día después de la escuela de 2:45 a 5:30pm. Si se 

requiere un segundo día, se les pedirá a los estudiantes que regresen un segundo día en el 

horario de 2:45 a 4:30pm. Se audio grabará a los estudiantes mientras se les hagan 10 

preguntas relacionadas con la eficacia de las estrategias de enseñanza utilizadas en sus 

cursos de geografía mundial, inglés II, geometría y química. Su hijo(a)/estudiante estará 
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en un grupo con otros 9 estudiantes, todos con notas similares en la materia de química. 

Cada estudiante tendrá la oportunidad de responder a cada pregunta y se le pedirá que 

respete la opinión (opiniones) de los otros estudiantes al responder a las preguntas 

durante la discusión en grupo. Al final de la sesión de la entrevista se les dará pases de 

autobús a los estudiantes para subirse al autobús de las 4:45pm o 6:00pm, de ser 

necesario. Si se hicieron y respondieron todas las 10 preguntas en la primera sesión, no 

habrá necesidad de reunirse de nuevo. Se necesitará una segunda sesión si se requiere 

más tiempo para responder a todas las 10 preguntas. El tiempo total de compromiso de 

los estudiantes que participen en este proyecto de investigación puede variar de 1 hora y 

45 minutos a 4 horas. 

 

No dude en ponerse en contacto con el investigador, Antonio Ávalos (la información de 

contacto se encuentra en la última página) si tiene alguna pregunta o inquietud acerca de 

la participación de su hijo(a)/estudiante en el estudio de investigación. 

 

CONFIDENCIALIDAD 

Se hará todo el esfuerzo posible por mantener la confidencialidad de la participación de 

su hijo(a)/estudiante en este proyecto, dentro de los límites legales. El nombre de cada 

persona (es decir, estudiante) se emparejará con un número de código que aparecerá en 

todos los materiales escritos en lugar del nombre de su hijo(a)/estudiante. La lista de 

emparejamiento de cada nombre de la asignatura con el número de código asignado se 

mantendrá separada de todos los materiales de investigación y estará disponible sólo al 

investigador y asesor de la facultad. Después de que cada grupo de discusión, la 

información en las grabaciones de audio será transcrita (escrita en papel). El informe de 

toda la tesis, junto con el material transcrito, será almacenado en una oficina en la 

Universidad de Houston. La grabación de audio no se almacenará y será borrada.   

 

RIEDGOS/MOLESTIAS 

Para los estudiantes que participen en el proyecto de investigación, existe un riesgo 

potencial de malestar psicológico/daño porque se les preguntará que describan los 

factores fuera de la escuela que los ayudaron o no a tener éxito en la escuela. Para 

minimizar este riesgo, se les dará la opción de escribir su respuesta a esa pregunta o 

discutirlo abiertamente si así lo desean. Durante la sesión de preguntas tienen la plena 

libertad de  retirarse completamente del estudio o negarse a responder a cualquier 

pregunta individual con el fin de evitar molestias. 

 

BENEFICIOS 

Aunque su hijo(a)/estudiante no se beneficiará directamente de la participación, su 

participación puede ayudar a comprender mejor las maneras en que los estudiantes 

hispanos pueden aprender, maneras en que los profesores pueden mejorar sus habilidades 

para enseñar, y maneras en que los distritos escolares pueden ayudar a los profesores a 

prepararse mejor para hacer su trabajo bien. 
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ALTERNATIVAS 

La participación en este proyecto es voluntaria y la única alternativa a este proyecto es la 

no participación. 

 

DECLARACIÓN DE PUBLICACIÓN 

Los resultados de este estudio pueden ser publicados en revistas profesionales y/o 

científicas. También se puede utilizar para fines educativos o para presentaciones 

profesionales. Sin embargo, no se identificará a ningún estudiante/persona específico. 

 

ACUERDO PARA EL USO DE GRABACIÓN DE AUDIO 

 

Cada sesión de preguntas de grupo será audio grabada. El objetivo de la grabación de 

audio es documentar la sesión y la información recogida, así como revisar y registrar con 

precisión las respuestas y los datos obtenidos de cada sesión. Por favor, indique si está de 

acuerdo en que su hijo(a)/estudiante sea audio grabado durante el estudio, marcando la 

casilla correspondiente a continuación. Si está de acuerdo, también indique, por favor si 

la grabación de audio se puede utilizar para publicaciones/presentaciones. Al no permitir 

que su hijo(a)/estudiante sea audio grabado(a), su hijo(a)/estudiante no podrá participar 

en el estudio. Si usted permite que su hijo(a)/estudiante sea audio grabado, pero no está 

de acuerdo con que la grabación de audio sea utilizada en publicaciones/presentaciones, 

su hijo(a)/estudiante todavía puede participar en el estudio. 

 

 

 

 Estoy de acuerdo en permitir que mi hijo(a)/estudiante sea audio grabado durante 

la sesión de la entrevista. 

 Estoy de acuerdo en que la grabación de audio se pueda utilizar en 

publicaciones/presentaciones. 

 No estoy de acuerdo en que la grabación de audio se pueda utilizar en 

publicaciones/presentaciones, pero sí permito que los datos reunidos sean 

utilizados. 

 No estoy de acuerdo en permitir que mi hijo(a)/estudiante sea audio grabado 

durante la sesión de la entrevista.  

 

 

DERECHOS DEL PARTICIPANTE 

 

9. Entiendo que se requiere permiso de los padres de todas las personas menores de 18 

años que participen en este proyecto. Entiendo que también se le pedirá a mi hijo(a) 

(estudiante) que acceda a participar. 

 

10. Se me han explicado todos los procedimientos y se me ha dado la oportunidad de 

hacer cualquier pregunta que pueda tener con respecto a la participación de mi hijo 

(estudiante). 
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11. Se me ha explicado cualquier riesgo y/o molestias. 

12. Se   en revistas científicas, publicaciones profesionales o presentaciones educativas 

sin identificar a mi hijo(a)/estudiante por su nombre. 

 

13. Entiendo que si tengo alguna pregunta, puedo comunicarme con Antonio Ávalos al 

281-988-3533 o a aavalos5@uh.edu. También puedo comunicarme con el doctor 

Robert Borneman, asesor de la facultad, al 713-743-3382. 

 

14. Se me ha dicho que mi hijo(a) o yo podemos negarnos a participar o detener su 

participación en este proyecto de investigación en cualquier momento, antes o durante 

el proyecto. Mi hijo(a)  también puede negarse a responder a cualquier pregunta. 

 

15. CUALQUIER PREGUNTA CON RESPECTO A LOS DERECHOS DE MI HIJO(A) 

COMO PERSONA DE LA INVESTIGACIÓN, PUEDE SER DIRIGIDA AL 

COMITÉ PARA LA PROTECCIÓN DE LOS SERES HUMANOS OBJETOS DE 

INVESTIGACIONES DE LA UNIVERSIDAD DE HOUSTON (713-743-9204). 

 

16. Toda la información que se obtenga en relación con este proyecto y que pueda ser 

identificada con mi hijo(a)/estudiante permanecerá confidencial, dentro de los límites 

legales. La información obtenida de este estudio que pueda ser identificada con mi 

hijo(a)/estudiante no puede ser revelada a nadie que no sea el investigador y su asesor 

de la facultad. Los resultados pueden ser publicados en revistas científicas, 

publicaciones profesionales o presentaciones educativas sin identificar a mi 

hijo(a)/estudiante por su nombre. 

 

 

NOMBRE DEL (DE LA) NIÑO(A) (ESTUDIANTE): __________________________  

 

Estoy de acuerdo en permitirle a mi hijo(a) (estudiante) que participe en este proyecto de 

investigación:     

 

           SÍ__________    NO__________ 

 

Firma del padre madre/tutor:_______________________________________________ 

 

Fecha: _________________________ 

 

Firma del investigador principal:____________________________________________ 

Fecha:_________________________ 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

Appendix G 

Child Assent Form 
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UNIVERSITY OF HOUSTON 

ASSENT TO PARTICIPATE IN A RESEARCH STUDY 

 

PROJECT TITLE: Urban Hispanic High School Students’ Perceptions of Educational 

Strategies Used During Their Tenth Grade Year in High School.  

 

You were selected, based on your Chemistry grade, to be invited to participate in a 

research study to be conducted by Antonio Avalos, Assistant Principal at Alief Taylor 

High School and a student in the Department of Education’s Professional Leadership 

Doctoral Program at the University of Houston. 

  

You can say no if you do not want to participate in this study. Adults cannot make you 

participate in this study if you do not want to. If you agree to participate in the study now, 

but change your mind about it later, you can stop being in the study, without 

consequences. 

 

WHAT IS RESEARCH? 

Research is a way to learn information about something. Researchers study different 

subjects the way you study English or math as a subject in school. 

 

There are many reasons people choose to be in a research study. Sometimes people want 

to help researchers learn about ways to help people or make programs better. 

 

You should understand why you would say yes to agree to be a research participant. 

While taking time to decide if you want to be in this study, you can contact Mr. Antonio 

Avalos (contact information listed on 2
nd

 page) to ask any question you have about the 

study. 

 

WHY ARE WE DOING THIS RESEARCH? 

In this research study we want to understand your opinions about the way your teachers 

taught the classes you took during your sophomore year in high school. Which teaching 

strategies helped and didn’t help? We also want to know if there were things outside of 

school that helped you be successful or may have caused you to fail.  

 

WHAT WILL HAPPEN DURING THE STUDY 

We will be interviewing students in groups of 10 and audio taping the interview session. 

Ten questions will be asked that are important to the study. You will be asked to answer 

them honestly but if you don’t feel comfortable in answering a question, you don’t have 

to answer it. Once all 10 questions are asked, the interview will be over. If all 10 

questions are asked in one session, it will take up to 2 hours and 30 minutes of your time 

after school. Bus passes will be provided at the end of the interview session, if needed. If 

we do not get through all 10 questions, you will be asked to return for a second session in 

order to complete all 10 questions. The second session, if needed, would also take place 
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after school and last up to 1 hour and 45 minutes. All of your responses will remain 

confidential unless you divulge intentions to hurt yourself or others.  

 

COULD GOOD THINGS HAPPEN TO ME FROM BEING IN THIS STUDY? 

What is learned from this research study will not help you now but when finished 

hopefully we will know more about the instructional strategies teachers use that are 

effective or ineffective in helping students learn. Also, hopefully we can identify areas 

where school districts can develop trainings that will help teachers become better at their 

jobs. In short, we hope to be able to identify ways or strategies that help students learn 

and be successful in the classroom. 

 

COULD BAD THINGS HAPPEN TO ME FROM BEING IN THIS STUDY? 

Your answers will not be held against you and will not affect your status at your school. 

Your answers will not be shared with anyone outside of the focus group and will only be 

used to gather data. If you feel uncomfortable in answering any of the questions you do 

not have to answer. During the interview session, if you feel embarrassed when providing 

your answers, understand that the other students will not be allowed to ridicule your 

answers and everyone will be asked to treat each other with respect. If at any time you 

want to remove yourself from the study, you can.  

 

DO I HAVE OTHER CHOICES? 

You can choose not to participate in this study or you can decide you no longer want to 

be in the study at any time. You may choose to not answer any question that you are not 

comfortable with.  If you choose not to participate at any time, you will not be penalized. 

 

WHAT IF I HAVE QUESTIONS? 

If you have any questions or worries about the research, you can reach Antonio Avalos 

by calling at 281-988-3533 or emailing at aavalos5@uh.edu, before, during, or after your 

completion of the study. If you wish to talk to someone else or have questions about your 

rights as a participant, call the University of Houston Committee for the Protection of 

Human Subjects at 713-743-9204. 

 

  

 

 

 

 

 

 

 

 

 

mailto:aavalos5@uh.edu
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DOCUMENTATION OF PARTICIPANT’S ASSENT 

 

____I agree to participate in this study called:  Urban Hispanic High School Students’ 

Perceptions of Educational Strategies Used During Their Tenth Grade Year in High 

School. 

 

 

Signature of minor participant: _____________________________________________ 

 

 

Date: ____________________________ 

 

 

 

Signature of Principal Investigator:___________________________________________ 

 

Date:_____________________________ 

 

ANY QUESTIONS REGARDING MY RIGHTS AS A RESEARCH SUBJECT MAY 

BE ADDRESSED TO THE UNIVERSITY OF HOUSTON COMMITTEE FOR THE 

PROTECTION OF HUMAN SUBJECTS (713-743-9204).  ALL RESEARCH 

PROJECTS THAT ARE CARRIED OUT BY INVESTIGATORS AT THE 

UNIVERSITY OF HOUSTON ARE GOVERNED BY REQUIREMENTS OF THE 

UNIVERSITY AND THE FEDERAL GOVERNMENT. 
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Information Meeting Script 
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Information Meeting Script 

Good afternoon and thank you for coming, I am Antonio Avalos, an assistant principal at 

Taylor High School. I am also a doctoral student at the University of Houston’s College 

of Education and I would like to share with you a research study that I will be conducting 

and hope you are willing to participate in it. By the year 2050, about 35 years from now, 

the Hispanics will be more than half of the total population in Texas and about 30% of 

the total population in the U.S. Research has shown that a large percentage of Hispanics 

do not graduate from high school and dropout. The research also shows that compared to 

African Americans and Whites, Hispanics are the largest group of people who do not 

graduate from high school and therefore are the least educated. In the next 35 years as the 

Hispanic population grows so will the number of uneducated workers, in other words, 

most Hispanics will not have good jobs due to lack of education.  

In my study, I am trying to find some reasons why Hispanics do not graduate from high 

school. I am looking for 20 volunteers to be part of my study where I will be starting to 

find some of these reasons by interviewing the 20 students who are selected to find out 

why or why not you were successful in the core subjects (chemistry, geometry, world 

history, and English 2) during the 10
th

 grade year by asking you 10 questions. I invited all 

of you because of your grades in chemistry. I believe that because of how difficult the 

chemistry course is, selecting students based on their grades in chemistry will provide me 

with a variety of perspectives/reasons as to why you did or did not pass your 4 core 

subject classes during your 10
th

 grade year. I am interested to hear your 

reasons/perspectives about the teaching strategies your teachers used that did or did not 

help you and hope you share if there were reasons outside of the classroom that may have 

helped you be successful or kept you from being successful in these classes. All 

information and comments that you share will be kept confidential unless you divulge 

intentions to hurt yourself or others.  

Just as a reminder, each of your teachers should have explained to you the purpose of the 

specific teaching strategies used to teach you the material you were supposed to learn. 

Teaching strategies are basically the techniques your teacher used to help you learn the 

material.  

If you are interested in being a part of my study, I am asking you to fill out this form 

called child assent form where you will sign indicating that you agree to be part of the 

study. I will also need for you to take home a parent permission form and ask your mom, 

dad, or guardian to fill it out and sign for me. I would like to have the forms returned to 

Ms. Millers office (downstairs north, by the cafeteria) no later than 5 days from now, if 

more than 20 of you return the forms, the first 20 will be selected and will placed in 2 

groups (which makes it easier to listen to your responses to the 10 questions).  We will be 

meeting on the following 2 days, (specific days added here) from 2:45-5:15pm, here in 

the LGI, and I will provide you with a late bus pass if you need it. Once the 20 volunteers 

are selected, I will be contacting you to let you know you were selected and provide you 

with the day your group will be meeting. I want to inform you that I will be audio 

recording the interview sessions. I hope we get through all of the 10 questions on the first 

interview meeting, if not, I’m hoping we can schedule a second day to finish answering 
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the questions. My contact information is on the forms if you or your parents have 

questions.  

I am hoping that my research and your responses will help me provide school districts 

and teachers with important information about what they should do help Hispanic 

students be more successful in high school. Thank you for your time, do you have any 

questions to ask before you leave?  
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Focus Group #1, April 27, 2015 at 2:45 pm 

Researcher (R): Thank ya’ll once again for coming and participating in my study. So I am 

going to start off with the first question. 

What classroom instructional strategies helped you most in your chemistry class? Explain 

why. 

I will start on this side, and we will work our way around. 

Participant A (A): Uh {pause} the strategies that helped me the most was the warm-up 

and the closures. Because they gave me an idea of what we were going to do for that day 

and objectives. 

R: How about you? 

Participant B (B): Um {pause} I mean maybe the explanations. When a teacher gives the 

class the explanation. So all in all… 

R: Explanations…as in what part of the class? The beginning? The middle? The end of 

the class? 

B: the middle 

R: The middle…. 

B: yeah 

R: Okay. Was there anything else particularly helpful that your teacher did in chemistry? 

B: Um, no. 

R: No. Okay. How about you? 

Participant C (C): uh {pause} taking notes. He made us take notes. 

R: Tell me about the notes. Was there a particular way you were taking notes? 

C: Um, well he would write it, a sentence and then explain it. 



220 

 

 

R: Okay. What else? 

C: {pause} I think that’s it. 

R: How about you?  

Participant D (D): Um {pause} whenever we would do like an assignment or whenever 

we would like learn something new we would have a notebook and on the notebook we 

would write the notes and on the other page we would write like a reflection or something 

we learned from it. And from that basically we could reflect on what we learned and if 

we had like a question, um, my teacher in particular she would make sure the whole class 

like understood before she moved on. You know and that’s something that all teachers do 

but she was really good at, like, teaching, and making sure the students understood. That, 

was really helpful.  

R: Did she accomplish that in a certain way?  

D: Yea, because, uh, she would, she would make sure that people would ask questions, 

and if she thought that, uh, what she like, what she said wasn’t very clear, she would ask 

the class if they understood and if somebody did not, um, she would explain it again, like 

until everybody got it. And, that was very helpful. Like I think that was very helpful. 

R: Thanks. How about you? 

Participant E (E): My teacher, she was very patient. Like she would explain, she would 

break it down for us. Like she would first show it all, whatever we were supposed to do. 

Then she would go back to the beginning and tell us what we are supposed to do here and 

the next step, and she did make us ask questions also, so she wouldn’t let us move on 

without someone saying something. 
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R: {pause} The way the teachers asked questions, was there anything particularly unique 

about their style or would they simply repeat the material they were trying to teach and 

then check to see if you knew the answer? 

E: Um, sometimes she’ll do something that will make us like remember it. 

R: Like what? 

E: {laughing} Like one time my teacher, she made a song. I don’t remember the song, 

but she’ll like, she’ll make, she’ll do something for us to make it easier for us to 

remember. 

R: Okay 

D: And my teacher would make like videos, at her home, with her husband and put them 

in, in the class {laughing} she would like put a clip in the class so we could actually see, 

um, like whatever we are learning but we could actually see it visually. 

R: Next question, what classroom instructional strategies helped you least in your 

chemistry class? Explain why. Starting with you. 

E: Um, hold on, I can’t think. Um {pause}, I mean I, whenever we had group discussions 

that wouldn’t help me, like I can’t go to someone else and ask them because sometimes 

they cannot explain to me the way I would understand it.  

R: Tell me a little bit more about that. 

E: Well, {laughing}  

R: Why do you think you did not understand the chemistry topics when your classmates 

were attempting to explain it? 

E: Um {Laughing} what was the question? {laughing} Sorry. 

R: Well, you said group discussions didn’t work for you, and I am asking why? 
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E: um, I don’t know 

D: Because it’s coming from other students? 

E: Yes, it’s different. They are doing a different strategy and I like the teacher’s more, 

and they’ll say their strategy and it just messes with what I’m trying to do. 

D: I feel like the closures, you know the first ten, last five.  I feel like the last five was a 

little, uh, like distracting from what we were doing cause like most of the time we were 

trying to finish our thing or whatever we were doing that day and uh the last part was just 

uh, uh not, it, it would take away from the actual thing we were doing. So if we were like 

trying to finish something or rushing that would take away, but I did feel like the first ten 

was good just the last five was not helpful. 

R: How about you? Strategies that did not help in chemistry? 

C: I think also the last five because sometimes we didn’t have time to answer last five. 

R: So it was rushed? 

C: um, hmm 

R: How about you? 

B: um, I don’t think that warm-ups worked for me 

R: Okay, why? 

B: Because they would, they would take time out of the class to, in the beginning and I 

don’t think they helped. I don’t know. They would just like take time. The teacher could 

use the time to explain something else instead of doing it and then letting us explain it.  

R: So you are the kind of person that just wants to go straight into what needs to be 

taught? 

B: Yea. 
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R: Okay. Are any of you like that? 

Choral response: yes 

R: You all prefer that?  So, if I’m listening correctly, warm-ups are either okay or not 

useful at all? 

E: People don’t know how to, like teachers or don’t know how to do warm-ups the 

correct way. 

D: Like they put too much time in it. They just send anybody up there.  

A: And it’s just like busy work. They just do it so…  

 E: they have to right? 

A: Yea 

D: I feel like there’s an effective way to do warm-ups, but {pause}  

R: So, is there a way to improve warm-ups, how?  

D: um {pause} I think the teacher should see, should pick somebody like when she sees 

people doing the warm up, pick somebody who she thinks is doing it correctly or tell us 

what they are doing cause most of the time teachers just pick randomly and students who 

don’t know what they are doing will go up there and just waste time. 

E: yea 

A: if the teacher would just stop, like, and they would insult them for not knowing, but 

sometimes the students would actually ask how to do it, and since it was a warm up, they 

kind of had to do it by themselves. So that’s why I don’t think some, uh, the warm up is 

useful for everybody. It’s for the people who know what they are doing.  

R: So you feel the same way about warm ups? 

A: They help me, but I don’t think they help other people… 
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R: Okay 

A: …the same way.  

R: So what specifically in chemistry didn’t help you? 

A: What didn’t help me? Probably the group discussions because sometimes when I 

asked other people they probably didn’t know either and when they tried to explain things 

they didn’t know, it just confused me even more. 

R: So, the teacher would lecture and then have the students work in groups? 

A: Yes  

R: Does your opinion about group work include laboratory work as well? 

A: Um, mostly after the lesson. Like after the lesson she taught, and she would like let us 

go into groups and to work together but sometimes half of the group wouldn’t know what 

to do so you are kind of spending most of the time figuring out even though you may not 

actually learn, how to do it. 

R: Do you feel the same way when you are working on laboratory assignments?  

A: No  

R: Tell me about that experience.  

A: The experience with labs, I felt like it was…basic. That is to say, um, because it was 

kind of straightforward with all of the instructions so everyone kind of understood what 

was happening so that was a different experience from the, um, class. 

R: So, let’s touch on that some more. Tell me more about your experiences with 

laboratory work in chemistry. 

B: Well, I personally don’t like it because if you are like, if you are the kind of person 

that likes to work alone, knows everything, know where you are going; when you work in 
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groups, there are some people that do not want to work or do not care at all about that so 

it likes, it keeps you from doing your work because you have to help them so you can get 

a group grade, you know. 

R: How about you? How do you feel about labs? 

C: uh, what she said. Most people don’t want to do their work so I do it by myself when I 

have to work with them. So I do it all because they do not want to do it. 

R: Okay. 

D: Um, I liked labs. I like doing labs. That was something I enjoyed.  Um, although I feel 

like it was, we would just get a sheet that would say what to do and basically we would 

just try to rush it, like finish it. Um, I feel like labs are a good way to learn. Just, um, 

most of the labs we did were kind of like predictable, like we already knew what was 

going to happen.  

E: Um, labs were helpful to me. Even though it’s a group effort, and sometime you may 

have a different answer, you can prove it to them that you are right or they can prove it to 

you that their right. So, it was beneficial to me. I didn’t have a problem with it.  

R: Still focusing on chemistry: were there times that the material was too easy or too 

difficult to process? {pause} So basically, how challenging was the course? Was 

chemistry a rigorous class or was it an easy class? 

D: I felt like it had the right amount of rigor. {pause} 

R: Okay. Do ya’ll feel the same way? {pause} 

E: It wasn’t too easy.  

R: Do ya’ll feel you were challenged? 

D: Yes, it was very challenging, but it was doable. 
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E: You could get it. 

D: Yea 

R: Do you all feel that way? 

A: Yea 

B: um, hum 

C: right 

R: Now let’s talk about geometry. What classroom instructional strategies helped you 

most in your geometry class? Explain why.  

A: um, something my teacher would do was, uh, she made us get a journal and she made 

us write all the theorems that she thought was important, basically all of them, and then at 

the end of every two weeks she would like make us, uh, she would write a quiz, and then 

helping you remember what the theorems were, so you just try to find ways to like learn 

them  and by the end of the year everyone probably would have got it by then. 

B: maybe projects, we did projects. 

R: Can you give me some examples?  

B: At the end of the year we did like the zoo thing, where you had to make the cages for 

the animals and all that stuff 

R: What was it called again? 

B: Um 

D: It was a zoo project {pause} 

R: Can you explain it a little more? How does designing cages relate to geometry? 

B: I know, you have to make the shapes for the cages 

R: Okay… 
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B: for the animal 

D: the area  

B: And you will learn to get the area so and all that stuff because it had to be in different 

shapes so you have to use the different …geometric forms, I think. 

R: And what did you like about that? 

B: It was fun 

R: {laughs} 

B: It was…you have to draw all the animals and stuff. 

R: Did it, did it help you remember the geometric forms? 

B: um, hum {pause} 

B: Because I had to get the area and stuff for that, for those shapes. 

R: How about you? Geometry? 

C: So the question was something that helped you? 

R: Yes. Instructional strategies that helped you the most. 

C: Um, it would have to be notes, I guess, Cause you would also write it and explain it 

and give examples. 

R: Okay. Any difference between the note taking approach in geometry versus chemistry 

for you? 

C: Um, no. 

R: No? Okay. How about you? 

D: Um, something my teacher did was she would like encourage students to like try 

harder by giving them little tickets and by the end of like the month she would have like a 

draw where, uh, she would get students like little prizes so that would encourage the 
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students to like actually try like in the warm-ups, they would be eager to go up there and, 

uh, put their whatever they did or they would answer questions and that would, that 

would get like a lot of participation and since more people were participating, more 

people were discussing, uh talking, they understood what they needed help in, you know, 

more interaction. 

R: Good, thanks.  

E: Mmm, my teacher, she just made it fun. Like she was a really good teacher. She would 

talk to us, laugh, not like laugh at us, but laugh with us and she would explain really 

good, like with me geometry was always, my math and science were always my best 

subjects so with the formulas, I gave it all out. I already knew what to put in, just like 

plugging in answers, I mean numbers. 

R: So what helped you most in being successful in geometry, the strategies your teacher 

used or was it more the teacher’s personality? 

E: A little bit of both 

R: uh-huh 

E: She was fun and she was a great teacher 

R: Okay. What else, did she do in classroom, that you thought was great? 

E: um, well it’s basically like she also explained like everything also like, she didn’t let 

anybody be confused. If somebody was confused she would go to them like personally 

and explain, explain it to them. 

R: Alright, good, thanks. Next question, what classroom instructional strategies helped 

you least in your geometry class? Explain why. 

E: I hated warm ups. Sometimes the warm up would be…  
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R: Ya’ll do not like warm ups, do you? 

{laughing} 

E: I hated warm ups {laughing} 

R: Why? 

E: …because they wouldn’t really be what we are learning. It would be like very off 

topic.  

R: Okay. You? 

D: um, the warm up would be of a different kind of math like it would be algebra, uh, not 

geometry. And it wouldn’t be, say we’re on one like aspect of algebra and it would be 

like totally off topic and it would. I guess it would help but not for geometry. Does that 

make sense? 

C: what they said, um, warm ups were hard.  

 R: why? 

C: Because they were not from geometry, they were like algebra and some other things  

D: And time consuming 

R: But do you think…in the long run, high school whatever was covered in the warm ups 

would be important? {pause} Okay…{pause, bell}I forgot what I asked. 

D: Was it was important? 

A: Long run… 

R: Oh yea, so do you feel, even though what was covered in the warm ups was not 

important to the class, would it be important in the long run…for your knowledge of 

math? 
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D: It would be but mostly, I feel like most of the time the things you learn in the warm up 

goes quickly, because you don’t put emphasis on it. You see it one time, you do the work, 

and that’s it. You don’t ever see it again. Until…maybe next year or… 

B: Maybe the warm ups also, um, the notebook, like, you have a notebook but we would 

lose it so, what was the point of it? We took some notes, but then we wouldn’t use it 

again until two months later and I guess it didn’t really help. 

R: I see. 

A: I have to say warm ups like everybody else. I have to agree, um, the warm ups in math 

were completely different. They don’t help you reflect on what you were doing, and 

sometimes what you were doing is completely off topic from what you are doing in class. 

Sometimes we are talking about the area or angles of shapes but in the warm up you’re 

probably just talking about distance and how to find it. I mean, um, sometimes it 

confused people because of it, and then people wouldn’t just; they would just answer 

something because sometime the teacher wouldn’t check. She didn’t really care about it 

since she thought the same way, so, yea. 

R: Good, thank you. Next question, #5: what classroom instructional strategies helped 

you most in your English II class? Explain why. You first. 

E: I guess the way he would try to help me out on my… I’m really bad with English, one 

of my worst subjects, so he would try to help me with my essays or try to break it down 

on how to start an intro because that was the worst part of …English was not my greatest 

subject, but he would try to explain it as like as much as he could. 

R: So your teacher taking the time to help you and trying to reiterate what had been the 

important concepts is what helped you? 
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E: yea 

R: Okay. How about you? 

D: Helped with writing essays, the teacher, would, um, she would say, uh, on this day 

you are writing an essay. So we wouldn’t know anything but that we were writing an 

essay, so she would give us a prompt, and we would have the class period to write a 

essay. So we would and we would do that a lot, so we kind of like got used to writing an 

essay and it was kind of timed with a time period, um, and I feel like that was, I mean it 

wasn’t fun, but it was helpful and then in the long run it was very helpful.  

R: How about you? 

C: Well, my teacher he would, uh, show like a power point? Like slides. He would have 

…samples of writing and videos. 

R: …often, sometimes?  

C: Sometimes 

R: So you like the electronic instructional approach?  

 C: um, hmm {pause} 

C: I think that really helped me because I liked to see, to be able to have examples and be 

able to see it.  

R: Thanks. How about you? 

A: I don’t think there was anything that really helped me in English. I don’t, I don’t find 

anything that he did…probably just the, some examples, but, nothing really. 

R: What did you do to be successful in that class?  

A: I kind of had to, um, he would give us a prompt, and then I would go home and try to 

see other people’s prompts and would say, uh, this is grammatically corrected and I 
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would see and read and get an idea of what to do, and then I would type in my own 

questions because sometimes he wasn’t so approachable, so I kind of had to find the need 

to go to the internet and figure it out by myself or go to another teacher. 

R: Thanks. How about you? 

B: um, like essay writing; my English was really bad. This year, I know it’s bad, mostly 

words {laughing}…well, she helped me a lot. I was in, I was in ESL. I wasn’t in a 

regular class, so she would help me write the essays and {sniff} you know, she would 

like explain to me what to do and how to do it correctly and that really helped. That 

influenced a lot. 

R: How long ago did you start learning English? 

B: Like two years ago. 

R: Two year? You are doing very well. In the two years, what do you think helped you 

the most to develop your English skills? 

B: Speaking to the class. 

R: Speaking? 

B: Yea, because you know they will make you stand and speak so you had to, that helped 

me develop.  

R: Great. Did anything else help? What would you do when you got home?  

B: What do you mean? 

R: To work on your English…did you do anything in particular when you went home? Or 

did you speak Spanish the rest of the day and didn’t speak English until you returned to 

school the next day?  

B: {laughing}yea{laughing}   
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R: Okay. Now the next question, what classroom instructional strategies helped you least 

in your English II class? Explain why.  

B: Um, I don’t know. Um, I don’t really think there was, I don’t know. Maybe watching 

movies. Like sometimes we would watch movies to, you know? 

R: What exactly did you not like? 

B: I don’t, like I don’t feel, like the movies were about the things that we were talking 

about, like the same topics, but, I don’t know {laughing}they didn’t help. They were just 

…{pause} 

R: Thanks. How about you? 

A: The thinking maps. I thought they were forced on us and forced on them too and he 

would make us write about a topic and just use thinking maps, but we wouldn’t really get 

them. I guess we only did them mostly because um I guess the school made him, too, 

because it just didn’t do anything for me.  

R: Do you believe that about thinking maps for all subjects or just for English II? 

A: Thinking maps in general but especially in that subject because it just, at least the 

other teachers kind of used them in a more productive way and it kind of helped me but 

English, it just didn’t do anything. 

R: Can you elaborate on that? 

A: Okay, um in chemistry we would talk about like a, one, like a she would make us do, 

uh, a thinking map over a topic that we are learning and then we would kind of have to go 

further in like give instructions how to teach it like the subject? I don’t know how to 

explain this correctly, but in English, it’s just, I don’t know, people just wrote random 

things and we didn’t really take it seriously. 
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R: Okay.  

D: It’s like it’s a blueprint for the way we were supposed to think and we, and we didn’t 

think, or if we think a different way, we wanted to brainstorm a different way, we can’t 

because we have to do a thinking map; THIS thinking map. You have to do a bubble 

map; you have to do a tree map. 

R: So you weren’t allowed to choose from the different styles of thinking maps? 

A: No 

R: You were told which ones to use? 

A: Yes  

R: How about you?  

E: Well, for me, he would make us work with other people and I didn’t like that. That 

didn’t work for me. 

R: Why do you prefer to work alone?  

E: um, because I don’t like explaining it to people. Most other students don’t get what 

they’re doing and I do, so I always like to get it done fast.  

R: Okay. And when you don’t get it?  

E: Then, they… 

R: No, I’m referring to you… when you come across a road bump and you’re having a 

problem and you’re struggling with a certain topic, you still prefer to work alone? Tell 

me why.  

E: I don’t know …because most people will act like their childish so then no…{pause} 

R: Okay. Would you like to add more to what you have previously shared? 
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D: Oh, um, for me, when other kids or other students would, um, grade our paper. Um, I 

feel like that wasn’t very helpful because most of the time they didn’t know what they 

were doing. They didn’t know what to do to check. They would give you a 2 or a 3 or a 4 

and they wouldn’t even know why they were giving you that score, uh, they would see 

somebody give you that score and then they would like, it wasn’t efficient. 

R: Thanks, how about you?  

C: Annotating, Like he would give us something to read and we would annotate it, and I 

don’t like annotating. Cause when I read, I , I process it in my head and having to write 

something on the side, like it just distracts me from the actual reading because  I am  like 

what am I writing on the side, so I hated annotating. That was a big thing for me.  

R: Tell me a little bit about how you process things in your head as you read. 

C: Cause when I read it, I already understand what I’m reading.  

R: Always? 

C: Well, most of the time {laughing}in English 

R: Okay.   

C: And then I just hate having to annotate. I think there is no need for it.  

R: Is there a subject area where it would be helpful? 

C: Um, {pause} No, I just hate annotating, in general {laughing} sorry. Even in history. 

R: Hah, on that note, what classroom instructional strategies helped you most in your 

world history class? Explain why. 

E: Videos, I like videos when someone else would, well the teacher would explain it well  

but then someone else would explain it in a different way and sometimes it will be like a 
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much  simpler way than the teacher explained, maybe, less difficult, so having someone 

else’s perspective on history would help me.  

R: Do you have an example of a video that you liked? 

E: Um, I don’t remember the guy 

D: crash course? 

E: Yea, that, yea, sometimes 

        R: Tell me about that? 

E: Cause sometimes it’s like then the teacher tries to explains what he’s teaching or tells 

you a specific topic, it just sometimes other kids are being annoying and trying to move 

them off the topic and I’m trying to go back to the topic and with video it just goes like 

straight like there’s no one to distract you from it. 

R: Because it went quickly?  

E: Yea. 

R: Good, thanks. How about you? 

D: Um, my teacher, she was very enthusiastic about World History. She liked, I feel like 

she liked it a lot. She liked her job. She liked what we did every day. She liked 

HISTORY. And she would, uh, a lot of times she would talk to us about like, her life, and 

uh, she would connect it. She would actually connect like stuff she lived with history. It 

was kind of weird but like that kind of  made you remember stuff  like when it, uh, like 

when she would be teaching us things she would like point out things that you would 

never think about and she would be like, yes, look at this way.  Uh, she would talk about, 

because I feel like how history like in the books is supposed to be, um, like I don’t know, 

I feel like it’s kind of biased.  And she would encourage us to think from the other 
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people’s point of view. Since it was world history, we would kind of look at it from the 

American point of view. But she would have us look at it from other points of views and 

understand and she was very good at that. 

R: Any of y’all have any similar experiences with a teacher like that? 

Choral response: yea 

R: In this course or another course? 

A: In this course. 

R: Great, tell me about your experience. 

A: Like …when she was so enthusiastic to do, like a class activity, like everybody felt the 

same way and they actually tried to be part of it to partake in it. And she would also 

explain things in a different way like she would like to do debates and then she would 

give you a piece of paper on the same topic and then the way we did the debates, we had 

to think both ways, the way, um, a certain culture thought about it and the other way, like, 

so you just didn’t think in the mindset of the Americans but you also thought of how the 

other cultures might have felt that certain way. 

R: Your teacher challenged you this way? 

A: Yes  

R: Every time? 

A: Yes, every time 

R: How about you? Tell me about your enthusiastic teacher. 

C: um, well my world history teacher would also show us videos and she would make us 

do projects so… 

R: Okay… 
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C: Um, I think it was a project about the holocaust, and we had to do some research and 

then present it in front of the class and, yea, the presentation helped me learn. 

R: What else would your teacher do? {pause} 

C: Well, {pause} she would just …{pause} 

R: It’s ok, how about you?  

B: Um, I think that readings they gave us like they would explain really well the topics 

we were talking about. Um, I know some people didn’t read them, but  I did, and some of 

them are very interesting so you would actually understand the topic. 

R: In what subjects did you experience an enthusiastic teacher? 

C: geometry & chemistry 

D: chemistry  

E: uh, I think geometry  

R: You? 

A: Just US, I mean world history 

R: You? 

B: Geometry 

R: In what subjects did you not have an enthusiastic teacher? 

D: English 

A: English & chemistry 

B: I don’t think so 

C: English 

R: I see. Question #8, what classroom instructional strategies helped you least in your 

world history class? Explain why. 
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B: Groups, working in groups. 

R: Why?  

B: I don’t know. I don’t like working in groups. {laughs}The kids were really distracting 

and usually when you are a good student and you do all your work and stuff, the teacher 

puts you with bad students cause you’re supposed to teach them something to like help 

them. 

R: Is that good or bad?  

B: I think that’s bad.  

R: Why?  

B: For me was it would distract you from the class and sometimes they would talk and 

you would be like hey I can’t hear, like you know. 

R: How about you?  

A; Um, probably, the power points were way too long; you probably just get tired and 

just doze off or when the teacher would assign like long chapters and would expect you 

to like know everything for the quiz. Sometimes that didn’t really help me. Because 

sometimes he was teaching it a more like simple way that kind of helped me learn, but 

when something was way too long that was when it just didn’t help. 

R: You? 

C: Um, I think again working with other people because it would get off topic and then, 

yea, you have to explain it to them. 

R: So, I would guess you had to work in groups throughout all 11 years you have been in 

school, do y’all really feel that group work is an ineffective way to teach? 

C: I don’t like it. 



240 

 

 

A: I like it only when you choose the people you work with… 

        D: …that you actually know they’re going to put an effort into it. 

E: Who wants someone lazy? 

C: Like a good student. 

B: I don’t like group work because when you are a good student usually they put you 

with bad students so you will be affected and you will do all the work {laughs}  

A: It was only good when you chose your partners because you knew they were going to 

put in effort in it, but it was bad when sometimes the teacher put you with someone else 

because they would choose someone who doesn’t want to do their work and the teachers’ 

excuse is always oh you can help them but it never turns out that way because they never 

put the effort and because you’re worried about your grade, you will actually do all the 

work. Not trying to like …lower it. 

C: I would say obviously about that, too, they wouldn’t do anything and if it was a major 

grade it could be a bad grade 

D: I think there is groups that help and groups that don’t help like for example, uh, like 

you said we work in groups basically our whole life. When I was in third grade I had a 

teacher who put like, he had four tables. He would put the smart people with the smarter 

people at table four and it would go down from there, so people, like the people at each 

table would want to go up to that table because they saw that table would work as a group 

and then they would…it would kind of be like a competition but people would actually 

try because they wanted to get somewhere. 

R: What grade was that? 

D: Third grade 
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R: Okay, thanks. 

D: So I feel like some, some groups are good and then other groups like for example 

where the teacher needed and just pushes you into a group with people that are not, that 

don’t want to do nothing and for those people who actually care about their grades I feel 

like teachers should put them in a group with somebody who will challenge you not 

somebody who will do the work for you. 

E: …well, it’s beneficial because when it’s with the people that you do know, you know 

they are going to do something, but it’s, it’s like really annoying when its someone that 

you know is not going to do anything and you try to get and it’s all a group grade. It’s 

like why am I supposed to be responsible for someone’s grade when they won’t even try 

and make an effort to give me a good grade. Like that’s the reason why I don’t like 

groups. {sniffs} 

R: Thanks. Anything else to add to…classroom/instructional strategies that helped you 

least in world history? 

D: Um, the thing that didn’t help, um, actually, I don’t think anything was bad about 

world history cause in world history we did a lot of things, but it would all contribute to 

what we did, and actually in world history we didn’t have like warm ups or anything like 

that. 

R: Okay. Very good. Tell me about what the average day in your world history class 

looked like? 

D: Um… 

R: From the beginning of class to the end... 
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D: We would go in, the teacher would just start the lesson. Just like that: start it. Or she 

would tell us what we are doing and if we had to do like writing or, um, a lot of times she 

would give us a packet with things to read and it had questions and stuff along with it. 

The tables were in groups and in the group I was in were other people… I have always 

loved history and there was also somebody who loved history to in my group and we 

would really talk about it a lot and that would help, like when you discuss with other 

people, it really helps you and we would go into what we had to do. Get it done and it 

would just be like {snaps fingers} like that. We would just get everything done.  

R: Was there a lot of note taking in that class?  

D: No {pause} actually I don’ think we did any.  I think we just, she would give us 

readings and discussions, readings and discussions. 

R: Did the rest of you have a teacher like that?  

C: No, mine took notes 

R: no, not just in this class, but in any class? 

A: No  

C: No 

C: In English I wouldn’t take notes 

        R: yea, just English… 

C: Yea, he wouldn’t, we would never take notes 

R: How about you, instructional strategies that didn’t work in world history? 

E: Um, presentations cause sometimes the teacher doesn’t, the teacher would give us like 

what we were going to discuss in that lecture and she would assign us a specific topic and 

then we would have to begin to explain it and sometimes some students wouldn’t even 
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have the information right so I would be learning the wrong thing. That’s why I don’t like 

presentations. They really didn’t benefit me. 

R: Was that the only thing you didn’t like? 

E: Yea, pretty much 

R: How do the rest of you feel about presentations? Do teachers in middle school assign 

presentations or is that mostly done in high school? 

C: starts in middle school 

A: mostly middle school 

D: Um, I feel like I don’t like them very much, but I feel like we need them. 

R: Why?  

D: We need them because, um, it’s something that is, its helps you like you’re actually 

doing something, you have something to get done. You have a due date. You have a lot 

of things you have to do and I think that’s helpful not only like for your high school but 

for like when you get out of, it kind of like, uh, gets you ready for like: oh, I have to do 

something, oh I have to get ready, I have to present something, you know. So I think that 

it can be helpful. Helpful, that would be the word: helpful. 

R: Okay.  

C: Um, I mean I don’t like them but I guess they help you, like if you are shy they will 

help you to, oh, be ready for college when you have to make a presentation in college. It 

will kind of get you ready for that. 

R: Do you consider yourself as being shy? 

C: I mean I was more shy last year. I’ve changed a little bit.  

R: Good, thanks. What is your opinion? 
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A: I thought they were helpful mostly because during presentations you kind of heard; 

kind of saw how others thought about a certain topic and it just like, it kind of expands 

the way you thought. Like you just have a particular mindset then you hear and see 

everything from someone else’s thinking. It just gives more of a, um, that kind of helps 

you in the class because sometimes you would think one way but someone else’s way 

probably is like more logical and that helped me.  That’s how presentations worked for 

me. 

R: Okay.  How about you? 

B: Um, they were okay. {laughs} I just did like one presentation last year. 

R: that’s it? 

B: Yea. We didn’t really do presentations.  

R: How about this year? 

B: ooh, a lot {laughs} 

R: Is that teaching strategy helpful? Good? Bad? What do you think? 

B: Yea, they are good.  Like, you could see, like usually they assign each person a group, 

a certain topic so you and they have to talk fast so they will break it down, make is 

smaller, so that will be easier for the class to learn. 

R: um,hmm 

B: for everyone {clears throat} 

R: Okay. Good. So {pause} let’s sum up instructional strategies because for the next two 

questions my intent is not for them to be related to instructional strategies. So before I get 

to the last two questions, let’s sum this up…{pause} tell me how you feel about  

instructional strategies that have been used in your classes. 
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E: I feel like many of the instructional strategies that are not good are not good because 

teachers don’t want to do them. It’s because teachers are forced to do them and that’s not 

the way teachers want to teach, and if teachers want to teach a certain way and they feel 

like it’s effective and they feel like you’re going to, uh, project on students a better way. I 

feel like they should be,  {pause} they should let teachers do that because teachers are the 

ones teaching the kids not you, you know, um, them, whoever tell the teachers what to 

do.  

R: …those bad administrators… {laughs} 

E: Yea, the administrators {laughs} 

E: Yea {clears throat} 

R: Okay. Any other comments y’all wish to add? 

B: Yea, that’s right. 

R: Why do you agree? 

B: Because I think , like she said, they are forced to do that, but you know every person is 

different so each one of them  have a different  way to teach things so … 

R: How about you? 

C: What they said {clears throat} 

R: You? 

A: Um, pretty much, like if anything, probably most of my bad experiences has been 

when I have kind of had to work with someone who doesn’t want to put in effort. 

R: Okay. 

A: That’s mostly my bad experiences 

D: And there are teachers who don’t want to, to put in an effort… 
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          A: Oh God, yea… 

D: And I feel, it, that kind of makes me angry like I had a teacher my, um, my English 

teacher. She acted like she didn’t want to be there, and I heard of a, um, of a teacher. She 

said that she did not want to be there. That she, she was only doing it because of, I think 

for the money because she had to pay back loans. 

         C: …it was her last year teaching. 

D: Yeah, it was her last year, and she, she just didn’t want to do anything and teachers 

like that I feel like they should…they shouldn’t teach. They make it about them but it’s 

not about them. It’s about the students like if you’re going to be a teacher; you’re going 

to be a teacher for a reason.  

C: Okay, I have something. {laughs} I just had an idea and we just started talking and I 

forgot. Um, it was about: oh! It’s like the AP or the specialist would tell them what to do. 

Like they want to try new things sometimes but that… for example last year we had to 

read a book for geometry. It did nothing. I hated it. The whole time. The book was 

confusing and it just, the way they, they tested us to see if this would work and if it 

didn’t. 

R: Tell me about this book.  

C: {clears throat} It was something about a world of dimensions. 

        A: We watched the movie. 

C: Yea and like we had read it by the end of the nine weeks. 

        R: Something that was supposed to enhance your knowledge? 

A: It was dimensional… 

C: Yea, we just got to discuss it with a group. It just did nothing for me. 
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D: It was about shapes. 

A: And dimensions… 

C: Yea. A book and math: it was so bad. 

{laughter} 

C: I was so mad 

R: I know; you told me how much you hate reading. 

{laughter} 

C: I hate reading books.  

R: So…y’all feel certain teaching strategies are forced onto your teachers? 

A: Yea… 

E: Yea, it’s very obvious… 

        A: It’s kind of obvious… 

R: Then y’all have had teachers that do not care? 

C: Yes 

R: How much do you think this plays a factor for students who do not want to learn? 

D: Well, with the teacher with an attitude that does not care to teach, why should they 

bother to try and make an effort to listen? 

R: How often do you see that? 

E: We see, I, well, personally I see that a lot. Like I see a lot like teachers saying uh, yea, 

you have to do it because that’s what they say. You have to do this, um, oh I know I wish 

we didn’t have to do this but we have to… 

A: Yea, because they have to put in grades. 

E: Yea… 
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A: They are kind of making me do all this, two major projects and they; she lists 

everything we have to do because they are making her do it. So… 

E: And I feel like they want to teach and they can teach effectively but they’re just not 

being let, like they’re not, they can’t because they have to do their job and their job is, it’s 

because I feel like the administrators don’t , they don’t know. They’re not teachers. 

Administrators, they don’t interact with students. They don’t know how we learn, you 

know? And, they’re bosses. 

R: I see, anyone else have more to add? 

C: No, I mean, I agree. 

R: You agree with everything they are saying? Anything new to add? 

B: Um, yea, I think the administrators have something to do with it. 

R: Have y’all seen teachers being told how to teach or that’s what you are told? 

E: That’s what we’re told. 

A: That’s what we are told. 

E: When they come in and check and sit down and just watch you, like …why are you 

here? 

{laughter} 

R: Okay. 

A: Yea 

E: Like it puts the teacher in a weird spot. It puts us in a weird spot to just have someone 

watching us and I mean, it, they’re like above mostly them…  

A: Sometimes when the administrators walk in the whole class, like the person, the whole 

class kind of changes… 
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{laughter} 

A: Like the teacher’s “oh, pretend like you’re doing this, this, this, and that.” Like, and 

then  it’s kind of weird because it’s not what you’re doing but you kind of have to do it, if 

not the teacher will get in trouble. 

D: And that’s when, that’s where you can see that the teachers don’t want to do it… 

        A: Kind of forced 

D: Yea, they change 

E: Like their whole attitude changes. 

A: Yea 

E: Because I am pretty sure if administrators see the teachers showing up and teaching 

the way they usually teach, enthusiastically and laughing, they probably won’t be as 

serious… 

A: Yea, more laid back 

E: Yea  

R: So y’all feel that your teachers are more relaxed when we, the administrators, are not 

there? 

Choral response: yea 

R: You all feel that the teachers teach more effectively when we’re not there? 

Choral response: yes 

E: Just don’t come into our class 

{laughter} 

E: Administrators don’t come that often, but when they do, you just know it. 

        A: Yea 
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E: You just feel the whole difference 

D: Yea 

A: You just know to act different 

          E: Yea  

A: To like sometimes, some people, who are usually asleep through class mostly because 

they finish their work very early like they have their whole work done so they goof off 

basically and when the administrators walk in, they stand up pretending like they were 

awake the whole time so the teacher wouldn’t get mad; I mean not the teacher, so the 

administrators wouldn’t get mad at the teacher even though he’s already done. He already 

has the whole lesson down and he’s just like … 

E: Making himself look good 

{laughter}  

R: That example you just provided, you think is a good thing? 

E: Honestly, if you understand the work  

        A: yea 

E: Well I understand, you should still, you know try to… 

         A: You should pay attention, but sometimes the teacher like give you a day to catch 

up on work. 

E: u-huh 

A: And sometimes the students hurry. They just… 

E: I feel like the administrators should see the different points of view and see how it is 

like for a classroom to be strict and then to just be relaxed with the class, because it does 

work better. 
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R: One last thing to sum up this section; tell me how your teachers’ personalities have 

influenced you in school.  

E: Um, a personality that did not help me at all was this teacher who was very, very 

cranky all the time, and it just put the students in a bad mood like they didn’t want to 

learn cause she was always so, like grouchy, and it, it was just. It was not fun. You…You 

would not look forward to that class. 

R: How common was this? 

E: Um 

A: In an instance or two 

E: Yea 

A: But it wasn’t that common 

E: You just know they are in a bad mood and they take it out on you. 

A: Yea 

R: Did you have teachers like this? 

D: Oh yes. It was mostly last year. 

R: How about you? 

C: Yea, I had a couple.  

R: We are down to the last two questions; these questions are of a personal nature which 

you may not want to share with the group. If this is the case, please let me know and you 

can choose not to answer the question or answer in writing.  #9: Outside of school, was 

there anything in your life that you feel helped your performance in your classes during 

your sophomore year in high school? Explain why. {pause} 

E: Um, my brother 
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R: Would you like to share more? 

E: He, he’s the one that’s in college. Every time I have a problem, I’ll go to him and ask 

him and he’ll just tell me just try harder, “I’ll help you break it down” he says, he’s 

smart. {laughs}So, my brother, my family helped me. 

D: My parents, uh, my parents are {pause} they’re very encouraging. Um, whenever we 

do good, me and my sisters, they’re like wow congratulations. The get like so happy 

about it. Um, they’re like you’re so smart. {laughs} Um, you’re so good. They’re like 

wow; you’re the best. You know they tell us stuff like that and that makes you happy and 

that makes you want to do good, so next time you get a good grade you want to show 

them and be like hey dad, look mom. And that’s, that’s good because if they encourage 

you and if they give you like a pat on the back, that’s helpful.  And it makes you want to 

do what you’re doing better. And my parents have always been like that. And I think 

that’s good. I think all parents should be like that.  

R: Thanks. How about you? 

C: Uh, I think my mom. She really helped me because she gives me good advice. Um, 

yea, and my cousins they are also in college and so …I want to be in college, too. 

R: Is there a particular cousin that stands out and encourages you? 

C: Um, I guess… 

R: Tell me about him or her. 

C: Well, he’s a firefighter, so he finished on his own, I mean his career, so that’s really, 

um, I really admire that. 

R: What are some of the things he tells you that motivates you? 

C: Um, he tells me just go steady and do good in school. 
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R: How about you? 

A: There were a lot of things that kind of pushed me to do my best. Um, one of them was 

the support of my parents. They always tell me I did good, but I could do better. I need to 

excel which is a good thing to do; I have to compete with myself. Like, oh, I could do 

better, and then I do and then, it’s just a bar that I just want to pass every time. Um, 

something else that kind of helps me is my younger brother. Like he sees me as, um, as 

his role model, I guess, and then I set the bar for him, and I always try to encourage him 

to like pass it because you  kind of want something better for your younger brother, so I 

do all these things that I want him to follow even surpass. I want him to be better than 

me. And then lastly, I mean, this is not like technically out of school but I’m in band, and 

they have this policy where if you don’t have good grades you  can’t like be in it, so that 

helped me like to have good grades.  

R: Okay. You? 

B: Um, my family. My parents. My mom is always like trying to help me. She’s always, 

she’s always, oh my God, she’s always checking home access and stuff. And even though 

she doesn’t speak English, she is always there and try, she’s always trying to help me like 

you know, in every possible way. And my dad, he also helps me a lot. Like he will sit 

down and help me with homework if I don’t get something, he would try to explain it to 

me. Like he will find a way.  

R: With home access, your parents are able to monitor your grades and attendance 

correct? 

B: Um,hmm 

B: They want me to do good. 
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R: Okay. What are your goals after graduation? 

Choral response: college 

R: Do you know what you want to study? 

A: Yes 

E: Medicine 

B: Kind of, um, ecology or biology 

A: Petroleum engineering 

C: Uh, fashion design 

D: Business 

R: Very good. Last question: Outside of school, was there anything in your life that you 

feel hindered your performance in your classes during your sophomore year in high 

school? Explain why. 

B: Um, well, like my English at the time wasn’t that good so, I wouldn’t, I wouldn’t do 

bad in the classes because  they were easy to me, even though I really didn’t speak 

English.  I think that kind of like stopped me a lot from doing better. Like I would get sad 

cause I like; I don’t know like everything here was a new culture; everything is new, so 

you have to learn. 

R: And how did you overcome that? 

B: Well, time {laughs} 

R: Time? 

B: Yea, you get used to it 

R: How about you. 
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A: I don’t think that there was anything outside of school that hindered my chances at 

school. Like everyone just being supportive and that’s, that’s what helped me. Oh, yea. 

There was nothing outside of school that hindered my chances so. 

R: Thanks. You? 

C: I also didn’t have anything that made me do bad in school {pause} 

R: Okay.  

D: Um, maybe like if my parents wouldn’t be doing good in their job, uh, that would kind 

of {pause} affect me. Cause I, I would see them. They would be struggling. Then I, 

would like, I wouldn’t want to see that. You know? So that would kind of put me down, 

and it would kind of make me sad so … 

R: That happened to your Dad? Mom? Both? 

D: Well, they work together. 

R: Oh. 

D: So there, there was a time when they were not doing so good. Also, they would argue, 

like they would argue about a lot of stuff and that, that’s not good, like cause it, it kind of 

makes you, it makes you feel like sad or like, like you don’t want to hear and it just kind 

of, it kind of  takes you away from like your school stuff, so yea. Family problems, I 

guess. 

R:um,hmm 

E: Yea, family problems because sometimes. Well, family is the most important thing in 

the world, well to me. So whenever we would have a problem I would put everything else 

aside. Like I wouldn’t do my homework or try to study on something because I would 

rather fix that. 
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R: Can you give me some examples? 

E: Um, like, like whenever I would argue with my mom a lot, but sometimes well she, 

she’s not really there, well she’s there cause she does everything for me like supports me 

but when it comes to school she’s not; she tries to argue with me about my grades, but 

she’s not, I can’t, I can never talk to her because she’s always, always trying to argue and 

then I have to like fix it and that and not really worry about school and talk to her about 

it. You know what I mean? 

R: Do you think her expectations are too high or she just doesn’t understand? 

E: Um, just not understanding. I mean, she doesn’t see from my point of view like if I 

had an 80 in a class, she would be like you need to try to bring it up to a 90. I mean, yea, I 

can  but you just telling me to bring it up to a 90 is not doing anything for me, like it’s not 

going to make me feel  any better, like you’re not really there all the time for my school 

work. Same thing with my brother. 

R: Anybody else feel that way? Tell me about “expectations.” 

{whispers} 

R: How about from yourself? 

A: Yea 

R: Tell me about that. 

A: I have high expectations for myself especially because one of my goals is to go to 

college, and since  my parents have never been to college I want to be that first person in 

the family to go to college, and then every time I do bad in school, it just kind of sets me 

down like I have that moment where I just think, Oh, I’m just like a failure, but then I 

think about everything, and then I kind of try to encourage myself, but then the stress of  
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other work, and then  school activities and then the SATs that just passed and then trying 

to have a social life.  

{laughter} 

A: It’s kind of hard and stressful and just, it’s just everywhere. 

E: I feel you. 

E: Like, like having to have good grades and then volunteer hours and then studying for 

tests; its all crammed together. It’s a, it really stresses someone out. It, like, someone can 

only take so much or they eventually break.  

D: Yea, I feel like we don’t have enough breaks. We need that because we have like so 

much. Like we have so much from so many teachers and I feel like teachers are like oh, 

you’re AP. Here, have this work load. Yep, work. I need it back by tomorrow. I feel like, 

um, there’s so much that we have to do, and it’s just so stressful sometimes, but it’s kind 

of like, it affects you a little bit. 

A: I think it’s funny that all my teachers say oh junior year is your most important year 

because that’s where colleges see what you did but it’s actually the most stressful year of 

all four because all the teachers tend to put more pressure on you, and they will always 

give the same excuse, oh you’re AP, but they would give you like an hour of work and 

then if you add it with the other classes, its four hours on you and sometimes some people 

have to stay after school for practices for sports for band for orchestra or for art, and just, 

it’s  just stressful, really. 

R: Thank you for your comments.  Would you like to add anything else? 

C: Um, I mean this year has been stressful, like applying to dual credit. Is it dual credit 

classes? 
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R: Yes, Dual Credit courses… 

C: And it’s been the most stressful year in school. 

R: How about you? 

B: Yea, it’s been stressful  

{laughter} 

R: {laughs}Why? 

B: Like the classes, you know, the Pre-AP and dual credit classes and something like that. 

You get a lot of work. And it’s not just from one class but from seven classes so you 

don’t really have time like on the weekends or something you have to be doing  the work. 

R: What can schools do differently to reduce some of that stress level? 

A: Plan with other classes because sometimes out of the blue, like three of the four core 

classes decides to give you projects due around the same time, and then it’s just. It would 

be better if they just like distributed it… 

E: Evenly? 

A: Yea… 

E: What about five tests in one Friday? 

A: Yea…like next week 

E: Study, study, each one of them having to know and understand it and going to the 

classes taking them and knowing there’s another test the next period after you just used 

your brain for the one you just took {pause} 

A: Yea 

{laughter} 
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A: Like, it’s, next week we have the EOC on Tuesday and for some people we have the 

AP test for US history on Friday, so you, so then it’s a lot of people trying to cram in 

their study for both of those tests. 

E: Yep 

R: Thank y’all once again, any final comments to add? 

{laughter} 

E: Balance it out. 

E: Don’t hire teachers that don’t care. 

A: Yea 

R: Alright. Well, thank y’all very much for participating in my study. 
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Focus Group # 2, April 30, 2015 at 2:45 pm 

Researcher (R): Okay. All right guys, once again thank you for being here. I’ll start off 

going from left to right. The first question is: what classroom instructional strategies 

helped you most in your chemistry class? Explain why.  

Participant A (A): That was my favorite teacher. He was cool. Uh, he was a young 

teacher and he was hands on about things. He helped everyone one on one, even if it took 

up the whole class period. {pause} Every day he would do a warm up and then he would 

show us the lesson and give us the work to complete it. The work was pretty easy but, 

like, for other people it was hard. It was easy because of the fact that he got into it with 

the students, he was enthusiastic, you can tell he liked teaching, and like he would just 

coming up with problems, like instead of bringing up other problems from a book or 

something, uh, he would come up with some on the spot. And that would be easier to 

understand.  

R: Great, thanks. How was your chemistry teacher? 

Participant B (B): Well, it was his first year teaching. He was really cool, laidback 

{pause} and um, yea. Students would sometimes take advantage of him. He had a certain 

way of like, uh, marking people who acted bad, but he would give us like three chances 

and just write a referral, that’s it. {pause} I guess. I failed the class. 

R: How did he compare to other teachers? 

B: He was a good teacher. I still failed the class. I mean the only way you were going to 

fail the class was if you just didn’t do work.  You know. He would help you but there was 

a certain point where he would help you, “if you don’t want to do the work…there’s no 

other way I can help you. I’m not going to force you to do the work.” 
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R: In retrospect, do you wish you would’ve taken advantage of his help?  

B: I still have him, this year.  

R: Is it going better? 

B: Now it is, I ‘m passing.  

R: Great. One of the reasons why I picked you guys as juniors is because you’ve almost 

had three years of high school. And I really don’t think if I would have talked to 

sophomores they would’ve had this kind of reflection. 

B: It’s different though, right? I’m not trying to assume anything about your research or 

anything but like for us as seniors it would be different because junior year is like the 

most important year because you’re about to be a senior but you also have to be looking 

forward, past high school. Time just moves by so fast you have to be prepared for after 

graduation, for what you plan for.  

R: Yea. 

B: And that’s what a lot of teachers are trying to tell us but don’t know how to do it 

because a lot of teachers don’t even want to be teachers. They wish they could be 

something greater. But time has already passed, they can’t go back. And, you know, 

when they already have families, things they are paying for, they can’t just go back. 

R: Are you assuming this, how do you know this? 

B: Oh, no, you can tell. 

R: How? 

B: You just can. 

R: You can tell when a teacher doesn’t want to be there? 
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B: Yea. There are some teachers that really don’t want to be there and will tell the class 

that. Uh, I mean, it’s also, also like the education system is at fault as well, like the actual 

stuff that they give them to teach us and the way they teach, like their way of teaching us 

is not good and are trying to see which is right and which is wrong. Honestly, like in 

school we don’t learn things that we need for the future like {pause} when we get out of 

high school, we are going to need to pay bills, we are going to need transportation. We 

need everything. We don’t know how to get that. We just know how to circle answers. 

That’s it. Right there. {pause} What do they want us to do, um, go get an apartment, you 

know. How do we know where to go for that? We don’t even know where to even get a 

credit card. Even basic things to like survive here in the US, we don’t even know. 

R: Because you don’t feel your teacher… 

        B: no 

R: teachers do a good enough job of making connections? 

        B: Oh, no, not the teachers, education itself. 

R: Oh. Ok. 

B: Because I mean, I agree with them teaching us English, Spanish, chemistry, science, 

all that because people are interested in that. I mean if that’s what they want to do in life. 

Then, so be it. Let them major in chemistry or you know, be a psychologist or whatever 

they want. But, like school isn’t for everybody. Some people want to be in construction 

and they want to be a mechanic, they should be in a class for something about that…but I 

guess in time you just get into that kind of work so you’re not sure what to plan for really.  

R: Thanks. You’re not messing up my research by explaining your thoughts. Actually, I 

hope y’all are willing to provide insight on what you think about the education you are 
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receiving. Now, back to the question; which instructional strategies in chemistry helped 

you most in your chemistry class? 

Participant C (C): Um, he {pause} he actually related to us well, he wouldn’t just give us 

problems out of the book, he would use characters from  movies or put in movie 

scenarios and then put it in the numbers. Overall he was a pretty good teacher. The way 

he taught was easy to understand and then the note taking was easy, just fill-in the blanks 

and stuff.  

R: Thanks, how about you? 

Participant D (D): Actually my chemistry teacher, she was, she was a middle school 

teacher from out of state, Wisconsin, I think. And it was her first year here as a high 

school teacher and she wouldn’t control the class, at all. Everyone was just bad. She 

would teach and everyone would be talking and she would keep on teaching like writing 

on the board.  She would be talking and no one was listening, cause like only a few kids 

in front of the class would be listening. Every day we had the same our routine except at 

the end of the school year, we started doing some hands on projects but it was, it was 

pretty much at the end of the school year so it was kind of pointless. She, she wasn’t, I 

don’t want to say a bad teacher because she wasn’t really. 

R: Did she do anything right? 

D: Um, not really. {pause}Well, she would stay after school for you and like all the time 

if you needed to catch up with the missing work. She would help you with that. After 

school, she was a good teacher, I guess. She would be with you working specifically with 

what you needed but during the class she couldn’t control it. And she would relate, but 

she would always get off topic and tell us about how her other students were compared to 
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us, that was pointless. That had nothing to do with class.  And, she just, I guess she was 

just inexperienced, I think. 

R: So that leads us to the next question: what classroom instructional strategies helped 

you least in your chemistry class? Explain why. 

C: There was nothing he did wrong. Overall, he was a really good teacher.  

R: From the beginning to the end of the class? 

C: From the beginning to the end; like he actually took time to work bell to bell. He 

actually worked with us; he didn’t sit behind his desk and be on his computer, he actually 

worked with us.  

R: Classroom instructional strategies in chemistry class that didn’t work? 

B: Well, he was actually a really good teacher. The only way he wasn’t, he would just 

give up with you is if you just decided to give up as well. He worked with you for as 

much as you could like learn from him. He would help you until you just decided not do 

the work. You didn’t want to do the work; he didn’t want to help you.  

R: And how would he treat you the next day? 

B: Different day. 

R: Each day he would start over? 

B: He would help you if you would do your work and move on to the next person who 

needed help. Yea. He’s a good teacher, I mean, it was like I said, it was our own choices 

that affected us, so that’s it. {pause} 

R: Thanks. Let’s move on to your Math class: what classroom instructional strategies 

helped you most in geometry class? Explain why.  
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A: Um, I took Algebra sophomore year instead of geometry. Um, uh, I took that class. It 

was easy. It was easy just because my freshman year I had failed it and then I had to 

retake it for my sophomore year. But just the fact that I already knew some of it so it 

made it easier but there’s also things that I didn’t know from the first time I took the 

class. Um, the teacher was very straightforward, um, with the math. He showed us the 

easy way and the hard way and it made it easier too, to understand the hard way cause 

when teachers give out the hard, the hardest thing like you have nothing to prepare for it 

like any other type of situation but  then  he was nice, um, just controlling class, again. 

But we did, wasn’t bad like, actually it was quiet. It would just get out of hand sometimes 

when we do group projects. That’s about it. It was just noise level.  

R: In your math class, teachers were supposed to follow a certain format involving warm 

ups and asking a question and then doing closures; tell me a little bit about that. Did it 

help? Or did it not? 

A: Yea, the warm ups they helped because they would be about the thing we would be 

learning that day so the warm-up would just be an easier problem than the work he was 

going to give out later, and so it just hooked us for the work that he would give out later.  

R: Later that day or later on in the week? 

A: Uh, both. Because we would study for the following test and following that we would 

have the semester test, so there’s just always something new to know, to learn about.  

R: Thanks. How about you?  

B: Well, like he said the warm-ups helped us. She would give us a booklet with warm ups 

with dates like Monday, Tuesday, like month, and for each day we had to do a different 

warm up, which would help with what we did after that, like a worksheet and also we 
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would take notes. She would, uh, put them on the board with like directions for it instead 

of just handing us a paper that is already printed with the notes to see what we had to do. 

That was helpful. {pause} 

R: Okay. Good. How about you?  Geometry? 

C: Um, the first semester I took regular geometry and the second semester I took pre-AP 

geometry; two different teachers.  

R: Great. 

C: But my regular geometry teacher she actually did the warmups hands on like she 

would make us all work it out, but whoever wanted to go present the warm up would go 

and show how they solved the problem  and stuff. And my pre-AP teacher would, she 

like I guess not forced us to do it but she kind of made it more important to do it because 

she would take it up as a grade at the end of the week. And, so that kind of made us work 

and want to do it more instead of just thinking “it’s the warm up, I’m not going to do it.”  

R: And what strategy did she use to go over the warm up?  

C: She told us to do it how we thought was most helpful for us. She didn’t have a specific 

way for us to solve the questions.  

R: But your first semester teacher did have a specific way she wanted y’all to use? 

C: Yep, she would teach us the hard way and the easy way and you could choose 

whichever one you wanted. 

R: So if you were to compare the two, which one would you have preferred?  

C: The regular geometry teacher. 

R: Thanks. How about you? Geometry. 



267 

 

 

D: We started the first semester of geometry with one teacher, he then got switched to 

another class, and we had a different teacher the second semester. The first semester he 

was a good teacher and we would start with the warm up and every day we would start 

off with that. He would give us like ten minutes to do it and then once the time was over 

we would go up and present it and check our own work. He would show us the right way 

to do it. From there he would proceed with the class and he would use power points to 

explain the assignment and how to work it out. So he would give us examples, real world 

examples and stuff like that. The second semester teacher, she was also really good, too. 

She would also the warm ups but she would assign them more as group projects. So we 

probably did five group projects and she used, I don’t know what it’s called, but she 

would post problems on the walls and we would have to walk around  the class solving 

the problems and explain our way of solving it. 

R: Okay. 

D: And I guess that was more to get us to be active because it helped with moving around 

and at the end of class we would do a closure; that helped us to see if we like understood 

the assignment for the day. 

R: Very good, thank you for your input. The next question is: what classroom 

instructional strategies helped you least in your geometry class? Explain why. Let’s start 

with you. 

D: My first semester teacher; sometimes the class would get out of hand. Like a few 

times. And the second semester teacher, the class was good. It was a quiet class. And 

everyone did what they were supposed to do, and there was no problems…she was a 

great teacher.  
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R: Um hmm. 

C: Um, my first semester teacher, like I said, it was her first year here so she didn’t really 

know how to control the class like she didn’t want to be the bad guy with the class, I 

guess. And with my second semester teacher; we took almost the whole semester to work 

on a project she needed done in order to get her masters, and it didn’t really have 

anything to do with geometry. So she kind of rushed everything at the end of the year to 

get us ready for our final. 

R: Thanks.  

B: Um, nothing really. He just did what he had to do. It was easy. If you passed it was 

because you worked, but if you failed its cause you didn’t.  

R: Was there anything about your geometry teacher that made him or her stand out, good 

or bad, compared your other teachers? 

D: My first semester teacher, was mover, he moved a lot. He wouldn’t stay at his desk 

and when he was teaching he would walk around and would say this is how we are going 

do this. And he walked us through it. He was like really active, never just in one place. 

That helped a lot. 

R: Anyone else? For geometry? 

A: She was really hands on with how to do the problems and she would stay after school 

for an extra amount of time that she had in order for us to get it. She really wanted us to 

pass the test. 

R: {pause} Thank you for your input, now, let’s move on to another subject. Let’s move 

on to English. What classroom instructional strategies helped you the most in your 

English 2 class? Explain why.  
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D: Ted Talks.  

R: Please elaborate. 

D: Like, she would show us a video of people standing up doing poems or like things that 

rhyme. After the video we would have to do our own. We have to write our own, and, uh, 

yea. We have to say it in front of the class. 

R: Who would be on the video? 

D: Like just a random person and it would benefit, it would help us {pause} 

R: And then you guys had to do your own? 

D: Yea. We wrote it and sometimes we turned it in and sometimes, yea, we just gave it to 

the teacher.  

R: Oh. 

D: She would tell us if it’s good.  

R: Okay. Right about the time you returned to the room, we had started on English. What 

classroom instructional strategies helped you most in your English 2 class? Explain why.  

A: Um, {pause} 

R: All right, English. 

A: Um, {pause} well, well, what did you want to know? 

R: Tell me about the instructional strategies that your English teacher did that helped you. 

A: That, that year, that takes me back. That class was bad. We were his worst class. 

What, we were the smartest. But like as a class we weren’t good; you know, didn’t 

behave and didn’t pay attention to the teacher, but the few times that we did, um, we were 

good at it. But, um, it’s just, um with the students he could control he did teach. We did, 

we did learn from him. 
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R: How would you describe his style of teaching?  

A: Well, it was, it was harder for him because it was his first year here.  

R: Okay.  

A: So he was really nervous. Um, he didn’t know how to, he was still getting used to 

things here because he had moved from like a totally different place. 

R: I see. 

A: So, it, it was a lot for him to grasp and solve. I mean it would impact the class, too, 

because he was experiencing something new, too, outside of work so…{pause} 

R: Is it pretty easy for y’all to distinguish between an experienced teacher and new one? 

A: Yea. But towards the end of the year like I guess he started to get the hang of it; by 

then it was already too late. I mean, the school year had already finished. {pause} 

A: So, but that was the class. I mean, we did do quite a few projects. They were fun. 

Every time we would do a project, though, he would do it with us, so that was kind of 

cool seeing that. You know? He’s not just giving us something to take up time, not just 

given because we needed a grade. 

R: On an average day, what style of teaching would you experience? 

A: Um 

R: Projects…  

A: He would, he would do a warm up with us every day… 

R: Okay.  

A: And he would give us the assignment and explain to us what we had to do and we did 

it. If we didn’t do it, I mean that’s our fault for failing to turn it in. But, that’s the way it 

goes.  
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R: Thanks, how about you? 

B: She was really fun, and she, uh, she explained it well in a way that everybody got it, 

including the warm up. We used to do warm ups. {pause} Like projects she would sit us 

in groups. And, uh, she would like walk by sometimes and make sure we were on track 

and doing our work. Yea, and if you didn’t pass it was because you basically didn’t do 

nothing the whole year, man. And I was, at some point I was always failing, and then I 

would always get my grade up.  

R: Oh? 

B: Yea, she would, like, make it easy. It was a pretty good class.  

R: So she was flexible with deadlines? 

B: Yea 

R: How would she make the class fun?  

B: Um, well, she would have us work in groups and stuff and, uh, {pause} yea, we did 

the Ted Talks, also. Like watch videos, and, uh, compare our work to the video. {pause} 

R: Tell me about your English teacher?  

C: Um he was a newbie here. Like he said, he wasn’t used to the whole teacher thing, yet, 

but overall he did teach us right. Like he understood the way younger people learn I 

guess. He wasn’t into the old school teaching.  

R: What’s the difference? 

C: Like he taught us from an adolescent’s perspective and like older teaches they teach 

you, um, they use like bigger words and stuff and he actually broke stuff down for us 

when he explained it.  

R: Adolescent perspective, so…?  
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C: Like he, he used more, um, examples from now and our generation…{pause} 

C: And like the older teachers they don’ really break down stuff like that. 

R: So it’s helpful that he is closer in age to you guys because he can use better 

examples…relevant to y’all? 

C: uh, huh 

B: With any teacher, it’s like that. Um, students mature faster. Some stuff is always going 

on, so when you teach like him, it’s faster paced. I’m not trying to be mean, but older 

teachers are slower and like we got the stuff down like we want, so, and the younger the 

teacher like the more you can relate to and, um, I mean that’s what makes learning better 

is if you can have those teachers because is if we just have teachers that are monotone 

like just talk like robots just give us a book, whatever, a packet, that, that’s it. I mean, I 

get my grade. {pause} 

R: Thanks, how about you? 

A: Uh, yea, my teacher it was, uh, her first year here. And at the beginning of the school 

year, it took her a little bit of time to get to know us and for us to get to know her and the 

rest of the year we got along really well. Uh, she would explain it. She would explain the 

topic for the day, and we would get to work on it and she would walk around to see if 

everyone was doing it and if someone was like struggling on part of the assignment, she 

would work with that person and um, try to help them and when we would do a project, 

like in groups and she would do that a lot. And, I guess that made the class fun and 

towards the end she started showing us some videos so that the class wouldn’t be so 

boring.  

R: Ted Talks? 
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A: No, regular videos. {pause} 

R: Now, the next question. What classroom instructional strategies helped you least in 

your English 2 class? Explain why.  

D: Um, she was, this was her first year, and she was young, too, and sometimes she 

would get off track and the whole class would start talking about something different. 

Like total different, like off topic and that would take up a little bit of class and we would 

lose some instructional time. {pause} 

R: How about you?  

C: Same thing. Sometimes got off topic when they were teaching so that kind of took up 

instruction time.  

R: Was your teacher young as well? 

C: Um,hmm 

R: First year? 

C: Umm,hmm 

R: Would your teachers tell you it was their first year or did y’all figured it out? 

D: Both 

C: Yea, both 

B: No, my teacher told me 

R: Do you think it is a good idea or bad for your teacher to tell you this? 

B: Bad 

C: Umm 
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D: It depends, though, because if the teacher is coming here trained then they should be 

fine, but if they come from a different state or district. Well not a different district, but 

state or country it’s totally different. 

R: Okay. 

D: Its two different lifestyles 

R: Good, how about you? 

B: Nothing. She helped us with a lot of stuff. 

R: So she was a good teacher? 

B: Yea, the only, only thing is that she couldn’t stay after school for tutorials because she 

had another program after school that she had to do.  

R: So tutorials do matter to students? 

B: Well, yea, if you don’t get it, it will. 

D: Plus if you are behind on assignments… 

B: Yea, you try to catch up. I mean if she would give it to us for homework, but overall 

she was a good teacher. 

R: Things your English teacher did that did not help? 

A: Um, that, he just didn’t control the class. That’s it. Other than that- good teacher. 

{pause} 

R: Okay, thanks for the information. Now the next question: what classroom instructional 

strategies helped you the most in your world history class? Explain why. 

A: The teacher interaction. 

R: Explain to me a little bit more about that. 
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A: Well, the way he explained it, just breaking down everything to detail and, and going 

over it with the students and just going along with them and helping them out. 

R: Did he follow a specific format? 

A: oh no, he would like, just, well I guess the tone of his voice, too. Like for some 

teachers they have like a monotone like voice. And some others have like enthusiastic, 

um, my teacher, he was into it. It made us focus more.  

R: How about you sir? 

B: Like I never got it when he taught the class, but one on one, yea {pause} 

R: How exactly did your teacher teach the class that wasn’t beneficial to you? 

B: Well, he just, uh, gave us a piece of paper… 

R: To take notes? 

B: Well, on a book. What’s that book called? It was a workbook. 

R: Okay.  

B: And we were supposed to know everything. 

R: Working with you one on one, what did that look like? 

B: Well, he would tell me straight up and all that stuff, like instead of as a class. Like the 

things I didn’t get, he would help me with them {pause} 

R: Was there any other way he would teach that helped you learn? 

B: Also, another ways is, uh, he, he, uh, he uses games to teach us. 

R: uh, huh. 

B: And, and that would help me. 

A: That would help me, too. 

R: How often would he use games?  
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B: um, not, not much, like once…twice 

R: But when he did, you like them? 

B: Yea, it was a better way, and easier way {pause} 

R: How about you? 

C: Um, the teacher actually took the time to break everything down, and he made us take 

a lot of notes and when you had a question or something, he would actually break down, 

the um, information for you, and actually went into depth with it.  

R: So lecture and notes helped you? 

C: Yea 

R: Do you remember him using any other instructional strategy?  

C: Um, he would like, if we passed the test or something, um, he would like give us 

snacks. And, uh, before our test, he would like do a jeopardy or something like any type 

of game, and he would actually spend time reviewing for our tests, and not just give us a 

piece of paper.  

R: The day of or before the test? 

C: Like, like a day or two before the test. 

C: And he would actually make sure that we got the information before the test.  

R: How would your teacher check to see that you understood the information? 

C: Like {pause} he’ll, um, he’ll ask us like questions that probably some did know and 

some didn’t. He would pick on the ones that didn’t know the to answer them, so he would 

make the people that didn’t know stuff actually think of the answers and actually like 

wake up and answer them like not just sit there and not know anything.  

R: How about you sir? 



277 

 

 

D: Yea, same thing. We used games and other methods like a notebook and stuff from the 

textbook and we write it down. We take a lot of notes, and we would remember stuff like 

that. A day before we would study for a test with some type of game instead of just like 

straight from the book to memorize everything, he would break it down like in different 

categories in the game. He used that to make it fun and make it like for us to understand 

it.  

R: Very good. Talking about the same course, the next question is: What classroom 

instructional strategies helped you least in your world history class? Explain why. 

R: Let’s start with you. 

D: Uh, sometimes the class would get too disruptive and he wouldn’t control it, but I 

don’t think it affected him, but students they, they would just don’t care and not listen to 

him and but overall he was a good teacher and, when, when he tells us to listen, we 

would listen. Everyone would learn.  

R: How about you?  

C: The, the students didn’t know where they stood with the teacher, like they wouldn’t 

have respect for him and he would let himself, you know. Like he would let them talk 

over him and just sit back and wait for them to stop talking and they wouldn’t stop 

talking, so that gave him less instruction time. And when it came to instruction time, like 

he’ll be like five minutes into class and they’ll just start talking and he’ll try to settle 

them down, but it just didn’t work. We’d have APs going in there all the time {pause} so 

we didn’t really learn very much in that class. 

R: Thanks, you? 

A: Can you repeat the question? 
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R: What classroom instructional strategies helped you least in your world history class? 

Explain why. 

A: Um, maybe the freedom? Like, he did not really much complain about us talking or 

stuff or about work being missing or undone. I mean, he would let us sit with whoever we 

want and like work in groups and he would never keep us from working in groups 

{pause} 

R: …there was a lack of boundaries? 

A: Yea 

R: He would just let y’all work on your own? 

A: Yea, he just let us. 

B: For me it was, I mean, I barely passed that class.  

R: Why? 

B: It was my first period. I would be super tired. Um, but I mean I understood it. It was 

history, you know, getting things down, but I like how he was like quick, quick about 

things, you know, get to the point, but at the same time like {pause} okay, yea, you’re 

doing this. He went through the things really quick, but you know interacted with the 

students, too. Like, he would talk to the whole class as a group but you know it wouldn’t 

come down to one on one. But, it was, I mean, it was an alright class. I mean, it wasn’t, 

nothing bad happened in there. Just, there wasn’t anything extra. It was good, though. 

R: Thank you. Does anyone have anything more to add? 

D: My sophomore history teacher, he was a really good teacher. And, he, uh, we had a 

notebook, and every day we would like keep up with it and if you kept up with your 

notebook it would keep you up to date and you would know what was going on in the 
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class. And he used a lot of games to like help us study for, for tests the day before and he 

would, he was clam. He would give us a surprise if we did good on a test, snacks {pause} 

D:…I guess that motivated us to do better in his class, I guess and do your work and do 

your best. Uh, sometimes there were students who would like try to be smart with him 

and he would get upset and get off topic and get into the argument with them, it would be 

unnecessary, but overall he was a good teacher.  

A: Uh, honestly the class was just easy. I mean, he made it fun. And, then, I passed with 

an A so the whole year was just good. I mean nothing about it was bad. The only thing 

that was bad was just the students messing up and just being dumb and taking up time 

that could be used to improve. 

R: Okay.  

A: But other than that the teacher was good. I mean, he just, the way he would talk to the 

students was, like, as if, as if he was a friend, but at the same time teaching you what was 

going on inside the book. 

R: um, hmm 

A: …informal somewhat. 

R: Okay.  

A: I mean, I mean just a cool person, he played music. 

R: um, hmmm 

R: Anything to add? 

B: well, um 

R: Either good or bad? 
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B: She would, uh, take her time, and teach a student who didn’t know what she taught the 

first time to the class {pause} yea. 

C: He had potential to keep his class under control, but {pause} just didn’t. Like he let his 

students run over him. 

D: Same thing, uh, he, he couldn’t control the class most of the time; students did 

whatever they wanted to. If he could have changed that, the class would have been a lot 

better. {pause} 

R: Okay, thanks. These last two questions lend themselves for you think about things that 

could be emotional for you. You can choose not to answer the question, continue to 

answer the questions verbally, or you can choose to answer the question in writing. I 

would greatly appreciate as much detail in your answers as possible. The next question is: 

outside of school, was there anything in your life that you feel helped your performance 

in your classes during your sophomore year in high school? Explain why. 

A: Sophomore year, I didn’t do anything at the school really. I would just go home really 

that year. If I wanted to do something good, I worked for it. And if something went bad, 

it’s because, it was my fault. You know, if I did something outside of school, you know 

that was bad, then, that’s on me and {pause} same thing in school if I didn’t do my work 

then I would fail. Well, I had the same mentality inside and outside of school. 

R: Has your way of thinking changed from last year? 

A: Yea 

R: How? 

A: Um, nothing, well I mean this year, junior year I went to ALC [district alternative 

education placement], but, although these two schools are close to each other, they teach 
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so differently and the environment is different as well. But, I mean, {pause} it’s about 

your mentality and the way you want to do things…and it’s not just, not just that. You 

also have to think about yourself. Like do you really just want to fail class? I mean right 

now we’re vulnerable. We’re only sixteen, seventeen years old. We’re going to die at like 

ninety, hopefully. You know, there’s a whole eighty years in between that’s eight 

decades. And, {pause} that’s a lot, that’s a lot of time and it passes by quick. And the 

world that we are living in right now, education is important, beyond important really. 

You should take advantage of everything before you leave high school with your diploma 

and then you’re pretty set.  

R: You did not think like that last year? 

A: No, not even. Last year, I mean, I knew this, I knew like all of the consequences of 

that could happen for the choices I made. Now I realize people can really do whatever 

they want in life, I mean, you just want to really do it. If you can be an engineer; then do 

it; if you want to stop being an engineer and become a music artist you can do that. Make 

sure you do everything that you want, just be happy but do what you gotta do. That’s how 

I think now. 

R: Thank you for your input. How about you, was there anything in your life that helped 

your performance in your core subjects your sophomore year? 

B: Um, it was around winter time at December break.  I went to Mexico with my family 

and my mother has friends and family members over there. They, um, they also go to 

school basically like we do. So one of my uncle’s friends, he um, he always, um, he 

travels a long distance to go to school and stuff.  

R: He walks? 
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B: Yea, most of the time he has to stay home and help the family with stuff over there. 

Like he doesn’t really have transportation to get there and things that will help him, like 

money. Money is a problem over there. And, um, I mean it made me think over here like 

we get the, we have the advantage of having a free education over here. We get free 

lunches. Over there, I mean, and most of us take advantage of it; some of us just think of 

it as, um, as fun and games and stuff. That’s what really changed me and the way I see 

stuff. I mean, we’re over here getting a free ride in school for a better future and they 

don’t even get like, they, um, have obstacles in the way of their learnings. That’s what 

really made a change in how I see school and stuff.  

R: Thank you for sharing that experience. How about you? 

C: I didn’t notice it until last year but like I settled for less my freshman year and my 

sophomore year I guess I knew what I had to do to become more successful, and I noticed 

that when my dad would just randomly sit down with me and he would start talking to me 

about how education is new to us and how we have like a good life here, but we don’t 

notice how bad it is over there, in Honduras, like, um, and he used himself as an example. 

He says that I have an opportunity to actually become someone in life and not have to 

work so much like he does, like he only went to school until sixth grade and he had to 

work the rest of his life, basically. I always thought that he pushed me for no reason but 

now I see that he pushes me so that I can be somebody. And, well, after that I got on the 

honor roll and try to be successful for him and for myself. {pause} 

R: Great, thank you. Your turn. 

D: Ever since like middle school, elementary school, I would just pass classes. I didn’t go 

above average to become an A student or something like that, but, uh, last year, I, I had 
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some friends that were seniors that would tell me: dude watch your grades, don’t let them 

drop too much.  I was like forget you. It doesn’t matter as long as I pass. And now this 

year, uh, they started talking to us about GPAs and college and stuff and I didn’t know 

what that was. Now that I know, like my bad habits from the past are now affecting me, 

and now I’m trying really hard. And it’s hard for me to; to like keep up with my work, do 

my work in class and to have like good grades. And {pause} I don’t know. It’s just, my 

life, for some reason I don’t do much really. Just {pause} I don’t know. {pause} 

R: Thank you for your input. This leads into the last question: outside of school was there 

anything in your life that you feel hindered your performance in your classes during your 

sophomore year in high school? Explain why.  

D: Um, nah, just bad habits, I guess. 

R: How about you? 

C: Yea, I didn’t have my priorities straight. And, also, in my personal life like {pause} 

my parents got divorced and that, I guess my sophomore year was when all that 

actually…like put a lot of pressure on me. And I guess all that pressure made me slack 

off. My freshman year, I guess I maybe wanted to be more successful.  

R: How about you? 

B: I would get wasted. 

R: yea? 

B: Yea 

R: And now? 

B: I mean I still do, but not like on a Sunday. 

R: So you’re more cognizant of the fact that you need to be ready for school? 
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B: Yea 

R: So that experience in Mexico really hit home, huh? 

B: Yea, and also because, um, I mean my mom because if it wasn’t for her I wouldn’t be 

here. Like she was the first one to travel from Mexico, as an immigrant. {pause} 

R: Thanks. How about you? 

A: I have like, a good life. I have nothing to complain about. I mean, if I do bad things, I 

mean I accept it. 

R: For you, it’s about choices.  

A: Yea, I mean. I was aware of everything that happened. And I mean, why, I mean at the 

same time why are you going to live life kind of boring, just need to follow the rules at 

the same time. {pause} Um, I mean, like assignments too, I mean if I did something bad, 

I mean, like, okay, take the punishment. I’m fine with that. That was my choice. You 

shouldn’t regret anything. Because I mean most of the time you wanted to do that, so, 

that’s the way I thought. That’s the way I still think, I mean, if it’s something you really 

want to do, then do it. So, I mean, I’m aware of what’s going on around me. 

R: But do you understand that there should be limits to your choices? 

A: Yea, but I mean, you could tell like if you were going to harm someone, you would 

destroy like their family and then how could you, how could you live with yourself?  

R: So following that example, you are aware there be a limit to the bad choices you 

make… 

        A: Yea, but there’s good choices to make as well. {pause} 

R: Thanks again for your input. So today, y’all gave me some information about 

classroom strategies, you told me about how some warm ups work with some teachers 
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and then how they didn’t, and how some teachers used more interactive methods like 

videos and that helped versus others. So, to sum it all up, what is it about education that 

we need to know to get it right? Share with me your thoughts whether it’s related to 

things inside or outside of the classroom {pause}  

A: Um, well, I mean teachers have been telling us since like fifth grade that college is 

hard like, that experience is hard, like, okay, like stop telling me and like show me. Like 

give me examples. Show me somebody, give me examples of somebody who is coming 

out of high school with a certain GPA and tell me how, tell me what they needed to get 

into college. Just tell me what, what scores they need. Tell me like, okay say that person 

doesn’t have a job and they need to go to college. Tell me how to get through that. Okay, 

so I get my high school diploma, what do I do next? I don’t know where to go, like, the 

school needs, not even the school but just education they need to inform us better. I think. 

Instead of teaching the subjects that we need to know for college like teach us how to get 

into it. Like, of course we are going to like learn something in school. Teach me 

something about the school like how to, how to do it right cause I’m pretty sure that 

there’s people that have gone to college and just didn’t complain about lacking the 

knowledge. I mean some people like just don’t have enough money and they don’t know 

where to go, and it’s just as simple as going online to look for a $500 scholarship write a  

300-500 word essay. You know? Students don’t know that, but you do. I mean, whose 

fault is that? 

B: I really prefer for teachers to teach us about something that was really going to help us 

in the future. Something they don’t teach us is about what we want to do as a future job 

that will help us. Like I paid more attention in my CTE classes than in my regular classes, 
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such as for construction or automotive or welding since I might be doing that as a future 

career in my life. 

R: You already decided that is what you are going to do? 

B: Yea. CTE classes are better, I mean, it’s good to pay attention in all classes. I’d rather 

pay more attention in those than like math or, or like art or some other stuff like that. 

{pause} 

R: You, any thoughts? 

C: Um, something that I think would help… for teachers to keep their personal problems 

out of the classroom and not take it out on their students. Like my history teacher this 

year. She’s hardly ever here and then she complains about her personal life all the time 

she is here. One moment she would be like, oh okay you guys, ready to learn, blah, blah, 

blah, and then the next minute she will be like do it on your own and don’t ask me any 

questions. She just doesn’t want to be her and like that’s not our fault. We are here to 

learn and you’re the teacher, you’re supposed to be the one teaching us, not complaining 

about your problems. I guess that’s it. Like somebody who, if you’re gonna go into the 

teaching field, do it because you like it not because that’s your last option. {pause} 

R: Thank you. How about you? 

D: I guess same thing, sometimes students can be like mean to teachers and then they 

take it personal. But, I’m not saying it’s okay to be mean to teachers but sometimes 

teachers get personal, and I guess, yea, we need to be more informed. If they inform us at 

the beginning from like freshman year with what we have to do to get into colleges that 

we want to go to that would be like really helpful. Talk to me about GPA and what you 

need to keep it up and what’s going to happen if your grades go low and stuff like that. 
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The teachers should control the classes because I think that’s the main problem. Some 

teachers don’t know how to control the students.  

A: I think we all know like you get paid a lot because you went to school and you have a 

good job because of the education that you earned, but like what about the bad side? Like 

where do people go when they fail? Show us that too. People change when they see 

negative things; they want to do good afterward. So why not show us the bad things 

about, when you don’t have education because a lot of people find out the hard way. You 

see some people don’t know where to go because they weren’t informed, you know. 

{pause} 

R: Thank you all. I greatly appreciate y’all coming down here and helping me out with 

my research. I don’t know if y’all realize this, but y’all provided me with much needed 

information about education. This was the second focus group.  

 

 


